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Gummesson 1988 ™ Quality Strategies in professional service organization &1 EATH!
FEAT Quality TS An elusive concept sfd 3R & M= 4o’ W¥er @7 | I98) ¥R
¥R “quality of professional service becomes a matter of subjective perceived” uta

ZIFITF FATH [IER A-ATH IRFTS TG T T&(H A WEqaa 8, W |

TH FATZATS FIvaNe I & s [ORACTaTT SRS 96 (o 8 ey wed 3 i ¢
TrEAArER ¥ & 1 7@ TR Gronroos (1984) © YT giPafy@ (Technical)
FHEE (functional) 78 g9+ 913 T@H I W4 Lehntinen 1985 & Quality &% 1 smam
FIT I T WP TEw | A Imam g7- &y T A e sewbRETers o (Interactive),
AT T JeNZAd =& 07 (Physical quality) / @t @&Ma 0 (Institutional Quality)
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B ATy Ry g% Pefamer afearfyd W Gummesson § (1990) @ s i@t e 1 SR
VTS AR VTS “STTegHaTa AT Mived @7 TEAT qUrERers e TE S99 9o
Pt e ofg @ma a1 Tiftaer anfr garg T srafq ‘@@ et T (Do thing right) & g
SITUTCHT R RIS g 99 A T qEY dgH g 5@ W ang ey g
feg | age ITATRTE Fetees ¥ R AT USRI ggS A@ITE ST TET & T (Do
the right thing) WH g | N T FAAS &&1 T8 X a9 & T976® JoAg | ATITFA
aqaa Rierare F&1 f&EEE IR IeH § T TR JoUGH Ui qhwEEEs & FEr gl
g » T T A g W &1 o fafeR sfisra@ & Frers Quality education we tfeR
T4 ogEd WU 9 e Rt sme =i e merit basis education T W&ifaT fretrers
sfreters aagdt S Fedeg | R WAt 9 A fg=eEett (Life oriented) T 3@ e
varT g1 @erer AT (Everyday life directed practical oriented) % Tued<da A &1 9w &t
FAT ATV IfF TP | AR qeTae qURIETS & @ 99 e Qe & @ o frardierd
TERARE) ATAF qASA e 714, W9, AR, 7 JT=AAT T FE T FHS fGFE WeA g9
]

Edvardsson (1991) &I fA=sddT ITIRRTE AT MEFFATT §Id  (conscious) gAT R
JedT A% Tg T 37 Jara qUiieer AT9e! Masg&arae q¥qey U6 98 =& 5 | 99
FATE Quality &5 ITTH (consumer) AT 71T Mg w1 Ioirem, & 7 FHRIE T ¥4 WA
™ FrEmET 9ET ged AREH §HHE T aTgege RO &4 9 garer B atesa 1 et
TETEH FH T FHATA (Staff) Traraora @A ANMNES 90 FFaSiTeE g 9= 9713 G |

Zeithaml, Berry ¥ Parasuraman 1990 & 913 AR INIHIS RIS i€ ATETHETE 19

T T AR @ G

al 979 9GTH a9 IHR G 1 —

q) favgedtgan (Reliability)- ST S & &b §a7 g o §OI aren WH g A1 &4
RE W G 9T 87 7

J T &Y A (Tangible) - Ta1 R qmmm wsr Wifys gqmem Tt fumishing / facilities
qgfeq g a1 & ?

3) IARAT (Responsiveness)- T&T JIF TH F&ATH FIANFH AUTET ITAFREAS A T
freaadimrar T T 9 g 89 ¢

¥) 9T (Assurance) - FFRFUT FEITH FHATIEET JYMTRRTTS &7 fqearager T 2MMaca S §
87 |

y) uen g &Eal (Empathy)- ITHTORTE AR T ATRTGFATAS AL FHATNA ITRAE TR
T MHAT T AT G g1 TN S g &7
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4t o2 smares TEsTIEEr afy gratud g e o e AR w T &1 8RR 1 &t ofR smarreew
THT &7 (AT THSH GUSHT HTH THT TR J3H 1 a5 g7 |
TUTER AT FE4 ?

TrEOTArA A FFA T A FREET @ AT aRke A qfard e g o
AT RS WY a@fhe! A TG AT (cultural competence)  RE G
IS I TR T qfeard @ a1z | v fa9R @0 T 7l (Strahle, Sundgren /
Walch 1989 Sjoberg 1993 / Karrby 1986) @13 g s T0&<@ ATYAwT d€ATeHF ©IG AT
T giwen fefamer gEe qar T fa=e AT Broberg (1989) Sundell & Lundstrom (1991)
|

& g3 Quality AT9Farg Rt T a1fed smamw (Outer and inter dimension) (8T surface
quality / in-depth quality 9/ wfw=g) are afs it | & F=of=T Lilian G Katz & Quality
assess T¥IYAT AT Literature semaa® faf8eTH1 Quality assess T TeEars (9 IR 9§
7 Top down Perspective &7 A I €T TS & | T TET3 foba &+ A 5= wr=z1 ofgam
! TR RIEEH aAT FART T JILH g1 |

(a) Top down perspective on Quality

TgHT e (adult) & Tty Fo a1 FEFgay HiEa AR Rridr, S99 T S S Fw
g syt #feg | gea faawer, §TAT T FEEH y=Td W e T9A |

o Rmwrs framfl srara |
o FHAITOF argd T &HET |
o frRMfiAE AT TF BHF FIFA T ATGIECNT e |
o IFWSE IR T GIHH [EIFHA T AerF aHHess quear T & aw awhia
o  TUTRTLHAT |
o framfiers R s, o, faIa, T T qATeRS (Safty) Taw |
o WRYFH FraE T faT |
o fiwrs fqamdier seafsmar T gvamaar faemar |
(B) Bottom up Perspective on Quality

TEHT FEETF A G FREE FW APE T TR 977 Foers @9 & (Quality measure)
TRy g9 g9 Tare Quality measure T FEA AUATHA 4T 0F dfq AG9GSHT RS B TGS
JRTT THER IS q¢ TRET RS | 9 TEA quality measure & T FHEET AR
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T faftesaqT T seadwaTEr AR R 95 | g i gEfua 67 holder logical method
91 HTA G AT qFdd T JiFwg | gqF AT FEER Guide # SARAWaER SAREH
IAT FFeT TH IS |

& FRI FST, el T FAFT TY AN & a7 FHY Toadeed N7 qTH 8T 7

& T 39 fH T8 U& € a1 W T s 9 gwt qrgar g o

& AN FUEE T8 AT G T 94 g ey a7 INeed §T A T T §A AR ™
Afche! TIAT AT A § ?

F A FUETANLAS FIANRTH T AR F foear g ?

J0 grfiesd 78 HEREH G AT TIRST G 7

F g9 1 Fdee TS g a1 TEHE T FFw v g o

& T g3 Prrearves iy, e Ters T e g a1 99 F 9= @ ™ fefewa
B ?

& g3 Frdew AT TR FAGH A T FTREAE G a1 Gl TSGR HIEEr Jawarge
e A ?

FH 9 T AN S 99, a7 A Ay a7 TR R G 7

T A TIHREH THAHF JTEE A (URITH FE g7 G THOHS IS TG 9T o
e, T araran T faardtEr SEseEiRy TR oft R O WU AR SO |t
Rverear araafrs SR E @ | fF Rinre qur FERTEEH AR JUH 714, 9
T GETAHE JANTAS TR AFER q@nT 14 /I T~UH @USHT Quality ensure &1 T4 |

(c) The outside inside Perspective on Quality

firs, sfirras® U@ MIFF FFER T UEGR AT OF qeAd @ | 3 TETHT T SATIFHT
FHRTHE qraT3 81 g | 78 fqarems! R q199 1=t e geeers 96 ok T R T
FhREH fr=ar faq o |

TF HIEHT FF A2 g a1 Frafeag @ qmfta g 2

gIK 9O FHET 9 T F[AT AR & T qewg a ol /A A, AT G T
TATSH "TIal R ey
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(d) The inside perspective on Quality

Ferfe WH FHETieES aJad qware 91 Quality measurement 74 af&=% | Edvardsson
(1991) & WAIFHT  feq qerers egre fRue orear w9 7 afeg |

o Yhrepufews ar @ranl

o fgsamg ar fasawHiy |

o frafrsd a1 &= (Respectful) |

o FATH T, FYJ FATA a7 FJ T TEW T |

g fafaar foft fraree @ a1 9qefr® faeme@ Top down perspective @1 3T @13 8t 9fq
quality education F=AT ¥9A fa7g FeTNE 3{wa T afF=g | AR quality education ¥ IF T
B 99 | Eregey grfer el fraremet rdiaar T g We ST Gum meson & WATEET JENd
WS I39! | Zithaml letal (1990) @r 9= 3mam® T Lilian Katz (1992) @ =X perspective ATTATE
TR A9 T @t 94 AT T b TV @1 g9 99 qENEr @ & (veTee a9t
g | T 9 IRIfre Prareaee URREr: materialistic view ¥9ATC Indicator develop &
TOTRR /9 T @AeEr &A1 9f Input T process F F@Fw@ar T Input 3 9 Holistic
implication ANTH FUW in-depth quality <d T+ s/t & @ I | IIMEATET 0T Top
down perspective aTZ § TUTER &4 & ¥4 T Input &F97 ¥ Hfr FewH g 7% | (Teachers
qualification student ratio, availability of teaching materials, teaching qualification &
permanency) ® YT Y9 WA FFR inside perspective on quality T I FeEeREaT a6
ey | g7 @ WeiFarars &t Top down perspective @15 ¢l §HIA T+ UV WH qIHT
FTaF R7em &9 Input TICH @ &9 a< 9 holistic way aT¢ TUH 93eq @&« Training,
Physical facilities, curriculum & related materials T incentives & YT Input @ Ruat 9153 |
gfer &&1 €2 9 TR & input F1 ART process T AT FINT FEF U GlT A THE qH WOHA
& TUEEH WS AH AT Quality sva=ft a8t ==t sm3eq @rwfas 9 & w9 s Raw
Input % 91 Quality &¥a=yaT ®a 799 Favedt o geq I91 & TS AW FEHAAF TIHT G
W@ T |

=@ Quality & level of excellency 99 & &1fT Quality learner, Content curriculum,
teacher; instruction, environment, process, focus EEAT JaTH FEAT TR |
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JYEL TAST R EQ HFm s Zificaare sfge 91 & | 799 IHeRT an et
FAAE FTX I (MOE, 1997) (MOES, 2004; NPC, 2059) |

PR @) aXaTl PROTEATTT a7 ARERS T8 AT AT HeRAdrE B T ErERT §3 F | a9
I TEATCHE [T 83,

THEEE

o UFHfusrd FIW &H |

o TENF FHIIF FATHIeA &<, |

o JHHATH HIUTUN = §=5 |

o JiTEYT TTF & AGFH FATHT TR g9, YRR q6g | Fed TTAF! T T8 g9 |
FRIZNEE

o FIITT HTH I ALY |

® YRS HTHT {rrrF @Y T4 yIfq qeree |

o ¢Sl FSTHAT INIHEEHT AR T I 739 |

o fd® wfatar fsft At dovadr gz MiERT Gt A F9TaaT &9 &5 |

o IIARAT Thaepalal AT TR FATAT THFAT AT |

o IMIKRA a1 FATEIHE! TIRT TS |

o FEIE ST ToF (@A, WITAIDHN UL TUIA el TS |

o T AT FHAIG-AS TGS == e 3 |
¥ g 2t A Rrmer sy MEw T8 a0R fEros aft anee ersA
cezicausi cRuniccolRpideicardirca s SRR Icc\ceCICOEEIISE I it co e i L= g5t
Fe! 9eTe® aod I&(d s & (NPC, 2059) |
=9 Rmer arm e wgfe faee T @gene wd | gger fAfm AR T TR sard
TREArR (A Pdl arerERe aaea gieEd T | [ afTaremes gam v fem T,
AT IR T AR (T gH T® TieHTeN, SedRT T SRR aqTaiy aaraa | favatyarem fimrens
g fere e aTdha HEIEA 9 | @1 foe e fareEat ene aEe a8 A T
FAT AEG FTHE TYAT fgFE 7 oo B 0 gen fervafemrem area R &9 oafes Twa w=t
99 T gNA FH AR a7 &9 @9y dors R B oafe | ot % Jueer dhifae a[ree,
safrE &, fTafeuat o gx amTer wnamare ul ad R e T 9red &1 st IwEr
g7 (Tenth Plan, j0%2) #hiyg frafers T g™ erFare a8 &3 S=afwn semma 19 a9
HoarE (NTdF FTOR) g7 F=ITT ITARM g7 HUFT T=8 T qibad 9 | T o 9fq FHaag
T GEHfaET ¥ FERTArs WA aMe TIIeN (TRA) Fafaet AT, yued O @G
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FFET A gy ITER 7 | frefeve wEm g, afy ThEee wW g A v |8
g arg |

ATAT ITT ATATHSG RIS FEe IS €2 I9F AT W qFH g | YO IR GIFRH!
Ferqar df I=9 anetis Awmm HeRm | wAEr SeaEefhe e fF 9 e geem
Fafera g o @ Paeierss o, qoft AIaTer SR T4EASTH TIH TS (0% gl GHEd
frataq o F & ger 3.91.f9. AR T @A IIFH TEH G |

mafys fqaem amag A T nfaEs @ e O gefea g wET gRREers
FETAART T HEHA ©H g | q90 qF) e ey IPRarars faaem T s
IMTHT JIRIYT JUTrE fad T TETHArE MRS TR AT ITY YOS TIHT EIHR
T dfFg |

gt Rererd a sfrerar ® fqvgamd ® v fler WReH g | deadteg o
Tfaaemee T o 7 | T 99 ga e e @eR T8 g@e g | S ®9 & dre)
g | gaar T R 9= sradifieg s teEgm Je e 9w 2 qeTe ffraes arre g o
fTaet TITHHT T TENTHT TAETHT U TH SHHT IUH TEIFS & I2T Jede® [y
T Py | f JTIIREAIS AYTSRT I & EHR AT | AT EH FREAT HH ATTE R IR
JL9TEE T T ey a1 FHOq=NG JAGSA ey T a W o T9EEs, Seadnan
FARA AT W T YIEH FA T | ATS ‘=t air frem 09w aws e F1 aAr @
RE G | JEAT AYEH FREAT TIT Je9g Fqarrdr Rem qaey g1 o4 q1a ger JRegee
T G |

YR TAMET gae At Rrgrerd e T FEfEaT TeE F19 T T IREYE gEeae Sfya
g %0 ad @iert 3 T g av ST 87 @R &9 T A9 §69E Qngess) 1 [es
T FHTT FATHH FAITH Thear &7 AT T2

e Rt Mg aifem o Rers g st w95 e (MPLI, 1999); MOES, 1996) | aTét
maﬁﬁmmﬁmaﬁ(wmmmwwqﬁ)ﬁmm
it w1 Heeaqul S meEe, aifeEaa T Yemyty gftaz T et Rmrwwr g0 R
Wwwesﬁmmmﬁmﬁmm%mm
TS G | a3 &THT qAATT AT el G 7 ddl Bl g3l g WA e |

o sft Y & TEN W@ AT FF ¥ e9RH gy Rnrrees wrd gt w@ g o @
A AfrareT aferd 3T G |

o MATA FATT g7 eaens ArA Rwrwar frfs W s, R o P { aEen e g
|&Wmmmﬁmmmmmﬁﬁsﬁmﬁmmalm
FRATH FHHE TSR s Janfe @a 99-3 31 yawaws ars|) @i
AT AEH AT AfecTeTers SRATYA  SEiaTAer (AT SEEeaTd der e g o
TUTCHE AT (ATFT FHTAATTS IATRTH ) |

o IAWT FTEIH FTiRT RTaFEE T AR AT AT geat e YO &R 9T 941 ) |
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I Uit oot FHEed 3 FqE g WA R REEd 7 F Foraar s qifyea
& T AT ST YerHarer RTRITAT UTeH® 987 T Rverat T@=mT a9 QI #eeaqyl anE T
seell

R godftrr Aurerr gemaeEer WedfTEr ofy e e e Rrvwesard a3
FRRE WA T A g T #7 wo T I 79 TERET FWRE WAGA § GRE G
(Thapaliya, 2060 B.S) | €% IT&HF! JIRAN IfATH FemeEd FFen F T & | Fd9= Jgemar 4
TR TICHSE I TEIH G&HT & FET ANRE T qFS g T §WE1 F&T QU g 79
Fra=mT g IR g g S NUAe ETEET sifeaiEd ST A US98l IISeat
89 | TR AT 9l T IEEEE ERAd / EATeHE / gRae s, ToRtid T Ao,
Trem3T rEHfe, Fees W 89 @redsr gean T 9fiaear, afm Jreders giavre
AT/ FrAUTIFISTY T HETEE I~ ATHT TR 79 &797 9f R@qH g |

A & = @y a7 "R |

o NnrFres Rwmr fawd PRareamT TR "TERAE FHEOTHE ©IET GeET T, y g @
TANTIAEY HET x theory F ITANT WEH =g | GIAT T Jiafua! qevh Aeawa! TIH EH
TR ATAWeRd I AYE YW AHCHE INH T9 T W T | IS,
JaZATCHE T FATEAIAF Fec@qu TRaeedrs T9RK T {184 Rl I Fa+ HH T3
(McGim, 1999) 1

* RIFEEAT gafad TONd FRIEEd @d 1 RAWTT FFRCHE TR, JIAcHS Fraare
TXHATS TedIT T T I FH T |

o [ITIIT TYHT ™M WH RgFess U §Eq g afawat Fi¥d Earcas Jfra @eq
! TR0 & | TR ATITeeT THAHS TR X, aifem & gereesr gaargs 1@
TTRIHT WA T J&T (&8 GifHa 987 enfyg U §REE Sgq WUH qr5eH |

o TrErEm WA FEE TN frEm ve@ Roswerd T T awadigs dems
(NGOs/INGOs) & 9f TS TUITeHS TeTal T fTeqo T 133 |

o N TEEAEed RwrEd afer W gq9d, 93 RnTdars afewe @aen it gq9e,
RRTor seaew T T3 (Lisencing) 1 JIew® AfEddr s& U 9 T A, I
FroTH R e Prareagm afvmes @9 @R A9T A9eel FEw 91 gq aX
TR TIHT IFTED TP FEATS FAQ IIETET T FFeg) I7 areHT i 2Rawg |

o fruE@esd AT ATTTFM § I Teqq T+ T amar g« (MOES, 2058-BS) | @t
H&dl TIPS TNAH, FF HT AT GHAT Tersd aned Iifes & ar fasomor T afegm 7
AN T FTOE QH 9 2R | ThRTE @S fFE 954 T quresr Ea
THITAT T I qAIAGF DR TG T e G19 @l a7 FQQ fgergers iyt g 9=
fepfament qTiTel QeTwaTa! AT 9T 93U 84 |

o ol Preremes uft &x@TQ) a1 AR FTHTQ &A1 afYgET ATTIASAr qraR AW T g9 gAAT
T TR T | IHRED JeeHl ANIH HHR IGET g T AIRS TIAT qTA 9T
A G | @ KU AT JBEH! JFTONGT A1 Taf A= 77+ 9 T |
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o fwHars agar# [ (Necessary condition) #1 &vaT frem + afewat 87 |

o I M FEQ qFHr A qWiaErd AR e aw TheTarg s arEar T ders
qrqar R e (e s | AR 6 T €eE R TOuTH I s
A B3 qrareRer g Tvd | T R aiEerd gof s iR acerd s ared
i | ax @ gkl e Ffavds o & a|e T T gfEn srEer 37

o fmE T yrds RET FrEERf TR 9 PRATEETT TR derany, e, S S
T T3 el TS GETeEaNe UMEHS TS &TTHT 8 I ANEIA g4 AT T afeRad |

Tt Tegatyy A, AT A (@t TEnN), WHE \@EY aEd O, SEE @9 [@aaered
FEAT, Fadr AT AW FEEEe A, Teafte QR g FEeeY o geEr
FRAT-AAN @H JATeE, JeAgd MaTeTees RUH THRTEe® FHFagad Ja&l T Taaewa
TS WA TRt AT R Qe e qRtaR o= Ffedrd g gy e
HSTEH ATIFAT @TTHT G |

frea ager T (global village) 1 ®YHT 37 WU g | aEE A RN AR & T wE st
b aft R Tt g | Fagras v fagedeor, fratecores weeget TR R @ e
T™ A 3 GE INT T6S NUH g | A @Emr g@rd edare e s wnihe T
JIAWTIIA ATFH TR T4 HH fyrgardt TR Izt 3Rk aTE g (McGim, 1999;
Parajuli, 2002) | Remar Frfraa Sfrar qaraii-=s T @1 9T 30 96! Jth ©YHT Rgua!
g | T9 g @RS e diads swwat g | g@r) SfWE JEgear, awe ®@a T
TewHatH ®YHT frafrg €39 |

Ree agenma qa1 AN T GFEFE J9ETH CHE QRIS TR e a9
e ATe | Rrere P et wfem smuToq AT dfew Rers ey T umens R =t
I &g | O &l AR T=EAT JTF GRS AqPe®  GTF TLEEHT T=T 919 b a8 qagaeid
g | arRfrs faarem Rdsd @Eenys seh of qeeERa wrT Afdee @ e srEEEe uE @A
FaH &1 | Rrraee afinras T 9939 IR SRS i IHEHY 87 | &8 T TurEenTaes
P e 9

RS S I&d W afdq |3

o ATUAIE WA TIMH TIAT JTHGA T AEAGED M ITgIHT AGAHAT F | I AAHS
Pramsr Arr 9@ I g9d | g9 A seroarsn afte frafe T feferar
TR T IETAN fady grghvar wgen W e | SWH TEE s A <
YT G |

o TN ANTF Feanra fafra Rwrs afry Fdtea=rs sfeet raffearer Faa ofefy agor
TR RN FREETE JARE @ed qirel 94 g | JA6E Shid g9 |

o I AT T FG FAFAT ITAT TG WA T fopA qbpwat g7 v qram @ & fa 3 o
UF vgd U ey | RAgEd R W URERd JqA9 T Ayl TR,
TR / IERaE arRTEEars ST AT g5 | 59 377 smEs ofy g7 a9 g !
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Learning by doing — Learning in the job work @1% F&Q aaferq T afFg |
Training in leave (Vacation)

fremreaars A Flexitime /T af® 9T T4 Jora YT faaq T |

TEFT ATh Nepal based theory ®I SMETRHT FATSA TF T §IFY GAAE HFHRA THTH
ATET AT THFT & AT AT FTIATH FEIATT T G A6 AT 83 |

Wifr FAFAT fTuemEE qaean Fadea 99 g | FW T AYS T4 A4 {9 I
ATIATEEAS M AT JaT4 [ERTe 79 U faawsrar @iy gd @gan oy qf (e éraar
arfew fm gemeE e ReH g ™ 5 |

Rrrgsedr qiamr aiid Rt e g T Arar Radq Jred afaer e
ngWWIWWWWWWﬁﬁMI
A FIZANT &G |

gifafres ¥ et ST 9ersq |

Reputation FATSA & T4 |

" gE ¥ finyorEre e

Ffehra 9fg=T= Fgw T |

AT FTHATE IR (Explore) T 1

faersars Rramg o= T Taw ofe auffa ®9

" carreer goal SAI3IA |

qq AGA SARFAT YTIF (SAWR) T GIART AR & -

snfre fE fraas meEimas frEE & 1 AEEEE oI Tawh v s
Il

giquaral Trickkle down, centrally driven, cascade model, consultant driven fivga arfe
modality AT IREdFF MaTFAT T |

s ferd @t Bl aad arfow semERS #EAETl ATRM T g9 aX 8@
TaeAFaia Jfier fate 7 g9 FoH Sifew g |

frarem, e frem, WaEd 3 T @0 WEAE S9ET T §qed T s frea T
I s faag woE g o

AT TR ATYTAT HEATEATAT HTH (RANAT T FEHTAS O LG JrTarRma
TS I @ 999 ) |

s arferr #f @ T arTaT gy TR =g aEwT FaelE 787 899 | 999 T
313 @ 9fq frdy wecE AT & |
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foresmmr R (Financing of Education)

HERHAT G
fawa gaw

qrdsfe Rerd @9 Fad e 9 & T 7 LA, JENS, AN, Fhh QAW a1 FET 7 99
TAH T3¢ IAT qr3eq | qad RmmE s i u@e smu (iR | fremer fRft @ (individual
benefit) &4 gaf ATETH srMA gft frsht Sraard gROsy w9 #9 afear &9 1 oraifie Rererd
FHINTE @ (social benefits) T MeeEd d&dr 9 I9&60 g | BAee® % g9 st
qfEds R @t @ T fuafor g s 9z | R #f @9 1, sger @t ™, fE
g4 74 T @G IART & g T AEH TAHRE (AFATE (I ITET gHeA FHeA &g 1) Qmaran
FTHFT AR AT E & |

R arerEm SR IumT (growth industry) & | T8 W Zgen (economy) & AT fTaTH
Sefth (human resource) T &AT (service) STA TASRG | o€ AT uwar F&d Py ofw &
Uﬁ?ﬁ Jc91ed (gross national product) HT It anRE (contribution) ‘I‘ITGVZQ{ | a9 @FgHT
Johns & Morphet(1975) ¥=gA & I spa@dy It M Igea fuares R
TR @ f T IEE I9RH WU g T AFeEd aq aq SisHT e aneE Jire e
A FR 9 FFT g9 7 JAreT agA fF e 3R @ Iafe @ Seukd (human resource
production) ¥ JFEEI fFH) (sales) & qBIS oW & | T&T & feh, TAS T Tgarg v arw
PrEar g | SRdee FUREE A R e At deerd ¥ M ardE gge
At = R T g W ae SR S e v

iy fgFRTE qoEeew adatrs R @6 qeeT TR g@e i aRua s |
A I QAR g FHH G | G ATMED QAR 934 a8 1 A &R afes awwa @
= FA JHE ATNE Mg IT TAAGF FOEH I 93 | N GERE 93 g a9
ArfeErar: g fafgmer Rwn A aftaeeq | e afye Ry, 89 grafys e @ F89 I=9
wreathed Ren g9 d@rQ giqare IO TS T AT Afeadl R I | T J@HT
FHT FA T[T T A qEH L@ FH Her3s A4 A TIST G (common) AT IAT
A | FIATY AF FATTFI THAIATT aOifad vt grea (The eclectic principle) ¥
R e T 9<g I @RV A9 EAT 9T | dX @S9 (knowledge ) T @Y (skills) F

* g s, Rrer fawm
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wrE e T fog, @@ Al mam@ e a gedg s wraar JeTeeer aiht
|ETTE @ (social payoff) F fHarae If TIHT FHIA FF7 |

Rrmer S FES T 9 9@d (discourse) IR WA | ¥ wRT RwmRr amAderd gdaer
ATt (approach) F ®IHT faeoroer af@r | & anfes &1

. qrrEr smyfd AT (supply side financing approach)

. <% AT J1 ( demand side financing approach)

FTErE smyfd wrr Rrere sfrEre yory @EEe (A% fram vaw, Riwrs ao s, merette
g, 7aa= AE) I FvEre Jefes | e anr T aEasard (e 9w o fq ene
&3 | @ gt RRree a9 T Frarr Smia (perfonmance based) TS fFafts Traety @
FATH WHRR &= | Tq JUTAT a8l FU6e G

o YA UIAHT UIAH T TEAEEH! GHIF T8 T&4 T |

o dfHd VYE YA TRI |

o AN AVqAA §T RS |

o TMIG-FEa: AT THEFHA Tg TFG |

o Tgu AF T TER I U TGF HTOT GIAT &4 995 |

o Yraa! gufad IVAM TEA T |

o IY9™ Fra T WY Iia qrailTF SUAcaS WIgAT FH G a9 |

FNHAH ART AT AEIRAAEE] a0 IfaTHA (cost-benefit) frsewor 78 arfd, wwafEr T
TR REor gepdt W TEEH | g9 guresr g frre yony e awd: R s,
fEar, +1 @Y, a9 T HS ATFSA (opportunity cost) HA JeragA | a9 Uy R aw afe
T qHIS I M6 | AT @<a TAgeAi JerSA I JUTEl SaTR IEErd @11 | Patrinos
and Ariasingam (1997) & 381K m (stipend), TTHITAF FAT (community financing), J&T
YUEH 1RT SR (targeted bursaries), fa@mrdt S (student loan), W& grFgfd (voucher), IRM
(grant), 9efeT (subsidy) 3nfg Mg T 97 wrtE anAEE (tools) 1 | TAIHT ART JRFHT
Fe! FrReeE g | EE e

. Rt gorrelt ®97 (efficient) §1 T |

e  TE gHATH fagraars sfrer TSy )

o TawcurEeH gATE TH SN fadew qvAeA afE |

o OftyF @d ST APNiEe® (parents) AE ATFI TH FFRS |

. RTeToT 9@ 2R (positive discrimination) faT= airars AT gaTfed THatE |
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RraT @@ AT (demand side financing) AT VAt g W dfeg, e snffs, ammfis,
MrF 7o 23 PeFv efrs afer R geca 7phe g7 a9g | SHEE R 9T
I q9gR | I HFOTHT Jeed AavgEar e T8 R sy smfd And sroere o
g7 99 | IET FHAY ATEEAS TH Aca KA fogg | T a9 IERe S AR
yfaraars Mo v fag | B e TR T Ifawe T TeR 9 ey T
JihdeE F N ATA T GFA qX ATOA T TEEN g7 996 !

frm T ofsfrer SucEfE (miracle) faarger Tfraarg s ITNrRE g9 | T g oI T
Q! ArasgFar T Gt g7 9TeAt | 9 YEHT g&IT a1 S T @9eER 3T (scarce) AT | TEH
Il ST e qAS I W | FAEEY JE IO T I9 7 [ FH9T (user to pay)
g W AT 9 | ggs ywre R osEwm s g AT 9= | R awthe
FIFr@reee (Frarfl, sfivras, qae) R @dw anfar gAvdg o= afad a& srmfe smar |
g feafeerr Rmrsr =@ g9 (profeessional  society), R (consumer), TR
(community), FART (industry) T TS (state) PN NIE ATGTFHAT T RN (sharing) ae AT
&9 TS Wy 9 99 (phylosophy) fa#drTE qeFeem dfmr | i dfgwes 9= Mys
SFIHT®T Sefeqs AT (altemative approach to educational financing) @7 3FHTTUT concept T 3T |
T rTYRTEE &

e @EINF AT AT (social demand approach)
e HMF UG faFT¥ ART (human resource requirement approach)
e YfTRA T AT (rate of return approach)

RIS ATTITHAT, AT T FHTF FATTH ATRAT TR e T farders arafrs anr
Tt Wiy | @A &7 R i qeE s sTgegear e T8 HWIAR (labour market)
H AR ST MR s e gforderd 9T e fAew art st ) g 3
(demand) T ATYfd (supply) F Traqewers fa a9 Reg | §9q g9 anftT o9& qRce 99
TR T | IZRLTH AT A FEAT THRE AR ATRTF Iy, @l SHIAE AT
FET g ? v MYF FIGAT (educational structure) T FMA! (financing) A @EY, FTHET T
FTuReER FAITT, draditey N9 SRS Jqe, ATF spfaea, ik Fees faem 1@ aegarn
WWWWMM| MTF TIEITS TRA-A cost benefit BT AUTHT fergerqr
T ITARTET (utility) % TG g &S wwEERE @ T 9 (demand and supply) ®¥ aweA
P A T 96 g &1 wivwg | 39 Anta 98 Tiohedrsg freowe 78 avar fRera
(benefit principle) AT 3menfa ¥ e T W I qTaT &gy | e @ Rt e
AT gueR farsaror (systcmana]ysis)ﬁﬁqﬁmﬁmﬁm | s FETe & g T
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(output), FHATS FIF A ? ZfReTg a1 gurTars (private or social return) T 4 M T (Cost
sharing, subsidy or grant) F&T ¥EH_FIFEEH A@rrEr T8 I Hofgar @ &1 9fa®er T anf
e Fratr g A fofg fom Swar® g | g7 seest R afe e 9o s
qrafre ST FUER TE &3 F UF T dA W@ AT ¥ Ivgen s qurEr Amt @ e
JFA T FHEH W | fead Mfrd T @ g Ay, ' few, seraema A, adwre afrs
HTTAT, CETQ Jrafirear AT 91 94 @Y 9 70 A1ty Iffeq auafeeare weag |

v e e R

e s e st TER e Riwn veirn Anmft @Ewg iner @€ qesq e
| v IR THE g gReiER fmr 1w B, 9w ), wefea, SRE i dRardes
Frd T WrE T ITEE g Fw | Rty FEETEr 98 ety e fafv ardeem
T AE T ITHA RATHIY rrare @9 e T aEs f@aem (public school) & & | fa 8.
3% W AT WA A e franftar TeE IFF (tution fee) ATERAE "t tger ffiwa
T frIeEEE @ g IeeR WS ®0 I T | d% 99 S
faraaeears snfife gefmg T_M T TS dgeF gAY | @ §gEA@ A R yoes 1@ )
FIIAEY faraqerears e NffE geanmm (block grant) ST TS IRNTA F&@Y T i
T e T e 9 a1 | qreetrE RIS aeaa Afrer Jge T 4349-9%%0
e Mas gerard &1 gFren fonfag 78 oifE geghT (financial support) 9 IRt F@t |
oqaEq fanfaa R eres, Oof @@ g asaifaa R dagn, ee w9 aitE R
qraq Ry qepr T foft @rawr gserfes o qmies fo o fa @ R03s e afew fw
vefoa! dremr @] sogly faegss sy w9 aErds WO | e oo @9 a@ra Sy
amar | 9TeR e M gue 93 foweeeas Ay q@RdEH auw freRr s s geEa I
i draers T W9 AR | auTd SRR fAarae o fenfia ot sevm T
Wmmﬂ@@ | PTeITET SE& AT (rising demand for education) ¥ FETQ &Y
T g M | frarem R ff a@T@ G uiear qoe s @9 g &7 R R
freg e @ft Ifers arqee @ea gt | Rrmw e ardEr @it Rwr @R aeem
@ | ST e aRiE aregs seuron sqes 3y @ity | afgg iy, TR,
qiarR, Armfl T faFm amRRR (Development partner) &&es AT @4 @M 4TI
AT ATGT | I FIURVTTS R @< qpaifkar (cost sharing in education) ATATET fE! |
A raureon qEfAw f7. & Yous A AT Y T AT e At deigae armis anver
Imgrear e & frvee T g q@ @3 I Fare T qeW AfeEaRns
7 @ greurA =@ | gEe Hfafeh S HiRe s AR e freareaerd aefrs
Frme@ (community school) T RIGTTRT Faafee faareers @M e (institutional school)
F T RNE T | A Shfed rd TTAE Regwre IS S e
Faa ot oma e | ofeet anefre framrer wfvs o T 3 el g
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gsiva frarees was fefrec | Rmwr s@ees gEriwoR ) e @9y ane
ATYT (zrero cost recovery) VEIaM s W T3 | T NG JTLTHT TIRER (household) T
et (student) are e @< R | AEET AR Frare Rwem goeerd e s
FRePIT T ANTT STRUHT AR FUTEE TOA1 9 8fF | g7 @ Iafhe aEe RwT ave
¥ D T AFTA—ATT (cost recovery) AT ARG g W &€ Hfq TaR FLA Jragr= waar
ofr Frat=Ea T TrEE IR |

e g gt geaf Praemess Rmmft @ axeRarare Wie @ edeR L aw
Wmﬁmm(hllcostrccovew)mmmmmlm
T ST T grufvs R FHTE TRV, §9 9229 (basic and primary education, master
plan, 1997) F IER TRMF frgraemsd A sm=RrE 9.3 ke smr A Rmmft <
TfiEraEre g W feigrew gsafa Raemees @ s vy ghna Remft 1
TIRATER NG | &7 0 TK0 Ty s aes Rmna ge9r I TR & a1 9
Rmfte fod 97 eTaT (ability to pay), ATHIRTE @ (social payoffs) T @RS T €=
Y drorie fremd @ NS (positive discrimination) AEISH afEwg e &0 3N
TEG | TW FRVAT TR (F AR AqOHT AR AAS e we HfE @99 wee «
ghrwra omr Rwmfl, sefEr, FRE, 9= Eae aiRare Jered 0 S s a3
(METCON 1996) | T8TE SN -ITRVT RgTFaa (ST TFRIcHS T AT qfe |

oy IoE TRuE s ety d@fas qwn awefE wew T yERE
Fréeeens g IS GrEE RETH @Y FE, Fa FEH I HTH TRESE TF 33 99
ART (additioal discourse) &1 IMHeTqH Mgy | @ 009 FEW FEAT wemEEA SOy
frareme gamTn &« faiw T8 gerd WS, dEE 9=, WegE 91 aNidETe e | geeEa
92% A (instalment grant) 7@ fdy | et sw@rd S q@@ T | A EHE SRR
(blockgrant)‘IWTﬁfSTTZfTlmﬁmm‘WiwmwwmwI
I=9 Rirerar F<@rd S weR U fY RYEfaeEy AdicE i REeare o gRred. @« iy
U @34 | f1aps yuths R, smarofm smesar IRqfd FdEw ok S sEERea Aftea
gHAAE Amrrers ug a@rq qern 1 fafvs R sharmree gsarfee wo ) after Rwr smar, Rove
o B e Mg &0 Foed w YR @W geareg ™ 0 freRe = 9@ fefe
Tafm R @9 S8 TR ™| @aely Jeewdy afem R sman, Jouy & FW R
JeMRAS 3. ¥ FReW a1 FF qFTQ I 9 gherd Rrarar @t e frefm w1 R
Tt Jeawrdn Fgethafy, o4s & R gemeead @ SR (block grant) & v &@
e | R s swade dig Amra fafeg 9ot (education financing system) FFETe W
IMTH Y | R fawEer dwere 9] 8T, IETETG O AR areEEey ORre
ITATH AT GaeE @S g | a1 ad Ryefeern B R/3 9€ gar Rirnm g wat
T THE TSHISH UF Werd qifear 4 AT |
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TRAINING IN NEPAL

Status, Problems and Solutions
Dr. Kedar Nath shrestha*

Present status of teacher training

One of the recent visible major trends in the teacher training programme is the growing
involvement of the MOES and its agencies in the actual implementation of the training
programmes. Three central institutes are involved in the training of thousands of teachers
every year. The Department of Education conducts short-term recurrent training for
thousands of teachers. The Distance Education Centre has been providing training to
thousands of teachers through the distance mode. The NCED is being developed as an apex
institution to develop training policy, to develop training plans and to implement long-term
training for educational managers, teachers and school heads. Secondary Education
Development Centre is presently operating short-term training for the secondary teachers. In
fact, MOES has a network of training centres which would include nine Primary Teacher
Training Centres, twenty five Secondary Education Development Units and about 1300
Resource Centres. HMG/N MOES operates the whole net-work of teacher training centres on
the foreign financial assistance. The total machinery of HMG/N teacher training has raised
the issue of sustainability.

Problems in the teachers training programme

The writer makes an attempt to describe the problem at its face value as well as the reasons
associated with the problem. Problems surface because of some reasons and problems get
aggravated if they are not solved in time. Following are some of the major problems.

Policy related problems

A brief overview of the teacher training problem during the past three decades indicate one
major problem related to teacher training;

e The government adopts one policy on teacher training. When the government faced
the difficulty to implement the policy, it tried to adopt ways to distort the purpose of
the policy. For example, when 10-month training was made mandatory, the
government, during the Panchayat days, devised another policy which declared that

* Dean, School of Education, Kathmandu University.
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150-hour training was adequate for primary teachers, and a massive 150-hour training
programme was launched.

o The governments, after the reinstatement of democracy, reasserted that 10-month
training was mandatory. It again devised another way to avoid the implementation of
the policy by adopting the policy of 2.5 month as the mandatory training duration as
alternative priority.

o The Seventh Amendment of the Education Act made teaching license a compulsory
condition for the teacher to receive permanent tenure. The Act stated that only trained
teachers could get the teaching license. When the teachers organizations raised
opposition to such condition for persons working as temporary teachers in the schools,
the government agreed to amend the regulation so that untrained teachers also would
get the permanent license.

Adopting the training policy and diluting the policy by adopting another subservient policy
has been the tradition in Nepal Thousands of untrained teachers were given permanent
tenure by political decisions during the past decade. In spite of the mandatory training
requirement, there are thousands of untrained permanent teachers in the system. The
government assumes the responsibility to train the untrained permanent teachers and devises
new training modality that help train teachers in large quantity within a short time. NCED
has devised in-service training for primary teachers with distance mode for 50 per cent of the
training duration. NCED is planning to duplicate the same modality to train the untrained
permanent secondary teachers.

Absence of teacher training policy to standardize the quality of teachers
training

On the basis of the opinion of the stakeholders, one can safely state that the general quality of
all types of teachers training is not satisfactory. Private schools have stopped mentioning the
training. requirement when they advertise teacher vacancies. The academic achievements of
the students in public school indicate that the presence of trained teachers has not shown any
measurable positive role in maintaining and raising the achievement level of students.
Quantitatively speaking, the pass-percentage of students majoring in "Education” or teacher
training is among the lowest in PCL, HSEB and B. Ed. programmes. The level of academic
achievement has not been satisfactory even in the in-service training programmes organized
by the MOES. Neither the government nor T. U. has declared a policy framework to ensure
the quality of teacher training. So far, both of these agencies have not yet specified the
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indicators of quality. Both of these agencies have no mechanism to ensure the quality of
training. The Teachers training programme. is not an academic study. Professional training is
the only purpose of teachers training. It is unthinkable to run a professional training with no
mechanism to ensure the acquisition of teaching skill by the trainees. If skill training is the
purpose of teachers training, TU, at present, does not possess the mechanism to ensure the
quality of training. TU has started providing affiliations to private institutions to operate PCL
and Bachelor level training without creating any mechanism to supervise the training
programmes to ensure the quality. It appears, TU has not been able to ensure the quality of
training to be provided to its graduates.

Besides TU, other universities also have started teachers training prograrnme. The relatively
new universities provide Bachelor degree in education without having even a Department or
Faculty within the university. Some universities have even started B. Ed. prograrnme in
distance mode without creating a department of education. This sort of chaos has appeared
because of the absence of any mechanism or system to maintain the quality of teacher
training.

Problems related to organizational structure

Mainly, there are two organizational structures for teachers training, one in the universities
for pre-service training and the second one is in the MOES for the in-service training. In fact,
TU has the largest organizational structure which operates the pre-service training
prograrnme in more than one hundred campuses and the level of training ranges from
primary teachers training to the training to produce teacher trainers, experts in curriculum
development and educational management. Professional leadership at the campus has
become almost impossible. The teachers training programme has been converted into an
academic study with the pedagogy and skill training largely missing,

The Ministry of Education which assumes the total responsibility to train the huge backlog of
untrained teachers has developed four institutions to discharge this responsibility. MOES has
four mutually independent institutions such as Secondary Education Development Centre
(for secondary teachers training), Department of Education (for recurrent training), National
Centre for Educational Development (NCED) (for long-term pre-service and in-service
training of primary and secondary teachers training) and Distance Education Centre (for
long-term in-service primary teacher training. The Department of Education uses Resource
Centres for recurrent training. The SEDC uses SEDUs for the secondary teacher training.
The NCED has nine Primary Teacher Training Centres to operate their training programmes.
There is no mechanism to operate the different training programmes in a coordinated way
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and almost all these institutions are dependent on foreign financial assistance for their
operation.

Problems related to the misplaced foreign assistance in teacher training
area during the past two decades

Nepal had excellent foreign assistance system during the late fifties and the 1960's when
US/AID was the sole agency to provide foreign aid to Nepalese education system. Their
package of assistance included a complete human resource development programme,
adequate financing for the development of physical facilities and expert advisors. The
misplaced emphasis and incomplete assistance packages started with Bank loan programmes.
The example of three ADB projects: Science Education Project (1980's), Secondary
Education Development Project (1995) and Primary Education Development Project (1993).
All these three projects were very weak in creating human resource or trained manpower to
conduct quality training which was the main objective of these projects. Twenty-five Science
Education Centres with some physical facilities were left in the hands of Science Master
Teachers deputed from different secondary schools. The Secondary Education Project which
had substantial DFID support also ended with virtually no addition of human resource
competencies to continue the in-service secondary teachers training.

Another ADB supported project on primary education has also ended with the same fate.
Beautiful training facilities have been created without creating the human resource to operate
the training programme. None of the nine Primary Teacher Training Centres created by
PEDP has adequate trainers with appropriate training to operate the quality training for
teachers.

In retrospect, one observes that these projects were designed by external consultants to
achieve a set quantitative target within a fixed period of times. Sustainability of the
programme and continuity of the project activities were not the built-in consideration of these
projects. So, the technical assistance, available for the projects, were consumed by the local
and international consultants. It also appears that these projects were approved by the MOES
without playing any significant role in project formulation. The reluctance of the HMG/N
(MOES) to create minimum human resource for these institutions is the indicator of
government indifference-to such projects.

Problem related to human resource development in the universities

Teacher education or teacher training whatever is the name, one expects the production of
educational experts in various areas of education to be produced by the Education
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Departments or Schools of Education of the university. There are quite a few patterns that are
adopted by the universities. Two patterns of organization are:

Pattern A Pattern B
e Primary Education Department e Curficulum and Assessment
e Secondary Education Department
Department e Administration and Supervision
e Higher Education Department Department
e Department of Administration * Research and Development
Department

and Supervision

: e Teacher Practicum Department
e Teacher Education Department P

In Nepal, Faculty of Education of T.U. is the only institution which has faculty strength to
create departments for specialization. The T.U. Faculty of Education has partially adopted
the "B" patten. Its M. Ed. programme produces trainers, experts in curriculum and
assessment, and Administration and supervision areas. Besides, it produces teacher trainers
and experts in subject areas like English education, Science education, Mathematics
education, Social studies education, Nepali education, etc. Kathmandu University has a M.
Phil and Ph. D. programme in Educational leadership and M. Ed. in English teaching.

Because of the expansion of the school system, there is a demand for the M. Ed. level
graduates. These M. Eds. are in demand both as teacher trainers as well as experts in the
Ministry of Education.

Quality of education and training at T. U. has suffered during the past decades for several
reasons. Degradation of the Institute of Education to a Faculty of Education has been the
most serious one. The Faculty Dean can hardly take any important decision to maintain and
raise the quality of its products. Lack of HMG/N support to upgrade the expertise of the
professors by providing overseas exposure, unrestricted number of students in the class, lack
of attendance regulation, poor library resource and poor student-teacher tutorial and
monitoring relationship are the major reasons for the gradual deterioration of the quality the
products of the Faculty of Education.

43



Problems related to human resource development in the HMG/N training
institutions

HMG/N, MOES has created a fairly large network of institutions to conduct training for
teachers and educational managers. The National Centre for Educational Development,
Distance Education Centre and Secondary Education Development Centre are exclusive
training centres. Besides, the Department of Education has a huge programme of recurrent
training for the teachers that are being conducted in the Resource Centre. There are nine
Primary Teacher Training Centres (strategically located at different parts of the country),
twenty five Secondary Education Development units, and about 1300 Resource Centres. The
human resource status in all these training institutions is pathetic. Following are some of the
reasons why these centres face acute shortage of experts and trainers:

o The number of the existing staff (technical and administration) is too few to conduct
the assigned responsibilities in all the training institutions (NCED, DEC, SEDC,
SEDU, PTTC). It hardly made any provision of trainers when HMG/N converted them
into training institutions to conduct training of various types for large number of
trainees.

o HMG/N has still maintained B. Ed. as the entry requirement for Gaz III education
service cadre. This leads to the appointment of B. Ed's in the NCED, PTTC, DEC,
SEDC etc B. Ed. is not a sufficient qualification to work as trainers.

o The present system of transfer of Gaz III officers from administrative offices to training
centres will never help create a competent training centre or trainers in these training
centres unless provided them professional training.

o HMG/N, MOES has not developed and implemented a human resource development
programme to create competent trainers for these training institutions. As a result, these
important training institutions face the acute shortage of specialized training experts,
NCED should possess high-level trainers in educational management and teacher
training. DEC should have a group of experts in distance education. SEDC should
possess a cadre of Secondary teacher trainers and PTTC should have trainers with M.
Ed. in primary teacher training. So far, MOES has not even prepared plans to create
such cadre of personnel for its training centres.

Problems related to Research and Development

In spite of the implementation of many multi-million dollar projects on teacher training, these
projects have not supported or conducted any empirical study that would help improve the
academic and professional aspect of teachers training. Projects have always been spending
money in conducting studies through private commercial firms, Faculties and schools of
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education of universities have had no support from the banks, donor agencies and the
government to conduct any meaningful comprehensive academic/professional research. The
survey reports prepared by consultancy firms and project study reports have repeatedly
exposed the weakness of teachers training programmes. These reports and studies do not
explain why teachers training programmes have been unable to change and improve the
teaching/instructional behaviors of the teachers. As a result, no substantial improvement in
the content and delivery methods of teachers training couid be put to place. Teacher training
programmes of the country has also failed to benefit firom the new knowledge and methods
available in other developed and developing countries. Neither the MOES, nor the loan and
donor agencies have adopted the policy to support educational research activities of the
universities.

Problems related to academic/professional programme

Though other universities have started small programmes of teachers training, T.U. Faculty
of Education remains the only significant and largest provider of training for the lower
secondary and secondary teachers in the country. Its Proficiency Certificate Level
training/education is regarded as a training for lower secondary teachers. The curriculum of
this PCL level has not been revised and updated for almost two decades on the assumption
that other +2 level (PCL) will be phased out from the university programme. In fact, the
existing PCL programme in Education of TU/FOE has hardly been geared to the needs of the
teachers of lower-secondary level.

TU Faculty of Education operated a three-year and a one-year B. Ed. programme. Graduates
from three-year programmes are not in demand in the market, because they are found weak
in the content knowledge. TU/FOE is aware of this demand and supply situation. But it has
not taken any step to discontinue this three-year B. Ed. programme. TU/FOE is blamed for
not taking prompt action to gear the B. Ed. curriculum with the school curriculum.

With the emergence of new universities, teachers training programmes have been initiated by
these new universities without creating their own permanent faculties or schools of
education. Kathmandu University has also started training for primary and secondary
teachers. But, KU programmes are fighting for sustainability because KU programmes are
relatively expensive. It could survive only if the teachers of private schools could be
attracted. As the compulsory training requirement is not enforced in the private schools,
private school teachers have not shown their willingness to join the KU programmes in
adequate number.

HMG/N had a training policy developed at a time when Tribhuvan University was the only
university in the country. Tribhuvan University was almost like a state university in those
days when the government shouldered full financial responsibility and when it could dictate
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its directions to the university. The context has changed now. The government has disowned
its earlier responsibility to fully finance the university, and the T. U. also has no legal binding
to follow the directions of the government. Such a situation has adversely affected the
university teacher training programme particularly in terms of quality programme delivery.

HMG/N MOES has established a Council for Educational Human Resources Development
(CEHRD) in the Education Regulation (72 clause) which authorizes the council to take all
policy decisions related to teachers training in terms of curriculum and duration of training.
So far, this new council has not taken any policy decision to improve the current state of
chaos in teachers training. It has taken some decisions related to primary teacher training. For
example, MOES has decided that 10-month training is mandatory for a permanent tenure for
primary teachers. It has also decided to provide the affiliation to private training centre to
conduct the 10-month training. But, the MOES has hardly envisaged the possible poor
training that will be provided by these private training centres if adequate measures are not
taken to ensure the quality.

Controversy : Teacher education or teacher training problems of
preservation of tradition.

The expressions teacher education and teacher training are used interchangeably in Nepal. In
fact, teacher education would try to provide a little more knowledge on content subjects
where as teacher training would emphasize on skill (pedagogy) aspect. The TU courses on
education is a product of a confused emphasis. Koirala and Acharya, commenting on the TU
courses stated, "these courses meant to be professional degree but they involved highly
academic courses. Trying to meet professional, academic and teacher-upgrading needs under
a single design is questionable at the current situation. This design resulted weak teaching
force both in theory and practical skills”". (Koirala, 2003, p. 62). Suggesting measures to
improve the teacher training program of Nepal, Cumming stated, "In response of making
teacher training relevant to classrooms whatever the level -primary or secondary - theory as
taught by teacher trainers must be grounded in recent and relevant classroom practice.
Through continuously renewed classroom teaching theories of teaching and teacher training
can be reinterpreted by the teacher trainers and the curriculum of teacher training, including
practice teaching, can be reviewed. Without the realism of relevant classroom practice
teacher training can be no more than an exercise in preparing trainees for examinations
without affecting the classroom skills and performance of the trainees. (Cumming p. 97)

What should be done to improve the quality of the teacher training system
of the country?

Keeping in view the existing problems, the following measures might be considered:

Policy
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The creation of the legal CEHRD under Education Regulation is a positive step towards the
improvement of Teacher Training System of the country. The existing composition of the
CEHRD does not provide for a wider participation of training providers and stakeholders.
Besides, such a committee does not provide a forum for academic and professional
discussion where the Minister himself chair the meeting. Therefore, the following steps may
help improve the system.

e All the Deans or at least three Deans of Education of the universities should be the
members of the Teacher Training Committee. This committee should have adequate
representation of teachers and head teachers of public/community and private
(corporate) schools.

e A National Academic Committee of Teacher Education should be formed to work as a
professional support body to the CEHRD. This council should have a larger membership
(around 20-25 persons) representing the teacher trainers of various universities, training
institutions and school teachers and head teachers.

e NCED, which presently work as the secretariat of the CEHRD should form subject
committees in the major areas of teacher training and major levels of teacher training.
For example, it could form subject committee on teaching English language, Nepali
language, Social science, Science and Mathematics, Vocational education etc. It can
also have Primary Teacher Training Committees, Secondary Teacher Training
Confmittee and Vocational Teacher Training Committee.

Organization for the management of teacher training:

Three major organizations are involved in the programmes related to teacher training MOES
and its agencies, universities, private and autonomous institutions designated and affiliated
by MOES as training institutions.

The MOES Network

Almost all the institutions related to teacher training were created by separate projects funded
by different donor agencies. Because donor agencies insist that the project-created offices
should be a permanent agency after the termination of the projects, the donors normally
include the obligation of the government to give permanent shape to the project offices in the
project covenant and also put all sorts of pressure to the government to act as per the
covenant. That is how DEC, SEDC, PTTC's, became the permanent fixture of MOES.
Presently, they stand as separate entities. If teachers training programme has to be conducted
in a coordinated efficient way, all these institutions should be under one umbrella institution
NCED is the logical umbrella institution for teacher training. The PTTC's, SEDU's and RC's
should be used both for primary as well as secondary teacher training.
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Alternative Ways of HMG/N Teacher Training Management:

Learning from the present and past experiences, one can see two alternative models for the
management of institutions for in-service teachers and other educational personnel

Alternative A

e Create an autonomous high level training institution in the model of Nepal
Administrative Staff College. This system would have NCED, DEC, SEDC, PTTC,
SEDU and RC under one institutional frame work. The government will provide annual
grant-in-aid to this institution. Provision will be made to allow the HMG/N officials to
work in deputation for a specified period.

o This high level training institution may be named National Training Institution governed
by a Board which is chaired by the Secretary of MOE with secretary-level representation
from MoGA, MOF, NASC, and Deans of Education of some universities.

Alternative B

e Adopt the policy of privatization of training of teachers and educational expert by
handing over the PTTC's, SEDU, DEC and merge the SEDEC with NCED. The facilities
of PTTC's, SEDU's will be leased to private parties including the universities like
Kathmandu University, Pokhara University and Purbanchal University.

e NCED will be the apex management and training institution which would assign the
training tasks to these private bodies on the basis of training contracts. NCED will
maintain its responsibility to conduct high-level training for administrators, training of
trainers and research and development activities.

The Universities and their Network

Tribhuvan University has more than hundred affiliated campuses that provide teacher
training besides its own constituent campuses. Other universities have very small
programmes. It is reported that teacher-training area was popular among the providers
because it is easy to run. Trainers are easily available. Prospect of getting job is higher and
the course is comparatively easy. But, the proliferation of education campuses has severely
affected the quality of teacher training. The quality of teacher training offered by other
universities will also bound to deteriorate if they do not create a strong central department of
Education to monitor and to provide professional suppoit. The programmes of teacher
training heavily suffered when Tribhuvan University removed the Institute of Education and
degraded it to a faculty status. HMG/N did not object to this T.U. decision and created its
own institution for teacher training. Because T.U. still remains the largest provide of teacher
training, it will be able to discharge its function only when it will be given the status of an
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Institute. Many of the teacher training problems related to TU will be solved as soon as it
gets back its lost status of an institute.

The Higher Secondary Education Board and its Net-work

Out of its 85% higher secondary schools, many have education as one of the subjects offered.
Education or primary teacher training programme is one of the most popular specialization
among the providers as well as the students in the rural areas HSEB does not have a national
net-work for the monitoring and supervision of these HSS which offer education as one of
the specialization. Judging from the pass percentage of students in the Board examination,
one can state that the quality of training/education was not satisfactory. The status can be
improved if a network is created linking the Higher Secondary School with the campuses of
TU and the PTTC's of NCED.

Human Resource Development for Improved Teacher Training, Role of
Foreign Assistance

In spite of the continuous support of the development banks and other donors, Nepal stands
in serious shortage of high- level professionals in the country in the area of teacher training.
There is no high level (with Ph. D. degree) professionals in the TU, KU and in the MOES
specializing in Primary Education, Curriculum Development, Educational Assessment and
Educational Planning at present. So far, the technical assistance system adopted by the
development banks supports to maintain the system of perpetual dependence on the
professional external and internal consultants. They have not planned to create high-level
specialized experts in the national institutions. Except the Danish HRD support programme,
MOES also has shown its inclination to use the Technical assistance as an opportunity for
short-term study visits by the officials of MOES and its allied agencies. I1f the government is
serious to make a human resource plan in long-term perspective, the following human
resource development plan should be given the highest priority:

e  Oversees training to create high level expertise (Ph. D. or equivalent) in specialized
areas like Primary Education (3 persons), Curriculum Development (2 persons),
Assessment (2 persons), Educational planning (2 persons), Educational management (2
persons) and Educational financing (one person). Persons who completed this long-
term education/training would be working in TU, KU, NCED, CDC and OCE.

o A plan should be immediately implemented to all the PTTC's with persons holding
master degree some in primary education and some in educational management.
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Academic and professional part of teacher training and the training of
other educational personnel

o After the creation of the high-level Teacher Training Council in the Educational
Regulation with the authority to take policy and academic decision on the national
teacher training programmes, it is now more convenient to plan and implement the
teacher training programmes of the country. There are some urgent actions to be taken
to operate an efficient high quality teacher training programmes.

J Because of the legal requirement of the 10-month training for all levels of school
education, the NCED should immediately draw the attention of TU/FOE to plan for
gradual phasing away of its three-year B. Ed. programme.

. NCED should urgently establish on Teacher Training Academic Committee to support
the TTC in the academic affairs.

e  Provide financial support to universities to conduct academic research related to teacher
training through teacher training related projects.

Conclusion

Quality and competency of teachers and management of schools determine the quality of
education for any education system. This is a universal truth. Nepal has not been able to
make any significant headway in both of these areas. In the area of teacher training the
foreign assisted projects have been found emphasizing more on achieving quantitative targets
and creating physical facilities rather than the quality of the training. The shifting of training
responsibility for in-service teachers from university to the MOES, rising dependence of
MOES on project provided external and internal consultants, gradual deterioration of T.U. in
its capacity to provide quality teacher education mainly due to the degradation of the
Education programmes by degrading the Institute of Education to the department status are
some of the major reasons for the failure to produce high quality teachers and educational
experts. Much of the problems related to the quality of education will be solved if high
quality training is provided to teachers. One precondition is the availability of high level
Education experts/trainers in the training institution. If these basic requirements are
considered by the government, the country can still expect the production of high quality
teachers and educational experts in the country.

55



REFERENCES

ADB (1992). Appraisal of Secondary Education Development Project, Manila, Philippines.
ADB, (1995-98). Loan Review Mission Reports, Kathmandu.

ADB, (1998). Primary Education Development Project, An Assessment of Achievements,
Dr. K. N. Shrestha, Kathmandu.

BPEP, (1999). Basic and Primary Education Project, (1992-98), A Synthesis of experiences,
Ministry of Education, Kathmandu.

Bista, M. B,, (1999). An Evaluation of the ten-month In-service Training of secondary
teachers, SEDP, Kathmandu.

CERID, (1999). An_ Evaluation Study of in-service Training of Lower Secondary and
Secondary Teachers, Kathmandu.

CHIRAG, (199S). Training of Primary School Teachers. A Status Report, Kathmandu.
Koirala, B. N. and S. Acharya, (2003). "Issues of Teacher Education in Nepal", Teacher
Education, Bhaktapur.

Cumming, Chris (2003). "Teacher Training: A Gateway to Professional Development",
Teacher Education, Bhaktapur.

METCON, (2000). Secondary Education Development Project Evaluation, Report
Commissioned by DFID, HMG/N and ADB.

MOES, (1998). A _Strategic Plan of Primary School Teacher Training in Nepal : author.
MOES (2002). Education Act and Education Regulation, Seventh Amendment, Kathmandu.
NCED, (1996). A Study of the Effects of the Training Programme, conducted by NCED,
Bhaktapur. 3

NCED, (1999). Monitoring the Performance of Trained Teachers, A Study Reports NCED,
Bhaktapur.

Shrestha, K. N. (2002). Primary Teacher Training in Nepal, Occasional Paper, School of
Education, Kathmandu University, Kathmandu.

Wagley, M. P. (1996). Benefit Monitoring and Evaluation of PEDP, Kathmandu.

56



Developing Human Resource for Education Sector of Nepal

A. B. Bhandari*
Introduction

Institutional support, information-based decision culture and individual skill capacity are the
major factors for delivery of quality of education services. Major policy documents of
ministry of education and sports (MoES) like the 10th plan, the Medium Term Expenditure
Framework (MTEF), Education for All( EFA) core document, Secondary Education Support
Programme (SESP) and Teacher Education Project (TEP) all have recognized that MoES will
not be able to materialize and undertake its mission unless its own institutional and human
capacity is enhanced. MOES, in line with the sprit of decentralization of educational
management, has already started the process of transferring school management functions to
community with the same level of financial commitment from the government so as to ensure
as ownership, accountability and autonomy in educational management. These major shifts
made in the delivery of education services requires the capacity to be developed not only at
the system level but also at the community level

Decentralization of educational management is an initative towards greater empowerment of
local bodies, community participation and good governance. The good governance, as
reported by UNDP (2002), has four pillars namely ownership, equity, transparency and
accountability and efficiency. Education as means of poverty reduction can be regarded most
influential intervention for human capital formations if the education services are well
planned, carefully implemented and monitored where quality considerations are made most.

Quality of education services depends upon the quality of human resources having strong
commitment, professional capacity and high motivation who are to participate in different
levels of education system from community level to system level for the delivery of educ
ation services. With view a of implementing child focused quality education the capacity of
the actors needs to be developed at individual level, institutional level and system level

A Reflection on HRD Plan, 2002

Human Resources Development Plan (2002) has been regarded as an extended work of the
study report on An Institutional Analysis (IA) of MoES of Nepal, conducted by M. B Bista
and S. Carney (2001). Actually, this study was a part of institutional linkage program (ILP)
under Danish Grant TA for implementation of BPEP II and was agreed that IA will be
undertaken in order to strengthen staff development and capacity building programs within
MOES system. This study report constituted three parts and eight chapters IA study, as they
reported, had followed qualitative and quantitative methodology covering wide range of
stakeholder of education sector as well as a good representation educational institutions with
a tool of questionnaires, interviews and focused groups discussion. This study analysed the

* Executive Director, NCED.
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institutional capacity at three levels- central, regional and district, and local (school and
cluster).

Further IA highlighted number of HRD related deficits to perform educational activities at an
expected level. So, they suggested a three-tier conceptual model of HRD-individually
focused activities, institutionally focused activities and system strengthening activities
required for delivery of quality education services. Later, MoES with financial support from
PAT/DANIDA and technical support from a team of experts, led by M. Bista, has prepared a
detailed HRD plan (2002) with issues, learning needs, HRD interventions target and budget
estimation, covering whole school education sub sector. This detailed HRD plan consists of
four parts and II chapters, which has been regarded as long term plan. Major focus of this
HRD plan has been described below, in brief.

Guiding Assumptions for HRD

e Ultimately, Human Resource Development initiatives must be aware by their relationship
to teaching and learning in schools.

¢ Human resource development goes beyond the technical skills and competencies necessary,
each staff member to perform adequately and must be connected to institutional developmg
e Humanresources development as conceived above is a long term undertaking while there
and will be sets of short, medium and long-term activities.
e Professional leaming is facilitated in close relationship to workplace and cannot be discon
from this content.

e Human resources development within MOES takes place within a broad contexts-needs
of associated and related agencies and NGOs, broader of public sector development,
responsible to new directions_and to

e initiatives to decentralization, accountability, transparency and good governance in
general.

Source: Bista and Carney (2001)

HRD at Individual Level

Upgrading professional skills and knowledge of individual with formal courses, usually
externally provided and located, is the theme of HRD i.e. Individual dimension of
professional learning. This approach of HRD has been criticized with that of failing to
demonstrate staff commitment to change, under valued their existing knowledge and skill
and undermined their professionalism even though training courses may create an
opportunity to interact with professional community to reflect on theory and practice leading
to what is and what can be.

HRD plan (2002) has suggested a HRD- a framework of 5 components for individually
focused activities- introductory programme (induction and updating), management
programme (part I for promotion requirement part II for supporting needs), specialist
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programme (position based and institution focused) and general programme (IT, Eng, etc) to
address to individual development of people working at different levels of education system
involving non-government sector.

HRD at institutional level

HRD as organizational development is widespread approach, since the 1980s, which
considers the importance of context of the work. This assumes that organizational factors like
lack of time for planning, collaboration, coaching and leadership, all are constrains on HRD
which invites integration of individual and organizational needs where by individual
development has to be considered as a part of broader agenda for organizational change. So,
this approach is deeply rooted in the concept of double-loop learning (Argynis and Schon,
1978) which calls upon learning organization that establishes process to bridge the gaps
between what is proclaimed (organizational goal, intermissions, values, progammes) and
carried out (actual behavior)

HRD plan (2002) has suggested some measures to build institutional capacity of MOES
system and constituent bodies such as school management committee (SMC) as well as less
visible groups like community based organizations (CBOs) required for delivery of quality
education services in order to provide a flavor of the types of interventions that might be used
the systems, process, and overall vision of education in Nepal (HRD 2002,p.47)

HRD at System Level

HRD as system attempts to incorporate many of themes and issues into an overall plan for
individual, organizational and systematic action. This approach heavily relies on five
dimensional frame work (Hlderbrand and Grindle, 1997) for developing capacity in public
sector organizations- The action environment, the institutional context, the task network, the
organization and the human resources. The essence of this approach has been rooted in
political level which argues that no fundamental reforms can be expected without good
governance, even though series of efforts are made in individual and institutional level, like
ownership, equity, transparency and efficiency, the four pillars of good governance (UNDP,
2002).

HRD plan (2002) talks much about good governance to be supported by HRD interventions
like legislative reform, principles and practices of affirmative action, strengthening of
professional bodies, development of civil society, private sector partnership and
dissemination of HRD plan to policy makers, development partners, legislators and media
(HRD plan 2002, p.S1)

In summary, HRD plan (2002) can be regarded an ambitious plan which has been prepared
with review of recent and relevant literature linking with field level needs, having
consultation of wide range of potential stakeholders. The plan has attempted every possible
areas through the process of identifying problems and HRD needs and suggesting effective
HRD interventions. The plan has suggested four levels of HRD interventions- School and
community level, MOES- individual level, MOES system level and civil society level. The
salient features of the plan are job-induction training for new commers, reasignment of
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training for changed jobs, refresher training in every two years, dissemination training for
every new programs, provision of training passport linked to occupational role, 5% of regular
budget to be allocated to HRD, research and development to be linked, HRD status to be
published annually. The plan has preauthorized with focused on sustainable mode of training
like in country training, self learning, distance learning and on the job training.

HRD Models

Around the world, there are a number of HRD models suggested and implemented depending
upon the resources and capacity of the country. However,' self development model ' has
gained popular in recent decade being self directed efforts to improve knowledge, skills and
abilities. There are Variety of methods applied to implement this model like observation,
reflection, guided reading, visits, attachments, seeking feedback and readymade package
(Stewart 1996). Other models of HRD includes on the job training (OJT), mentoring,
coaching, job rotation, attachment, seminars / workshops / awareness and interaction
programmes, exposure Vvisits, qualification upgrading, institutional linkage and collaboration.

Human Resource Information System (HRIS) and HRD

HRD represents an integrated approach to the leaming of employees, which enhances the
capacity of the organization to survive and advance. The concept has been subject of
considerable interest of academics and practitioners in the recent years. HRIS are defined as
the range of computerized technology that is used to store, record, link, analyze and present
data about the human elements within the business (K.S.Ball and Helen Shipton).

A study to IT support on HRIS and the challenge for HRD reported that HRIS supported
HRD was able to improve organizational performance and empower individual, but in doing
so four challenges emerged to organization (K.S. Ball& Hellen Shipton). They were

e Strategy and HR (Engendering activity which supports strategic business objectives).
The process of analysis what behavior or skills are likely to determine the organization's
survival and advancement is critical in this regard, involving of existing skills and
competencies and selecting learning activities for future action.

e Department culture (achieving integration between HRD processes and other HR
initiatives)

e Communication (creating an environment within which individual can take
responsibility for their own learning )

® The role of HR within organization (gaining support and commitment of line managers
in the learning process)

HRD in Nepal

A systematic effort for HRD for education sector in Nepal can be traced back to 1949 AD
with the establishment of Basic Teacher Training institution, which was discontinued in
1953. However, the establishment of the College of Education in 1956 with mandate of
granting degree could be considered historical mark for developing Human resources for
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education sector because the graduates of this college were considered to be qualified to
become teachers, education managers, curriculum developers, assessment experts, trainers
and so on.

With implementation of National Education System Plan (NESP 1971-75), the college of
education was restructured with the new name Institute of Education with mandate of teacher
training and teacher education programs for whole education sector of the country and this
institute started M.ED. Program also. During NESP, short term training and seminar/
workshop for education manager had also been organized regularly as a part of HRD effort
for meeting needs of education sector. Institute of Education designed a special course of
three months for school supervisors and implemented this program up to 2036 B.S, which
could be considered historical event for developing human resources in the sector of
educational management.

Basically, HRD for education sector implemented with project initiative activities that
focused on teacher development. Until, 1992 there was no institutional base to organize HRD
interventions within MOES system, FOE\TU was deemed instrumental to design and deliver
HRD initiatives required for MOES system. With the implementation of Primary Education
Development Project (PEDP, 1992-1997 ) , National centre for Education development
Centre (NCED) with its nine constituent Primary Teacher training Centres (PTTCs) with
mandate of teacher training and management training for education sector was created.
However there were two other central level institutions responsible for teacher education.
Distance Education Centre (DEC) was made responsible for providing primary teacher
training through distance mode and secondary education development centre (SEDEC) with
its 25 Secondary Development Units (SEDUs) was made responsible for the implementation
of SEDP initiatives of which teacher development component of the project included
providing teacher training for L/Secondary teachers and management training for head
teachers of L/Secondary secondary schools.

A recent amendment made in educational regulations indicates unified institutional setup for
developing human resources required for whole education sector with the provision of NCED
as an apex body for training and development and Council for Educational Human Resource
Development (CEHRD), chaired by Minister for Education, as a policy body. Further, MoES
has developed a training policy covering four areas (teacher development, professional
development of educational managers, training professional development and institutional
capacity) which is under consideration of CEHRD. Further, keeping view of extended scope
of work and capacity requirements at institutional level, MoES has already initiated
amalgamation of training institutions as illustrated in fig —1 which is under consideration of
Ministry of General Administration.

Vision of training policy: A responsive training to prepare teachers, training professionals,
and managers to deliver child-focused quality instruction in line with decentralized school
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reform that addresses the expectation of the community, the need and requirement of woman,
disadvantaged groups and people living in remote areas.

Features of training policy: Mandatory Teacher Training, Teacher Licensing, Certified
trainer, Basic Qualification Upgraded for becoming primary teacher, Special Consideration
for women and candidates from disadvantaged groups in job- entry, ,training and selection
requirements, Provision of Accreditation for Certification, Provision of Quality Assurance~
Job- induction training, Institution- head Training, Advanced diploma for specialized jobs,

NCED as a role model.

Fig- 1: Proposed Institutional arrangement
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Issues and Suggestions

Weak management capacity: ADB (2000) has reported a number of reasons regarding
weak management capacity of education sector which is equally valid issue in Nepal too.
Firstly, factors like intensified compelling competition for resources, decentralization
movement, and unionization have placed new demands on education managers. Secondly,
the political costs of deciding (and antagonizing a potential ally) were perceived to be greater
than the costs of allowing the confusion to continue. Thirdly, training, even though, changes
and develops skills that make them more competitive for better-paying private sector
employment but training is not something that can be delivered once. Institutional
arrangement as proposed in training policy with due considerations on building professional
capacity of trainers and reinforcement of three categories in education service cadre as
suggested by SESP could be possible solutions in this regard.

Institutional autonomy of NCED: Three dimensions (intellectual, administrative and
financial) of institutional autonomy are interrelated and complementary (William J. Smith et
al, 1997). Among them first dimension i. e intellectual or academic is so important without it
performance achievement of an institution cannot be expected in general. However,
intellectual autonomy becomes meaningless when it is not supported by administrative and
financial autonomy. The concept of institutional autonomy has been considered a
precondition for developing excellence in order to maintain quality services through the
process of professional participation, decentralized management and cliental satisfaction.
NCED being constituent institution of MoES and having status of central level institution
cannot be expected much autonomy. However, the provision of policy body could be
regarded as courageous step towards enjoying autonomy for making policy decisions closer
at work situation level. Furthermore, the composition and mandate of this policy body,
chaired by minister, needs to be elaborated in order to have wider representation of
stakeholders, the academic world and intellectual community at large; and enjoy autonomy
in establishing policies and in approving programs and budgets.

Funding for HRD: Developing human resources required to entire education sector,
community level to system level, has been crucial factor which requires S-10 percent fund of
total annual program. The government relies heavily on project initiatives in the form of
grant or loan, the loan assistance allocated to HRD, specifically for International exposure,
is not accepted in many cases which has remained critical because
of unavailability/ uncertainty of funds from government revenue. Considering this, execution
of HRD plan(2002) with the provision of basket fund (grant and government contribution)
through unified management, instead of allocating budget for every units of MoES, could be
balance straight and productive leading to institutionalization of training and development.

Staffing of NCED system: The success of the institution and its credibility remains in the
hands of its competent, committed and motivated professionals but NCED being government
institution cannot have separate rules for selecting training professionals which has severely
affected in finding specialist services and retaining them in the system. The proposed training
policy has suggested M.Ed. entry requirement and separate category up to class II level
within education service cadre which could be possible solution in this regard. Further, the
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mandate of procuring part-time services at individual/institution level to NCED is also urgent
need for effective implementation of HRD activities.

Institutional arrangement: The functional linkages of NCED with SEDUs and L/RCs have
not established yet which may create confusion in the delivery of training program. Further,
central level institutions still think that developing and implementing recurrent type of
training 1s their responsibility because of those programs reflected in their annual programs
leading to fragmented implementation without quality assurance mechanism. So, the concept
of L/RCs needs to be defined and empowerment of host school in managing RC activities
with financial, technical and material support from the central government is required.
Similarly, L/RCs need to be made responsible to NCED system in the development and
delivery of training program.

Institutional partnership: Institutional partnership occurs where there are-common
objectives, agreement to undertake activities, activities that build on each other's strengths
and actions that overcome weakness. Bray(2000)has suggested a cluster of 8 important
rationales for engaging in partnerships-shared experiences and expertise, mutual support,
division of labor, increased resources, increased sense of ownership, extended reach,
increased effectiveness and evaluation and monitoring. Considering this, NCED has already
established the partnership with 70 training institutions for delivery of in-service primary
teacher training. It is evident that NCED has expanded its scope of work which requires
extensive partnerships at local/regional, national and international training centre level for
sharing of resources and materials, for exchange of expeitise services and for effective
utilization of professional venue. There is an urgent need to draw attentions of international
community for greater support in order to establish net-working at various levels.

Quality assurance: Looking at the volume of HRD interventions and the kinds of training
institutions to be involved, one can raise the question of quality concerns. NCED system
needs to insure quality at least at the training exit level with the provision of quality
assurance mechanism which addresses training needs assessment, training design, training
delivery and training evaluation as suggested by Donald L. Kirkpatric (1994, 1996) in
'evaluating training programs' the four levels-Reaction, Learning, Behaviour, and Results.
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Multicultural Identity in Primary Level Curriculum
Bharat Nepali Pyakurel*

Introduction

The multicultural society is characterized with cultural pluralism, cultural variety, and
linguistic diversity. If defined surfacely - it is a society of many groups including different
identities with regard to class, caste, religion, race, tribe, culture, history, philosophy,
languages, and so on. The list is endless and difficult to define what multicultural society
poses the particular definition. In other words it has diversified characters, so it has no
particular definition. Multiculturalism, multicultural society, and multicultural education are
frequently used terminology to be discussed. The matter of discussion lies on harmonious
relationship between different groups, society, and people as well as to make their own
identity, which is commonly accepted by everyone.

Every society has its common values, interests and beliefs and so do the people of different
cultural groups. In this situation, there will be a less opportunity to flourish the multicultural
essence in the society. It may be dangerous for those children who come from different
cultural groups and backgrounds and they may lose their identity under what the critical
theorists call "Pressure Cooker Theory".

Some multiculturalists argue in the favour of acceptance of multiculturalism within a society,

which gives the feelings of tolerance and co-existence. The people, who belong to this kind
of multicultural society, are able to build up the capacity of mutual understanding.

However, there are also some barriers, which affect in certain aspects of life e.g. if any
society follows multicultural approach as a mainstream, there may be a little hope to foster
all the cultural groups in the same manner. Simultaneously, there may be chances of cultural
conflicts within groups, which creates cold relationship among the members of the society.

If the multicultural society opens the door to uplift every caste, ethnic group, race and beliefs
consequently there may arise the question of National integrity, norms, and identity. Then the
National identity comes under question, naturally no one likes to welcome such kinds of
issues.

Cultural Identity

In reality, every group seeks to preserve its cultural identity. Sometimes, it occurs as an issue
and problem in a multicultural society. These groups of people then want to discuss it as an
important issue.

* Deputy Director, CDC.
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In the Nepalese context, we may find many issues, in relation to the areas of norms, values,
tradition, culture, caste, religion, gender, labour, inequality, social conflict, refugee,
migration, etc.

Generally, speaking the members of a society bring their cultural capital from their family
backpround. They accommodate behaviour in the society as well as in the school
environment. A school or society has its own culture and environment and an every
individual is expected to adjust in those circumstances. The question may arise here as to
how a school or institution should demonstrate the role upon that individual who carries the
different culture characteristics. Then another question may arise, and that is whether it is
appropriate to dominate that individual within a school culture. Or should a school-culture’s
be interconnected within individual’s culture?

On the one hand, if the school tries to impose its own culture to the individuals, there may be
a cultural shock, on the other hand, if the school tries to interconnect and accommodate with
a new cultural setting, then there will be an issue of individual’s identities and ethnocentrism:
then it invites a vital issue of multicultural societies.

Regarding the Nepalese context, the country is known as a combination of different cultures,
castes and religions. In fact, symbolically they are like a variety of flowers in a beautiful
garden. Every culture has its own identity by raising its cultural existence, and by demanding
the preservation of its heritage. The very raised demand is to secure the cultural identity
through the social, educational, political, and economic opportunities.

In a multicultural society, it is assumed that the system of education promotes the everyone’s
needs, interests, and values. In practice, it is seen that majority of the groups dominates the
minority by influencing its culture, language and tradition. If we look at this phenomena in
school, we can see that, the minority group has difficulty in adopting in the majority culture.
It is universally known that the minorities have to suffer from discrimination of majority.

If the discrimination persists for a long period, there will be a negative attitude is likely to be
occured. There is an ongoing debate made for unequal status of the minority. If the society is
struggling with an issue of dominant versus domino ideology, there will not be a harmonious
relationship between them, and an opportunity of education, for all policies could fail. If this
conflict remains for a longer period, undoubtedly, it will be a permanent issue to be
addressed by the multicultural society.

Dominant Ideology

In the Nepalese sociéty, mostly dominant ideclogy works in the background of caste system.
It is an evil system, which is affecting the progress of the society. Under the caste sytem, the
concept of high and low caste, and the feeling of superior / inferior complex are deeply
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rooted. The people from higher caste (known as Brahmin, and Kshatriya) are known as
dominating cast. This dynamism is also seen in practice: it is seen that most of the higher
level and decision making posts are occupied by so called higher class. It is blamed that if the
power holders are the decider of the social activities, undoubtedly, they decide every action
on their own interest, and minimise the other’s need. In other words, it is a matter of elite
casts maintaining their domination over minority. In connection with this, looking at this
phenomena at school, we can see that the head teacher dominates the other teachers, the first
boy dominates the rest of the class, the higher graders dominates the lower graders, and the
boys dominate the girls. So, is the case with the children of high caste. They dominate the
low caste children. Moreover, the elite caste dominates them along with their language.

The language has an important role in a multicultural society, every group or sub groups
wants to introduce the own language in school activities. But, there could be some difficulties
to implement many languages in one school. There lies an issue of recognition as a language
of instruction for members of the minority and recognition as a topic of instruction for the
members of the majority or making a minority language as an elective subject. The
responsibility in school lies in selecting the appropriate track meeting the needs of the
society.

Multilingual Approach

Multilingual approaches are used to obtain the various objectives, some of them are on the
ethical, political, educational, and human right background. We cannot neglect a mother
tongue for effective instruction leading to high efficiency, However, the provision of
multilingual for instruction in the pluralistic society is critical one. In other words, learning
through different languages would be interesting but managing these languages in school
activities would be a painful job.

However, with regards to the international development and world trade, modem economy is
pushing hard for a single language i.e. English. So, we cannot ignore the importance of
foreign language to be taught in schoo!.

One school of thought emphasizes on the implementation of education in mother tongue
which enhances the ability of children. For this, the teacher training in mother tongue
education and sufficient reading materials are needed. Another thought pleads education in
mother tongue limits the students’ universe, and limits them in boundary of home. The home
now has been wider. The third thought argues in favour of mother tongue as a language
teaching. Two perspectives have been drawn from the above thought, one is educational and
another is emotional. Both of these have deep-rooted connection with multiculturalism.
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Model of instruction as an essential part of school curriculum, the instruction in mother
tongue and study of second language is equally important. If the schoo! has a provision of
multi-languages in classroom activities, the performance of student may not improved to a
desirable extent: this perspective ignores the multicultural society.

In the Nepalese context, the whole school activities are delivered in national language. There
are very few possibilities to. conduct activities in local languages. The educational
organization and school have already established their own legitimate language, which seems
very far from the reality of multicultural society. The education system, curriculum and
learning expectations are not especially visualized and perceived in multicultural
requirement. While talking about multicultural requirement and issues, the term of gender
identity automatically comes into discussion.

Gender Identity

The term gender identity refers to individuals' subjective or psychological sense of being
masculine or feminine. In some cases gender identity is defined with biological perspectives.
My concern is only with social distinction of sex. The meaning of gender identity is based on
the sense of being male or female, and gender role is related with socialization, and norms,
which is closely related with feelings and psychological aspects.

If we examine the gender identity in the multicultural society, traditionally, women are in
second class status. If we look at the context of Nepalese society, generally, the gender
identity and role are as follows: both male and female are believed to play different roles
ascribed by the society, and having a patriarchal society all social responsibilities lie on the
male.

In my opinion, by the means of education these gender discrepancies can be removed. For
this agenda, the school would be the best place to advocate in the gender issues. But, the
schools are not in that position, the reality shows that female teachers, and girl students are
being defeated in many ways. Their voices are ignored in many ways.

The gender issue is not an issue of a particular society or group. It’s a matter of thinking and
action, which leads to create a gender discrepancy, which affects the whole Nepalese society.
It can be discouraged through the educational awareness and achievement.

While talking about the education attainment the issues of curriculum automatically comes
into consideration. Through the curriculum, most of the societal issues are addressed. For
this, we have to examine the existing curriculum, how it addresses the multicultural society.
For discussion the existing primary school level curriculum is highlighted below.
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The existing Primary Curriculum

The existing primary school level curriculum was implemented in 1992. The curriculum has
presented in detail the subjectwise learning achievement that the children must acquire.
Physical, mental and intellectual development of the learners, their rights and interests, ,
democratic practices, as well as cultural norms and values, a scientific attitude to enquire
about thing, self help, discipline, and moral character can be considered to be basic features
of the existing curriculum(CDC,1992).

Curriculum seeks to achieve the expectation of parents and children The question may arise-
"How can we achieve the expectation of the preservations of cultural norms and values
through the curriculum, providing the well organized and effective learning opportunity for
the students?"

The curriculum is a social mirror. It represents the social needs, and ransfers it's heritage to
new generation. It draws the experience s and saves to the future. In other words “it is a
vision of the future” (Hamilton, 1990).

While designing the cuiriculum there should be a wide coverage of people’s needs and
demands. In this regard, the Nepalese society is composed of diverse groups with a variety of
different cultural backgrounds and expectations. Undoubtedly, it is a painful job for a
curriculum developer.

The existing primary school curriculum has attempted to cover the expectations, by
collecting the different people’s views, and ideas incorporating in it. There is still room to
revise the curriculum in the context of multicultural aspects. If the curriculum fails to reflect
a societal need in its intent, there would always be disguised contradiction between the
curriculum and society. The question may arise, "Can the existing curriculum fulfill the
demand of multicultural society? And how the curriculum addresses the multicultural
identity?" It could be the matter of a long discussion.

If we look at the primary school curriculum from the multicultural prospective, we can find it
has some socially related objectives; they are:

e To develop in them a co-operative and responsible character by arousing respect for
social values and norms.

e To assist them in developing into a proud and disciplined citizen with a view to
enhancing nation, nationality, and national integrity (CDC, 1992).

It is a positive aspect that the existing curriculum clearly stated about the co-operative and
responsible attitude towards social norms in its objective. The curriculum has not totally
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ignored the multicultural essence in its area. The content of social studies shows some
relevant topics of multicultural area, for example:

1. Family and neighbourhood. 2. Social values and norms. 3. Civic sense

4. Geographical Studies S. Community service and depravity/ evil

6. Promotion or conservation of national property 7. International understanding
8 Peace and co-operation (Ibid.).

If we look at the curriculum, content it is discouraging that the high emphasis is given on the
major religion, customs, values, and tradition. At the same time it représefits majority group.
The content does not provide enough room for regional or local materials. In the textbooks
some exercises indicate the local mapping and investigation for the classroom practice but
the analysis of the curriculum shows that there is a lack of local and regional material, which
is essentially needed in the textbook. While locating at the curriculum and its supporting
materials, we can find the following situations; they are:

* The existing curriculum does not focus on the diversified nature of the society. The
curricular objectives are common to all , they do not directly focus on the

multicultural issues.
* The existing curriculum promotes equal education opportunity by legitimating majority’s

culture, language, customs, traditions, and values. In this regard, multicultural values are
shadowed and are kept in low profile.

» The existing curriculum has given opportunity for mother tongue teaching. It has made a
provision for optional subject in primary level, but it is not continued in higher grades.
* The gender issues are not sufficiently addressed..

* The textbooks are not fully focussed on the multicultural approaches. It deals only with

the high social class, customs religion, and traditions. Most of lessons are drawn from the
middle part of the country.

Having these situations, there is a need to focus more on multicultural issues in the curricular

materials. These issues should be discussed in the classroom. The teacher should reflect the
multicultural approach in classroom activities.

Approaches to reflect multicultural in the classroom

In the classroom students from different community, caste, and linguistic background study
in the same classroom. The teacher has to teach them in the same fashion by using the
centralized curricular materials.

At this point, the questions may arise, if the representations of students are from diversified
societies, how would it be possible to provide adequate knowledge through the common

70



pedagogy? To get rid from this situation the teacher should consider to apply the suitable
teaching strategy. In these aspects, Jeffcoate suggests that-

“The questioning technique helps to give opportunity for children to be open for the say
and write what they genuinely feel, and for teacher themselves to be critically aware of what
their curriculum has achieved” (1967).

The use of the above mentioned technique may result in substantial achievement, but the
application of this technique may not always be useful and practical. In this perspective, I
would like to refer another suggestion of Inner London Education Authority’s aide memoir’
document (1981), which gives some appropriate approaches to the multicultural classroom
practices. It is assumed that this document shows an effective way to achieve the intended
goals of multicultural classroom practices.The suggestions are as follows;

<+ Encourage to collaborate in a small group work.

¢ Create purposeful task, solution to which can only be achieved by working together.
%*  Question their own views of racial and cultural group critically.

> Aware of the negative effects of negative views.

«» Identify barriers to full participation in lesson by all pupils, for example, religion
practices, etc. (Lynch, 1983).

In the context of Nepal, to encourage a small group for active participation, in order to avoid
the negative feeling of race, religion, and to discourage the communal feeling of caste will
be useful approaches of the classroom practice. Generally, the Social Study teachers have
more responsibilities than other subject teachers because they have to teach culture, tradition,
customs, language, and gender inequality related topics in the classroom. But the existing
teacher training approaches and materials (e.g. NCED, PTTC, DEC, SEDU'’S training
materials) are not adequate enough in facilitating needs to ensure the cultural identity of the
children. In my view, the teachers have to know more about the nature of society, its features,
and way of life in order to conduct the multicultural classes effectively.

Referring to Lynch’s suggestions on classroom practice, the teachers have to understand how
to motivate and teach in a multicultural classroom. The teacher has to update his/her
knowledge and understandings continuously. S/he has to acquire new values, develop new
skills and be able to demonstrate themselves in front of pupils.

Following the above reference, there are some questions to the teachers, before entering into
the multicultural classroom, which are to be considered by them; they are:

* Isthe content free from bias, stereotyping and racism?

* [sit as fair as I can make it to all culture groups?

* Does it eschew ethnocentrism and aspire to achieve a worldview?

* Does my teaching strategy enhance the individual pupil’s self-worth and respect others?

* How doI need to change the content of my teaching to improve the pupil’s understanding
of their own culture and the heritage of other pupils?
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* Do I draw widely enough on the resource potential of all pupils, staff, parents, and the
wider community?
* Are the materials, texts and displays, which I use as free as possible from racism,
stereotyping, distortion, patronization, omission, and derogatory language?
(Lynch, 1983)
Certainly, the above-mentioned questions must make the teachers aware of before entering
into the classroom. In my opinion, there are some hidden agenda that could not measure
through questions or any tools, eg. friendship, mutual understanding, and respectful
behavior. In conclusion, facilitating the classroom from multicultural point of view
undoubtedly helps student learn more and ensure the cultural identity.

Recommendations

1. Teaching about different groups in one social study book is not enough. The
multicultural content should be incorporated in all other subjects. It will be better as well
to incorporate in fine arts, natural science, and population education.

2. The curriculum should help students to understand that diversity is an integral part of
society. The major objectives of curriculum should focus on humanity, to understand
what makes people alike and different.

3. For the active participation of Non-Nepali speaking children, there is a need of mother
tongue instruction in the classroom. This can be done from various ways, for example,
there can be a language co-existence approach where students learn each other’s
language and share the culture along with it.

4. The cumriculum should recognize the reality of language diversity and promote the
attitude that all languages are equally important in communication.

S. The student of multicultural society should not be studying only in isolation but they
should study in an integrated way.

6. The development of regional and the local curriculum will help to address the
multilingual issues.

Conclusion

However, it is a good question for curriculum developers that what types of curriculum and
teaching strategy should be developed in a multicultural society? The geographical location
of Nepalese demands answers for different kinds of diversity.

The existing curriculum has to be reviewed to make appropriate for the shake of national
integrity. Moreover curriculum and teaching approaches should incorporate the moral values,
ideals, and social problems of multicultural society.
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Linking training to performance:
Mr. Tulashi P Thapaliya*

Background

There is an increasing amount of investment being made in the area of human resource
development (HRD) globally. Again, major share of the investments for HRD goes to
training sector. At the same time, there are questions raised and challenges posed to justify
the investments made in the training sector. Sometimes some serious criticisms are made
regarding the purpose and actual results of training programs.

There are different concerns of management and people for the training sector. The major
concern relates to the results or the impact of training. The questions generally asked are: Do
people perform really differently as a result of training? If yes, what are the preconditions to
ensure the changes in performances? These questions are very important in the context when
the scope of training is still increasing and there are serious questions raised against their
effectiveness in solving organizational problems. This paper discusses different aspects of
training in relation to bringing changes in the performance in the work situation.

Different dimension of Training and Performance

It needs to look at different dimensions of training and performance, before actually
attempting to establish relationship between them.

Training can be defined as a process of providing learning experiences to the employees (or
would be workers) for the purpose of bringing improvement in the work-performance. Thus,
by definition, a strong link is expected between training and performance. Let us briefly
discuss the purposes of training and try to explore the link between training and performance.

Purpose of Training: Training programs are mainly designed for three basic purposes.
Firstly, it aims at solving immediate practical problems in the work situation. Secondly, it is
undertaken as an activity for preparing a person to undertake a new/different job
responsibility. And finally, in a broader sense, a training program aims at developing human
capability to deal with the problems in the relevant area that is over and above the immediate
practical problems.

On the other hand, training is not the solution to every kind of performance problems. The
performance problems emerging out of unsupportive work environment needs different kind
of treatment. Performance problem can be a result of management problems or problem of
motivation or job-person mismatch. Hence, if training is chosen as the intervention for
solving such type of problems, there would not be much benefit and the training process may
be blamed at the end.

It is clear from the discussions above that there are different dimensions of performance
related problems and training is not the only one solution. Sometimes training is not even a
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solution to performance problem. In this regard, Stolovitch and Keeps (1999) have described
four major causes of performance problems and suggested corresponding interventions as
described in the table below:

Causes of Performance Problems Suggested intervention

1. Lack of required knowledge and skills * Training
¢ Documentation / daw-bases
e Job-aids

e Coaching

2. Lack of Motivation e Participation in goal selection

[uncertainty about the ways, no faith in * Information

the process] e Use of role models

3. Flawed incentives e Revised policies
e Training for supervisors / managers
e Incentives

4. Flawed environments (human, e  Wrok and process redesign
physical, structural) = Better selection

e Job-person matches

Thus, it is evident that training is one of the many interventions for performance
improvement. It relates to the human capacity development and aims at improving the
performance through improved capacity of the employees.

Linear Model describing the purpose of training

When the cause of the performance problem is established as lack of required skills and
knowledge, we go for training solution. The basic assumption behind this solution is that
training leads to learning that brings changes in the performance. And finally the improved
job behavior (performance) leads to goal achievement at the organizational level.

The model assumes® linear relationship among the training, learning, job-behavior and
achievement of organizational objectives. The basic limitation is that the effects of many
other variables on job-behavior and goal achievement are not taken into account.
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Some Exp'eriences (Including that from research studies)

What can be done during training situation?

CERID conducted a study on classroom practices of the trained teachers in relation to Formative
Research Project (CERID, 2003). Two important findings from the study were- (Based on the
presentations made by the team)

e The trainees were not found serious about leaming a new method, till they feel some
serious deficiencies in their usual method of teaching.

e Even if they learmed some new methods in the training situation, they were found using the
new methods only when they believed the new method as superior to and easy to apply
than the old one.

Trainers Experience

One of the trainers working at the Primary Teacher Training Centre (PTTC) Kavre shared
experiences on the behavior of different trainees at the learning situation and at work
situation. He opined that the application of skills in the work situation also depends upon the
maturity of the trainees.

o Teachers with many years of teaching experience have already developed their own
teaching style. For them, the training situation is not very much novel as compared to the
fresh or candidates with relatively short experience.

e Because of the novelty, the trainees with less or no experience are more curious in the
training situation.

e The new or relatively inexperienced trainees have no already developed teaching styles,
and for them, there is no need to unlearn something for receiving something new. They
were found ready to apply the new skills.

o The experienced trainees were able to share experiences; bring in their own problems into
the discussion. That is very good, however, it takes time to make them realize the
problems of traditional mode of teaching. As a result, transfer of the skills is often
jeopardized.
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Output of the interaction program with international experts

(The participants were from 12 different countries from Asia, Africa and Europe)

The transfer of skills to the work situation depends on factors related to leamer, learning
situation and work situation.

The need of the leamer is the most important factor. If the leamer comes to the leaming
situation with some specific purpose or some leaming quéstion related to the job, it is more
likely that, there would be more leaming and there is more chance of application of skills in
the work place. So the most important question is what do they want to do different!)? Or
what is their learning question?

In the next place there is a great effect of learning situation including the content, method
and media. This includes, relevance of the contents, close link of the training situation with
the work situation, more participatory methods and opportunity for the mastery of skills.
Finally, the supportive work-environment: encouragement to try something new and culture
of sharing amongst the colleagues has significant effect on performance.

Eight Field Model

Having discussed different dimensions linking training and performance let us discuss about
a design instrument also called eight-field model The instrument was developed by Kessels,
Smit and Keursten (1996) and it is considered useful by many others to give a purpose and
focus to the training intervention. In fact, the instrument provides an analysis framework for
training effects.

The eight different fields of the instrument are depicted in the diagram below:

Source: Kessels and Smit. (1996).
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The instrument helps link the work situation with the learning situation through two
questions:

What do we want to achieve? The question leads to the translation of organizational goals /
requirements into a learning process. There are again four different levels, namely
organization, work-situation, skills and learning situation.

When are we satisfied? This question deals with the evaluation criteria of the learning
process. The question needs to be discussed and decided in advance so as to provide direction
and focus to the whole learning process. Again, there are four levels of evaluation mirroring
to the empectations at four levels: organization, work-situation, skills and learming situation.
These criteria resemble closely with the Kirkpatrick model of four levels of training
evaluation.

The different fields of the instrument and their implication to link with the performance
improvement, is discussed below briefly.

1. Goal/Problem: First, one needs to define the major problems to be solved or goals to
reach. The clarity of goals gives specific purpose to the planning and implementation of
the learning processes.

2. Work situation: After reaching to agreement on the goal the next question is what do
people need to do differently. This may require change in work procedure and practices,
change in the work design, workflow or in the use of aids. This determines whether
learning interventions are the right choice for bringing the desired changes in the work
situation.

3. Skills: When we know what changes would we like to see in the work situation, then it
is easier to determine skills required to perform the task differently (more effectively /
efficiently). This question again provides a clear framework for designing a training
program, thus leading to development of required skills for performance improvement.

4. Learning situation: After deciding on the required skills to perform the job differently,
the next step is to decide on the necessary learning situation to acquire the skills. Thus,
the learning situation should ensure acquisition of the required skills; the skills will help
realize the desired changes in the work situation. And subsequently the change in the
work situation will result in the achievement of the organizational goals.

S. Process: The central question here is “what would you like to see happening in the
learning situation?” Some of the major issues related to performance in learning process
are:

e Opportunities for practice and master the skills
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e Linking in the learning situation to the work situation

o Sufficient information for the participants related to the skills
e Sufficient feedback to the trainees

o Sufficient safety to experiment new behavior

6. Learning Results: It is the immediate result of the learning process. The question here is
how can we see that the trainees have learned the necessary skills. Moreover, the criteria
for assessing the learning results are equally important. Thus, it needs to be clear about
how to recognize whether a skill is being performed correctly or not. The answer to this
question gives direction to the learning process.

7. Performance: This is one of the major questions in relation to linking training to
performance. The central issues are whether the skills applied in the work situation and
if yes, whether it help bring changes in the work situation.

8. Impact: In the design phase, the central question is when will we be satisfied? What
organizational problem do we want to solve? Whether the changes in the work situation
and performance lead to the achievement of organizational goals? All these questions
guide the efforts made in the design phase as well as in the learning intervention phase.
The purpose is not only to link training with performance, but going one step further to
the solution of organizational problems and achievement of organizational objectives.

Thus, the instrument described above helps to analyze the problems in the work situation
and gears efforts towards the solution of those problems through the application of skills
learned during the learning process. The application of this model in making effective
training programs can be summarized as follows:

o While designing the training courses, one needs to look at the organizational goals
constantly.

e The work situation needs to be analyzed so as to determine whether training is a right
form of intervention to solve the problems.

o If the lack of skills is established as the cause of performance problems, then the
learning situation needs to be designed to develop the competencies. Sometimes, the
involvement of local superior in the learning process may help to ensure the
application of skills in the work situation. Moreover, it is desirable to make the
learning situation as close to the work situation as possible. This exemplifies the
importance of on-the-job training. On the other hand, it is necessary to include the
problems in the work situation as topics in the learning situation. In any case, the
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experience of the trainer in the similar work situation is considered as an advantage
for the transfer of skills.

o Keeping in view all these aspects, the learning process needs to provide sufficient
opportunities for practice backed up with necessary information (knowledge) on the
area with the provision of adequate feedback.

e The criteria for evaluating a training program need to be established in the beginning
so as to give adequate emphasis on the important aspects.

Conclusion

Linking training to performance is not that simple as it may appear. The job behavior is
determined singly and by the interaction of a number of variables like: capacity and
willingness of the person (Person- P), motivation and support from the environment
(Management-M), nature of work, workflow and processes (the Work- W).

The design phase of a training program is crucial to actually link the training courses with the
work situation. At this phase, the actual work problems need to be recorded so as to bring
them into the training situation. The training delivery phase is the most important phase for
bringing improvement in the performance. Moreover, determination of evaluation criteria at
the outset helps to provide definite focus to all the efforts, from the design to the delivery
phase.
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CAS as an Integrated System for Teaching Learning

Ganesh Bahadur Singh"

Master plan of BPEP II (MOE, 1997) recommended to implement continuous evaluation of
the students supported by liberal promotion policy. With the recommendation of BPEP II
Master Plan, "Program Implementation Plan" for 1999-2004 recognized, "continuous
assessment of student learning achievement is a key element of a quality improvement
strategy". PIP emphasized continuous assessment strategies to form part of an integrated set
of teaching techniques. Continuous Assessment System (CAS) has been developed and
piloted under BPEP II in schools of five districts selected with the aim in planning and using
learning intervention for each of the child on continuous basis. Mid Term Expenditure
Framework (MTEF, 2002/3-2004/5) recommended to expand CAS in all the primary grades.
Revision in the curriculum (CDC, 2004) has adopted CAS for grades 1-3. CAS is also being
examined for its possibility to introduce in the lower secondary levels as well (Wilmut,
2001).

Assessment Practice Guided by the Instructional Vision

Assessment practice is linked with teaching learning practices. Not only what is taught, but
also how it is taught is also important to determine when, how, and what to assess. It is
important to understand what the school or education hopes to achieve for its pupils.
Spooncer (1983, p. 15) forwarding this view expressed, "... without this there cannot be
harmony between what is taught and how it is tested." Educational goals shape instructional
strategies. For example the goal may be to have students master the essential elements or the
emphasis may be on the needs, interest, and abilities of students. Such educational goals
determine the assessment strategy. Wiles and Bondi (1993, p. 105) views, "When an
educational program is perceived as primarily the mastery of skills and cognitive data,
standardized achievement tests can be used exclusively to determine progress. When
education is defined more broadly, measures of achievement become personal and more
affective in nature." Educational goals set and instructional strategies used also determine the
assessment focus (broad or narrow), dimension (knowledge, skills, personal development),
and interpretation (criterion-referenced or norm-referenced) (Wiles and Bondi, 1993, pp.
103-106).

The Instructional Vision in the Primary Level Schools in Nepal

Structure of Nepalese school education system comprises five years of primary education -
grades 1 to 5. The primary level curriculum has the main aim to develop the innate ability of
each individual child through child-centered education. Emphasis is given to simple reading,

* Lecturer, TU.
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writing and mathematical skills for use in everyday life The importance of honesty,
independence and hard work is also stressed (CDC, BS 2049; MOES, 2001).

Child-centered education as emphasized in the aims of primary education system in Nepal,
has been reiterated in other major documents as well. Mid Term Review (March 2002)
viewed a link between CAS activities and teacher training into a single activity focussing on
‘Students Centered Learning'. Concept paper for "Further Support on Basic and Primary
Education in Nepal 2004 - 2009" emphasizes,

The qualities of classroom learning experiences need to develop further, away from treating the
students in classes as homogeneous units, and away from rote learning. The focus of teaching
learning methodology will be on students centered active learning with teachers being aware of

each students’ level at all times through using a wide range of formal and informal techniques.
(MOES, p.13).

The above statement has been carried on the core document of "Education for All 2004 -
2009" MOES, 2003).

Terms such as child centered education, individualized instruction, conti .1:ous assessment
has yet to be described or illustrated in an easily understandable conceptual level to a teacher
and a layman in the curriculum materials and the training. A manual developed for
curriculum developers 'primary curriculum development in Nepal' by Opifer Ltd under
Finnish technical assistance tried to list down principles of child centered approach as:

All children are equal and should be treated with love and respect.

Put children first, by responding to their needs and building on their knowledge.
Children are unique individuals, with different needs, interest and abilities.
Children come to school already knowing many things.

Children learn at different rates, i.e. they have their own pace.

Children are curious and inquisitive.

Children learn best through concrete, hands on experiences.

The leaming environment should stimulate children's development.

Different children learn in different ways and a variety of strategies are necessary to cater
for the needs and interests of individual children in interesting ways. (June 2002).

On this basis a child-centered instruction can be visualized as the teacher would be working
with individual child possibly with each of them being at different points of leaming. The
teacher knows where the individual child is and also knows how the child will learn best. The
basis of the teacher to know where each child is and plan for his/her leaming is teacher's
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continuous observation, assessment of students' learning and understanding what students
have learned and what not and their learning styles. It is not always necessary to conduct
paper and pencil test whether using test paper or workbook. Teacher needs to use various
opportunities to find out if child have learned something. The child helping other members in
the group, child answering teacher question in the classroom teaching learning situation,
class work, homework are also tools to assess learning and planning further learning for the

child. To cater learning needs and styles varied types of materials and opportunities are
available in the classroom/school/ environment.

Understanding Concept of Child-centered Education

Vision needs to be translated into activities and actions. Understanding the concepts and

planning into concrete bases is important. Embracing child-centered approach Kilpatrick
developed a four-stage learning from real situation through topics,

e The children specify what they want to know, ask questions, and devise ways of
finding out.

e They consult books and develop an action plan.

e They execute that work.

o They present findings to others, review, and make judgments. (Pollard, A and
Boume, J, 1994, p. 189).

Rousseau emphasized the fact that the child should be free to learn from direct experience.
Dewey advocated that children pursuing their own studies would be motivated to speculate,
observe, gather information, and test out guesses or hypotheses to solve their own problems.
(Pollard, A and Boume, J, 1994, p. 189). Wiles and Bondi provided an example of child
centered vision,

Philosophy Statement

We desire in each school, kindergarten through adult education, a programme that will focus
on the individual student to provide learning experiences in the cognitive, affective, and
psychomotor areas.

Program Concepts

A program of individualized instruction will be implemented.

A basic diagnostic-perspective approach to teaching will be used.

A variety of materials, both commercial and teacher-made, will be used.
A flexible schedule will be implemented.

Instructional assistants will perform teaching, planning, and clerical tasks.
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Instructional leaders (teachers) will serve as facilitators of program planning and
implementation.

A facility that provides as much flexibility in programming as possible will be promoted.
(1993, p. 110).

Individual attention is the essence of child-centered education approach. Individual attention
occurs when the teacher interacts privately with a single child. By contrast individual work
takes place when all the children have different tasks, frequently drawn from a wide range of
curricular areas. When individual work is in progress the teacher is almost bound to favor
individual attention as well because no two children are doing the same thing. (Boydell.

1978, pp. 66-67).

Individualized instruction requires teacher to work on a personal, one to one basis with eact
student; tailor instruction to specific needs and abilities of the learner; learners be free tc
work alone at their own pace; and pace, medium of presentation, study style, context
evaluation technique are adopted to the needs of each individual students. (Chauhan, 1979, p
59).

Vision Practice Gap

Classroom delivery practices that could be usually observed is whole class teaching
emphasizing on rote memorization of the textbook content. The classroom teaching learning
activities in the primary classrooms of Nepal are largely teacher dominated with emphasis or
teaching than students' learning (Aaltonen, 2002). Rote memorization of the textbook conten
is the focus. A study undertaken by CERID raised the issue -- what does all this mean -
child-centered/student-centered/child focus/joyful learning and how are these applicable it
the classroom situation in the Nepalese context? These terms were found to have bee:
loosely defined and also not referenced and related in the training manuals. The training an
the prevailing classroom practice focus have been on teaching rather than on learning
(CERID, 2003).

One of the research studies of CERID tried to outline what vision of a primary classroon
teaching learning the teachers and DEO personnel have. The vision of a primary classroom i
the same -- child centered, student centered, based on learners' interest and capacity
joyful/interesting learning to the students, develop inner capability of the child and so or:
There is also similarity in the understanding of the required assessment practices for such

classroom teaching learning - evaluation along with the teaching leaming, base teachin,
learning on the outcome of the assessment, teaching learning need to be based on the wher
the student is, formative/summative, CAS, other forms of assessment tools than paper an
pencil that only, and so on. At the level of using these terms, it is fine. DEO personnel coul
use the right terms and be more articulate, but teachers also jot down these themes in the;
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own ways. Vision at least in the use of terms is clear from center to the school level. The gap
is in the conceptual clarity. When asked what kind of activities there could be in a child
centered teaching learning, there were then confusions. Even when asked what a CAS form
would look like in a heterogeneous group and in a homogeneous group class could not be
appropriately explained in the CAS piloting district. (CERID, 2004).

Recently adopted pre-service as well as basic training curriculum of NCED (2000) identified
the competencies for teacher training and emphasizes activity based and guided practical
activities as training modality. These are essential to visualize teaching learning in a primary
level classroom. Several of the objectives set are related to student-center learning which is
emphasized in BPEP documents such as MTR (March 2002), EFA and also in various
training packages. Next step is to weave these in the student-centered learning vision.

In the teacher training, child centered education has not been elaborated in terms of
classroom practices. There are inconsistencies in what has been covered in the training and
what is required in a child centered/individualized instruction. Such as in 10 months' in-
service as well as in 10 days recurrent training packages 'item analysis' has been included in
the content. If criterion referenced assessment practices are emphasized in the child
centered/individualized instruction then providing content useful for the norm referenced test
is not much useful. Similarly terms such as individual attention, individualized instruction are
confused with whole class teaching followed by individual monitoring. Child-
centered/student-centered/child focus/joyful learning are used in training manuals, but there
is lack of clear explanation of these theories as well as plans and activities to accomplish
these.

CAS Within Child-centered Education Frame

BPEP Master Plan for 1997-2002 identified lack of evaluation of student’s perforrnance on
affective domain; teacher as passive implementers of assigned roles; lack of support to the
teacher for continuous evaluation of the students; limited reporting as well use of the
outcome of the student's evaluation; and feeble nature of accountability in primary education
system. One of the suggested remedies for this was CAS.

As developed in the BPEP II program CAS is not only to give away to formal and periodic
type of student assessment practice, but also to cater individual student to achieve curricular
goals through continuous assessment, planning and using learning intervention for each of
the child on continuous basis. Thus, CAS has to fulfill requirement of assessing students
achievement and cater as a teaching method that emphasize individualized instruction. In this
context CAS has following common strategies (Nyachhyon and Webber, 2001):
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e The class teacher uses all the learning outcomes of the curriculum as the basis of the
teaching and assessment of the students.

e The teacher assesses the students along with the teaching. There is no separate
periodical examination.

e  The class teacher keeps the student progress records using a set of learning indicators.
o  The class teacher keeps the student progress record in their portfolios.

e  Allthe students will be promoted to the next grade at the end of the second year.

Evaluation of the CAS piloting by Nyachhyon and Webber found gaps between the intention
of the CAS and its practice at the schools.

A study by CDC (July 2003) about the practice of CAS in the pilot districts brings forth
several finding which negate with the intention of CAS. For example the study found out that
the schools were conducting the periodic examination as they used before the introduction of
the CAS. The achievement indicated in the portfolio was higher compared with the
achievement test score of the students. While the average score in portfolio was about 2.6 or
more (out of 3) the average score in achievement test was form 47.7 to 60.2. Also there was
no correspbndence in the portfolio score and achievement score for example in Chitwan
district the portfolio rating was 2.7 and achievement score was 60.2 whereas in Surkhet
district the portfolio rating was 2.9 and achievement score was 47.7. The study also pointed
out other reasons on the way of implementation of the CAS -- overcrowded class; difficulty
for the teachers to match lesson goals with that of the students' progress report, maximum use
of textbook and less use of other curriculum materials; teachers not using outcome of
assessment for improving instruction.

Burden of Horns and Tails in CAS

Conjoining of several, remotely related objectives in relation to CAS could be found such as
liberal promotion, increasing enrollment, promotion, achievement and decreasing repetition
and dropout. The real purpose of CAS for improving classroom teaching learning has been
shadowed. Implementing CAS as a project and piloting of CAS is the evidence of delineating
the real purpose of CAS. CAS need to be linked with child centered, individualized
instruction with the purpose of maximizing students learning. Other achievements such as
increase in enrollment, decrease in dropout can come along as by products.

CAS: A Vision for Quality Education

CAS should be seen as a vision for quality education. It also needs to be recognized that it is
not an easy task to achieve CAS embedded in the child centered approach. This can be a
long term vision with other intermediary steps towards this goal. A logical approach in
developing teaching learning would be to focus on ‘child-considered' pedagogy leading to
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child-centered approach in a systematic manner. Teacher training has crucial role in this. It is
essential to provide focussed training which time and resources would allow; learning and
practice of the skills could be possible; and essential skills for a primary level teacher could
be provided. For this,

Visualize what an ideal primary classroom in Nepalese schools should be - both in terms
of children's learning and in terms of classroom environment.

Identify minimum skills required by the teachers in such a classroom. At least these
minimum skills should be provided to the teacher through training.

Emphasize discussion, demonstration and practice of the skills during training.

Refer to existing conditions and link skills adaptable to varied situations - crowded,
normal and multi-grade.

Use training as a model classroom. It is important to remind and focus on what learning
outcome is to be focused.

If techniques/methods suggested in the training is different from the existing practice
explain and help teachers to understand how these can be effective ones such as no
alphabets and spelling in the beginning in English language, repetitive addition than
memorization of multiplication table.

It is equally important to clearly state vision of a primary level classroom teaching learning,
such as - child-centered learning in which:

Teaching learning will be based on child's interest, experience.
Children will have the freedom to choose their own activities.
Children learn by their own style and pace.

Instruction will be individualized where it is possible that children are at different levels
and engaged in different tasks, attaining different curricular objectives.

Activity-based, project work will be designed according to the interest and experience
of the child.

In order to cater to individual needs of the child, CAS will be used to record what the
child has learnt and where the child is for the leamning goals set etc.

Assessment of Individual's Performance Embedded in the Tradition

In the ancient Nepalese education system (Sanskrit and Buddist) there was not prescribed or
annual examination system. Usually pupils go to Gompas or to their Gurus for their
education where pupils of different ages and varied abilities might be in the group/class. A
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new lesson was given only when the teacher was satisfied that the old one has been mastered.
There were neither formal lengthy examination nor degree and diploma was given. The
teacher used to write a few lines to certify the qualification of the pupil. (Altekar, 1965,
NNEPC, 1956; Sharma, BS 2059). Thus even in the oral transmission of knowledge and rote
memorization system, teacher need to know where the pupil was in order to given the pupil
further lesson. This required assessing who is where and guiding accordingly.

Simplicity is the Key

Standard terms are used to convey the uniform meaning. When various terms are used to
mean the same thing, teachers seem to be confused and confusion has been one of the
reasons for inaction. Use of terms milestones, learming outcomes, learmning outcome
indicators, continuous assessment in a row for similar activities were found to have created
confusion to the teachers (CERID, 2002). Like the students teachers also need to be prepared
from where they are (entry behavior) and build upon what experience they already have.
Teachers usually know who are performing well and who are weak in study among their
students. Some of the teachers also know where individual student is with respect to the
content of the textbook and who will or will not be able to grasp a given content. Clearly
such understanding of the teacher is based on continuous assessment of the pupils’ progress
by the teacher. If teacher uses his/her understanding of the performance of their pupil to
provide best possible instruction on individual basis that will be individualized instruction.
There is always danger that a person can cut him off if non-understandable jargons are used
or the presentation is such that keep them aloof. Simplicity is the key for grasping the
meaning and beginning for the initiation of the action.

Therefore, for achieving child centered education where CAS is embedded, it is essential that
there is -1) conceptual clarity on child centered education and CAS, 2) the classroom is
visioned in terms of child centered education and CAS, 3) operational base is established, 4)
teachers are properly prepared, and) enough time is allowed for the consolidation of the
efforts.
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School Change: A Process of Cultural Change

L. N. Poudel *

Introduction

School culture as the shared assumptions, values and norms of a school, which influences the
functions of the school staff (Visscher, 1999). To implement any improvement projects or
changes in a school, it is necessary to identify the culture of the school. “School culture plays
a powerful role in changing our schools” (Stoll and Fink, 1996: 81). Various interventions for
the school improvement have been ineffective due to the absence of cultural consideration. In
this regard, to change the way of functioning of a school, it is necessary to change its culture
(Dalin, 1993).

Nepal has implemented different projects to improve school. Such projects were teacher
training, curriculum reforms, management reforms, physical infrastructure improvements and
so on, but the outputs of these projects are not satisfactory. The classroom practices have not
been changed and both the quality of schools and quality of education are not improving.
There are no significant changes in classroom practices from 1960’s to until now, but
thousands of teachers attended in-service and pre-service teacher training courses every year
(Bista, 2002). This shows that one of the main causes of failed reforms might be the lack of
consideration of the individual school culture through the process of change.

The main aim of this paper is to discuss different forms of school culture and identify their
impact on school change. For this, the paper starts with describing meaning and perspectives
of school change. It also identifies different forms of school culture on the base of different
literatures.

There are different perspectives of school change. Ermest R. House identified three different
perspectives on educational changes. These three perspectives are the technological, the
political and the cultural (Quoted in Dalin, 1998). Although the paper discusses these three
perspectives, but further descriptions are based on cultural perspective. Hargreaves (1994)
identifies, four forms of school cultures: individualism, collaboration, balkanisation and
contrived collegiality, which are the basis for describing school cultures. Cases of two
schools are also included as the examples of cultural practices on Nepalese schools.

Meaning of school change

Changing values, structures and technologies of the society lead to change the objectives,
contents and pedagogy of education. There are no longer absolutes; values are debatable and
indeed are debated (Morrison, 1998:1). Societal changes from traditional to modern and post-
modern, different theoretical bases, impact of market forces on education are some important
factors, which leads to the educational changes. The impact of multiplicity and fragmentation
of post- modern age are inseparable from education. Similarly, different scientific

* Under Secretary, MoES
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innovations and theories as well as social theories are also the context of educational change.
Although there is a big difference between business organisation and educational
organisation, the impact of open and competitive market has direct influence on education.
Morrison (1998) also agrees with these impacts of changes in management of business and
industries that have influences on education. These are some macro contexts of educational
change. The changing power relations and practices within the school are the micro context
of school change. There are different sub-cultures with in the school, which may be the
sources of conflicting interests. However, the changes in education can be understood in
relation to these macro and micro contexts. R '

“It [change] is a process of transformation, a flow from one state to another, either initiated
by intemal factors or extemal forces, involving individuals, groups or institutions, leading to
a realignment of existing values, practices and outcomes”(Morrison, 1998: 13). He further
describes that change is a dynamic and continuous process of development and
reorganisation in response to felt needs. This view also assumes that change is a pre-planned
and it has predictable nature. However, there is an alternative approach of change, which
believes that it is a continuous and unpredictable process.

When we consider diverse and fragmented post- modernity as the context of school change,
we can find different paradoxes for change. Hargreves describes seven dimensions of post-
modern paradox of educational changes. Occupational flexibility and technological
complexity demands for diversity, which is a problem teachers. Diversity and localisation
versus globalisation are another paradox of post-modernity, which creates difficulties for
schools and teachers. Moral and scientific uncertainty also creates confusion about the
content and method of teaching. This is another challenge for teachers to develop situated
teaching. The fourth paradox is flexibility and balkanisation. There is crisis of moral values
and cultural identity and the psychological crisis between individual self and interpersonal
relationship. The sixth parado.: s the technological advancement and complexity. Finally, the
compression of time and space provide flexibility with better responsiveness and better
communication.

Different perspectives of Educational Change

There are different perspectives about the educational change and different perspectives have
different views and assumptions on educational change. Some of the values and assumptions
are contrasting and some are overlapping. Dalin (1998) discusses three different perspectives
on educational changes, which is identified by Ernest R. House. These three perspectives are
the technological, the political and the cultural. The technological perspective believes with
the technological solution or technological intervention works for change. The main
objective of change is greater efficiency and increased production (Dalin, 1998). For
example, development and use of instructional materiais and changes in methods of teaching
results in better learning. This is a rational and systematic process of change. The change, in
this perspective means the development, selection and use of appropriate technology in
school and in classroom.
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According to political perspective, the school change focuses on power, authority and
conflicting interests. Conflicts on interests can appear on a personal, the group and at the
organisational level. There are different on interests and wants of people. Therefore, the
school development and changes on school have not a unique meaning for all. That means a
single change may not be able to satisfy different interest groups. Furthermore, a particular
change might have negative impact to the some interest groups. Such conflicting situations
create problems to the changing process. However, the change in this respect can be carried
out by negotiating with different interest groups. While implementing change in a school, we
need to think who this change is beneficial for and who the target groups are.

The values and norms embedded in a group of people, an organisation, or a conununity has a
greater impact on changing process. Such values, norms, practices form a culture of a group,
an organisation, or a community. The cultural perspective tries to understand how norms and
values are formed, how the work is structured, how interpersonal relationships are developed
and maintained, and how a particular ideas for change and renewal are interpreted in the
school (Dalin, 1998). The meaning and value of change in this perspective is situational and
contextual. The cultural perspective believes organisation as “complex social organisations
held together by a symbolic webbing rather than a formal system driven by goals, official
roles, commands and rules” (Deal, 1990, quoted in Blenkin et al, 1997:217).

While analysing these perspectives specifically, the political and cultural perspectives, it can
be concluded that, there is no universal norm that could define what is ‘better’ for a school. It
is a question of values, as well as other factors relevant to the situation and that we must
consider for ‘whom’ the benefits of school improvement occur (Ekholm and Miles, 1989,
quoted in Dalin, 1998: 96).

There are some merits and limitations in each perspéctive and it would not correct to assume
any one of the perspectives is accurate. These perspectives have some overlapped and
interrelated parts. However, in recent years cultural consideration has risen markedly (Dalin,
1998). Without considering the culture of school it is difficult to implement any changes
“innovation cannot be assimilated unless its meaning is shared" (Marris,1974, quoted in
Blenkin et al. 1997: 218).

The ~hove three perspectives of school change suggest that it is difficult to identify a single
way of school improvement and change. However, over all changes in school can work when
there is a favourable culture within the school. That’s why school culture can be taken as one
of the main dimensions of change process. Dalin (1998) also observed that school
improvement heavily depends on the ‘culture’, the school represents. Fullan (1997) identifies
one of the main causes of failure of educational change plan is lack of understanding the
values, ideas and experiences of implementers or the school personnel. In this way, to
implement any changes in a school, it is necessary to identify the school culture. Similarly,
change in school culture is one of the main dimensions of school change.

In the context of change, two relevant questions need to be asked: "Are the changes always
positive? the changes have any meaning to the students?" One the one hand, changes are
generally taken as positive, as the aim of the changes is to improve school and students'’
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learning. On the other hand, there are two arguments that oppose this positive impact. There
are various stakeholders such as students, parents, funding agencies, teachers, employer etc.
of a school and the needs, interests and culture of these stakeholders may not match,
furthermore, some of them may be contrasting. Thus, the changes for whom and whose needs
have to be counted are important, but it is a neglected question in the literature as well as
practices of change. Another fear is that sometimes the change may break the existing
practice but does not cope with new once.

For quality focus change, it is necessary to consider the diverse need of the students for
example, girls, and socially disadvantages groups, ethnic and linguistic minorities, children
with disabilities and special needs. The educational change, without considering the needs
and cultures of these diverse groups is not meaningful for all. Different literatures dealing
with school change have paid emphasis on technology, structures and teachers’ efficacy and
cultures, but student and their cultures, which are the pivotal of the change, have been
neglected. Whatever may be the perspective of change, students’ diverse need and culture
need to be counted.

Conceptualising School Culture

There is lack of a single consistent definition of school culture. Historically the meaning of
culture has been changing. Bocock (1992) describes five different and historically contingent
meanings of culture. The earliest meaning of culture was cultivating something, for example,
land, crops and animals. The second meaning of culture refers to the cultivation of the mind,
the arts and civilisation. The third meaning of culture is a general and universal process of
social development. The fourth meaning of culture refers to the meanings, values, way of life
shared by particular nations, groups, classes, period etc. The fifth and the final meaning of
culture is the practices, which provide meanings, that is, the signifying practices. Bocock
further says that non-of these meanings have completely disappeared. However, the fourth
and fifth meanings of culture are predominantly prevalent nowadays.

Like society or any organisation, school is interlocking systems of beliefs, ideas, values,
attitudes, meanings and symbols, rituals and behaviours, whose aggregate forms a school
culture. A culture is hardly identified concretely, but it can be realised. Culture refers to the
complex, coherent, internal reality that is shared by the members (Tuohy, 1999). In this way
the organisational culture can be viewed as ‘the way we do things around here’ (Deal and
Kennedy, 1984, quoted in Stoll and Fink, 1996). Finnan and Levin (2000) have given a
comprehensive definition of culture, “it is something that surrounds us, gives meaning to our
world and is constantly being constructed both through our interactions with others and
through our reflections on life and our world” (pp. 88).

Finnan and Levin (2000) discuss societal, localised and personal cultures. At a societal level
culture can be taken as a large concept such as the culture of schooling, Asian culture,
European culture, youth culture and so on. These cultures provide meaning, a link and a
devotion to the diverse group of people. Culture at a societal level serves essentially as an
umbrella of agreement among otherwise diverse people (Finnan and Levin, 2000). Shared
culture within a common geography, religion, ethnicity or workplace is a localised culture.
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The culture of an individual school is an example of localised culture. At personal level, the
culture is exhibited in the individual perception and actions. Culture appears both within and
between the people (Brunner, 1996; Evans: 1982, quoted in Finnan and Levin, 2000), which
represents the personal level of culture. It has dual functions, first it shapes relations and
interactions between persons and second, it provides a vision about the world.

The school culture generally refers to the unique culture of a school. This is the culture at the
local level, that is, the organisational culture. The school culture is interpreted in localised
culture, but the individuals and their relations are also a very important determinant of what
constitutes a school culture (Dalin, 1993). Therefore, to change the school culture, it is
necessary to work with the cultures at the individual/ personal as well as group or local level.

Different Forms of School Culture

Hargreaves (1994) identifies four different cultures of school: Individualism, Collaboration,
Contrived collegiality and Balkanisation. These four forms of culture are generally
representation of cultures of teachers or cultures of teaching. Hargreaves describes that
culture of teaching includes beliefs, values and habits and assumed ways of doing things
among communities of teachers who have had to deal with similar demands and constraints
over many years. He further discusses content and form of teaching culture The content of
teacher culture includes attitudes, beliefs, habits, assumptions and way of doing things that
are shared by a particular group of teachers or by the teacher community as a whole within
the school. The form of teacher culture includes the characteristic patterns of relationship and
forms of association between members of those cultures (Hargreaves, 1994). The four types
of cultures discussed by Hargreaves represent the forms of the culture. The contents and
forms of the culture have different meanings, but they are interrelated. “Indeed, it is through
the forms of teacher culture that the contents of those different cultures are realised,
reproduced and re-defined.” (ibid: 166).

Most schools have isolated classrooms, teacher teaches alone in a closed room. As Lortie’s
expression, most schools have an ‘egg- crate- like structure’, which promote segregation,
isolation and autonomy for the teachers. The individualism is a culture where the teacher
works along. Lotrie (1975) expresses the view that generally there is a culture of following
the tradition, that is, there exists conservatism and they focus short-term issues, that is, there
is a culture of presentism. Individualism is seen as fragmentation and it has three visible
characters: isolation, ceiling to improvement and protection from outside interference
(Hargreaves, 1994).

Collaboration in school means teachers and administration working together, sharing their
knowledge and ideas and developing plans to achieve educational and school’s goals. In
collaborative school culture teachers work together spontaneously and voluntarily without
interfering external control / forces (Stoll and Fink, 1996). In collaborating culture, teachers
participate in discussion regularly with their colleagues and share ideas, knowledge, skills
and techniques related to their profession. At the same time, they try to solve the problems
related to classroom practice jointly. In collaborative culture there exists sharing, trust and
support among the teachers, preference is given to the daily work, family structures of
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organisation and leadership, joint work and continuous improvement (Hargreaves, 1993). In
collaborative culture, the focus is given to the student as well as teacher learning. Similarly,
there is a strong belief that students and teachers can learn and develop. It supports students
and teachers interrelationship to achieve school’s educational goal and therefore
collaboration promotes shared and collegiate relationships with improvement and
performance orientation. The imposed collaboration and collegiality is contrived collegiality.
The more controlled approach toward collaboration, is called contrived collegiality
(Hargreaves, 1994). “Contrived collegiality is characterised by a set of formal, specific,
bureaucratic procedures to increase the attention being given to joint teacher planning,
consultation and other forms of working together” (Fullan and Hargreaves, 1992: 78).

In contrived collegiality, the collaborations are not spontaneous, voluntary and development
oriented. Contrived collegiality is administratively regulated meeting and working together,
compulsory peer meeting and coaching, implementation oriented, fixed in time and space and
predictable nature (Hargreaves, 1994). Some of the schools have different departments,
wings, subject groups, interest groups and so on and they are competing nature for the seek
of power and influence for their own purpose. Such cultures are known as balkanisation.
Balkanisation is a form of collaboration in which teachers are neither isolated nor work as a
whole school (Stoll and Fink, 1996). Balkanisation is “a culture made up of separate and
sometimes competing groups, jockeying for position and supremacy like loosely connected,
independent city states”(Fullan & Hargreaves, 1992: 70). '

One of the views claims that individualism as a psychological deficit of teacher. For
example, studies of Dan Lortie (1975) and Rosenholtz (1988) have found that one of the
main factors of individualism is psychological state of the teacher (Fullan and Hargreaves,
1992). Similarly, there are different examples of workplace condition, which produces
individualism. For example, Lortie explains that this is the physical isolation, Flinders
describes it is ecological isolation, McTaggart (1989, quoted in Hargreaves, 1994) explains
working condition as the organizational social conditions and constraints. Whatever be the
interpretation individualism, it is primarily a shortcoming, not strength, a problem, not a
possibility, something to be removed rather than something to be respected (Hargreaves,
1994).

The collaboration and collegiality are a positive concept in educational change and
improvement. Rosenholtz (1988) assumes that improvement in teaching is a collective rather
than individual activity. As describe by Rosenholtz, teaching is not certain or fixed job and
on this uncertainty, collaboration helps to maintain teacher’s sense of confidence. Ashton and
Webb (1986, quoted in Hargreaves, 1994)) also conclude that reduced teacher’s sense of
powerlessness and increased sense of their efficacy are the main benefit of collaboration.
Furthermore, valuing individual with group interdependence and valuing openness with a
sense of mutual security appears in culture of collaboration (Nais et al., 1994), which helps to
promote change in a school.

The above-mentioned points are positive aspects of collaboration. However, the practical
scene may not be identical as described here. I ittle (1990) describes four different types of
collegial relations among teachers: scanning ai storytelling; help and assistance; sharing
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and joint work (Quoted in Fullan and Hargreaves, 1991). According to Fullan and
Hargreaves first three fonns represent the weak form and the fourth one represents the strong
form of collaboration. Here, the joint work consists of team teaching, planning, observation,
action research, mentoring etc. In actual practice, the strong form of collaboration is hard to
maintain. “Collaborative cultures are very clearly sophisticated and delicately balanced
organisations, which is why they are hard to achieve and even hard to maintain” (Fullan and
Hargreaves, 1992: 69). So one of the criticisms of collaboration and collegiality is that it is
normative and ideal, but not real and practical Another criticism is it is slow and
cumbersome process of decision-making (Bush, 1997, Fullan and Hargreaves, 1992). Bush
further explains managing consensus for decision-making is another problem of collaboration
because it underestimates the significance of conflict with in education.

Various head teachers and other administrators have been trying to manage planned and
controlled collaboration, the contrived collegiality. They try to maintain predictable and
compulsory participation and collaboration with fixed agenda and time. Contrived
collegiality is a process of implementation of new approaches and techniques coming from
outside into a more responsive and supportive school culture (Fullan and Hargreaves, 1992).
Fullan and Hargreaves further express that the contrived collegiality is useful for initiation of
collaborative work with creating touching environment with teachers. On the other hand,
they identify the weakness of contrived collegiality that is, it may reduce to a fast and smooth
administrative substitute for collaborative teacher culture. In this way, contrived form of
collegiality can be useful, if it is used as a process of developing collaboration otherwise
contrived collegiality may “reduce teacher’s motivation to cooperate further” (Fullan and
Hargreaves, 1992: 79).

Some of the schools, especially in secondary schools, in the name of collaboration, a
balkanized culture exist. Balkanization is seen a common characteristic of secondary school
life and it restricts professional leaming and educational change among communities of
teacher and perpetuates and expresses the conflicts and divisions (Hargreaves, 1994).
Balkanization is not limited with working and living in smaller groups and to identify with
differences, it also constructs division with powerful and powerless. One the one hand, small
groups like teaching teams, curriculum planning groups etc. have positive impact on change
and improvement, and on the other hand, some of the forms of balkanization have adverse
consequences on students and teachers learning (Hargreaves, 1994). As Hargreaves' example,
when promotion, status and resources are distributed according to subculture, there may be
unequal distribution, which creates winner and loser and these political complexions have
different education consequences. He claims:

Imbalances of power and status between tightly bounded groups make it difficult for
teachers to reach common agreement in areas that threaten their career opportunities,
resources or conditions of work. When major innovations are introduced, they also divide
teachers into supporters who will prosper from the innovation, and opponents who will suffer
by it (Hargreaves, 1994:215).
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The balkanized culture “impedes school-wise acceptance of particular practice and inhibit the
open discussion that might eventually lead to the creation of a whole-school
perspective”(Nias et al, 1994, quoted in Fullan and Hargreaves 1992: 72).

It is generally accepted that collaborative culture is a best promoter of school change.
However, making collaboration is a long journey and it could not attain immediately.
Similarly, unpredictable nature of collaboration is also another problem. In these situations a
perfect collaborative schools are rare. “Most teachers work in schools where individualistic
and balkanized cultures coexist, a combination that offers few prospects for educational
change and beneficial teacher development”(Thomson and Holloway, 1997:314).

Contrived collegiality is also found in different schools. It is already discussed that contrived
collegiality has some positive as well as negative aspects. However, contrived collegiality
can be taken as a strategy for collaboration or a road to develop collaborative culture in a
school.

However, different studies and wittings have identified the power of collaborative culture for
school change. “The collaborative culture at the school persisted because staff routinely
supported and learned from each other for the benefit of successful implementation of
educational change” (Thomson and Holloway, 1997:325). However, contradictions appear
between teachers and administration to manage collaboration and contrived collegiality.
Administrators generally prefer contrived form.

Although collaboration can be taken as a change-driven culture, collaboration is neither an
end nor a penance, but it is an effective medium or means to improve quality of classroom
teaching and learning. The ultimate goal of cultural change is to influence and change the
traditional classroom practice. That is, the cultural change as well as educational change have
a meanings when it influence and changes the classroom practices.

Various cultures within a school may differentiate themselves, those of the teachers, pupils,
administrators, non- teaching staffs and parents (Stoll and Fink, 1996). However, the role of
pupils in school culture is neglected- in much of the literatures. Fullan (1991) also says “
educational change depends on what teachers do and think” (quoted in Stoll and Fank, 1996:
100). What extent do these teachers cultures dependent literatures contribute to school
change? It may be the one aspect of the discussion, but important issue is neglecting the
students’ role and their culture is an incomplete picture of school culture, which may
produces different illusions.

The Nepalese case

There is a lack of Nepalese researches on school culture. Various studies and reports of
commissions have identified different problems related to structure and technology. Different
projects have been implemented with the aim of school improvement. These projects have
been dealing with curriculum, teacher development with content and technical-pedagogical
knowledge and skills focused training, structural change, improvement of physical facilities,
changes in techniques of students’ evaluation and so on. However, the quality of teaching
learning within the classroom and quality of its product has been questioning. In this regard,
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identification of individual school culture and general teaching culture may contribute to
school improvement.

To identify existing school culture, I visited two secondary schools situated in the
Kathmandu valley. Both the schools have ‘egg-crate like structure’ of classroom as described
by Lortie (Quoted in Hargreaves, 1994). The principals and vice- principals of both the
schools had similar views ‘about collaboration. One head teacher said, “We have
collaborative culture, teachers discuss in their staff room when necessary, they come to me
and discuss about different matters and we also conduct staff meetings. "

I observed the staff room several times and talked with the teachers. During my observations
and talks with teachers, the topics of talking in the staff-room and discussing with principal
and vice-principal were, political matters, personal matters and some of them were interested
to discuss the problematic behaviors of some students. Paudel (2001) also identified the
similar situation, when he observed a school. He states, “...the activities, discussion, debate
and interaction between teachers inside the school did not pose the educational contents”(pp
5).

Another school had managed subject departments. The principal of that school said, “We
have subject departments, teachers within the department discuss together, they conduct
several meetings, and they manage collaboration. We conduct occasional meetings with
department heads to know the problems and progress.”

When I observed the department, there was no discussion about teaching procedures and
methods, however, teachers submit course completion reports to the department chief.

In both of the schools, teachers had no experiences in joint or team teaching. They were
working individually in the isolated classrooms. Discussion and sharing ideas about
classroom practices were rarely found. In these schools, general school cultures were
individualistic. However, there were some contrived forms of collegiality and balkanization
also found. MITRA (2001) has identified that the inadequate nature of interactions between
student and teacher and teacher and teacher as the dominant culture of schools.

Membership and loyalty on different teacher’s unions is another balkanized culture of
Nepalese teachers. There are different teacher’s unions in which most of them are like a sister
organization of different political parties. Various schools are suffering from these supporting
and opposing role of teachers as their union does. These supports or oppositions of teachers
and head teachers are generally guided by political and power interest, but not professional
and pedagogical World Bank report (2001) also indicates that highly politicized teaching
force is a major cause of decline in the quality of public education in Nepal.

During school visit, I had also tried to identify how students are participating in classroom
activities and classroom decision-making. At the same time, how teachers are addressing
diverse needs and cultures of the students also reflected in teachers explanations during
informal talks with teachers. The teacher told me that during the classroom teaching
question-answers are generally part of activities, from which students can participate in
classroom activities. The teacher further explained that special care and attention have been
given to the weak students to address diverse needs of the students.
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These expressions of teachers show that there is a lack of conceptions of students’
participation in decision-making. Similarly, teachers are unaware of the diverse need and
cultures of the students. Teacher’s authoritative practices are prevalent and students’
participation and their cultures are being neglected. The claim of teachers, ‘the equal
treatments for all student’ is not considering the diverse needs and cultures of students, but it
may reproduce the dominant cultures of the school and society.

Conclusions

School culture and school changes are interrelated, but the relations are not linear. However,
to work with school change, it is necessary to consider the school culture. “When culture
works against you, it’s nearly impossible to get anything done”(Deal and Kennedy, 1984,
quoted in Stoll and Fink, 1996: 80). It suggests two things, first, to work with the school
change, we have to identify the culture of the school, whether the purposed change works or
not. The second, we need to work with culture and try to change school culture so that it
promotes change. In this way, school change is not only structural and technological change;
the important thing is to change its culture.

All these types of school cultures, may have positive as well as negative aspects. However,
some cultures have strong change driven nature and some are weak in this sense. In this
respect, school culture is seen as promoter when the changes are implemented with
considering the school culture and the school culture may inhibit when the changes are
implemented without considering the existing culture of the school. Furthermore, changing
the school culture so that it can facilitate the school change and improvement, is an important
aspect of implementing change in a school. Again, it is difficult to answer the question,
where do we start the change, structure, technology or culture. In this respect, at least we can
say that whatever the starting point, we could not ignore the culture of a school. That is, the
cultural consideration is an integral part of educational change in school. As Fullan’s
argument, educational changes depend on teacher’s thinking and doing. “What they
[teachers] do and think is fundamentally influenced by their beliefs, assumptions and values,
which in turn shape norms” (Stoll and Fank, 1996). There are often seen resistance for
externally imposed changes in teachers and administrators because the proposed changes do
not fit their school culture (Finnan and Levin, 2000). Finnan and Levin (2000) and Deal
(1990) further describe that when the changes build on the strengths of school culture then it
encourages and fosters change and improvement.

Hopkins et al. (1997) maintain “the ultimate achievement of school improvement is a
transformation to the culture of school”(pp. 269). They further describe that school
improvement means students’ achievement through teaching-leaming process and
conditions, which support it Here, school improvement is not concerned only with
achievement, but the process itself and the supporting culture, that is, “we regard school
improvement as a distinct approach to educational change that enhances student outcomes as
well as strengthening the school’s capacity for change”(ibid, pp. 261).

Collaborative culture is generally considered as a supporting culture for school change.
However, the collaboration does not build in a vacuum. School’s practices, beliefs, internal
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and external group dynamics and power relations, students’ and parental perceptions, etc.
play significant roles on cultural changes. Although, the method and process of building
desired culture may vary, but the starting point will be the identification of existing culture of
the school. Similarly, the facilitating and resisting factors need to be identified. Again,
cultural integration may not work everywhere because diversity and multiplicity are the
growing assumptions in postmodern age. Therefore, differences and ambiguity are also
present in school culture.

Domination of individualism with few characteristics of contrived collegiality and
balkanization itself is seen as non-facilitating factors of Nepalese school change. On the one
hand, Nepalese schools culture is not change-driven nature and on the other hand, there is
lack of cultural consideration in school development and change process. Another
discouraging situation is that there is a lack of consideration of students’ diverse needs and
culture during the classroom practices. The uniform and teacher dominant authoritarian
practices are prevalent in the school.

School culture and school change go hand in hand. Again, school change is itself the process
of cultural change. Therefore, without changing the school culture, the structural and
technological changes are not likely to gain the desired quality of school system.

The main purpose of school change is to improve students' learning through classroom
practices. Therefore, every change process has to be directed toward students' learning. In
this regard, changing culture is not a prime goal, but cultural change is a process or means to
achieve goal, that is, effective classroom practices and students' learning. The Present teacher
culture related literatures and teachers' development practices seem insufficient to change the
school practice. Furthermore, without considering students' feelings, values and needs during
the change process and classroom practices, it is difficult to get the meaning of real change
and improvement for the students. In this context, some urgent changes are needed for
effective teacher development practice. First, school based teacher development process has
to be managed instead of individual teacher development practice. Second, teacher
development has to be managed as a process of improving students' learning conditions
rather than a process of giving more power to teachers. Third, it has to be associated with
cultural change of schools and teachers instead of limiting content knowledge and
pedagogical process. Fourth, teacher has to be developed as a reflexive practicener, rather
than as a technological agent of the system.
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Social Climate and Classroom Teaching Learning Environment

Babukaji karki®
Nepal is a heterogeneous country with people from varied economic, social, Janguage and
cultural background. Similarly, schools are comprises of various norms and values due to the
teachers and pupils from different societies and cultural background. They have own
individual differences in many respects such as home experiences, culture, age, sex, and
abilities, as well. Likewise, children have different rates of learning abilities due to their
individual differences. The schools try to promote individual potentialities to achieve the
educational goals through creating healthy social learning environment. According to
Durkheim as quoted by Haralombos and Holborn (1995) the major function of education is
the transmission of society’s norms and values. Individual must be cooperated with those
who are neither their kin nor their friends. The school provides a context where these skills
can be leamed. As such as it is society in model of the social system.

In this context, teaching is a challenging job to meet the needs and interest of individual
children. Teachers should have, good knowledge on student’s background effective
applications of pedagogical skills and school physical facilities. Here, this paper tries to
examine new leaming environment is affected by various factor like the social status, culture,
noims, values, beliefs, and physical facilities.

The effectiveness of teaching learning is concerned very much with how pupils are feeling
moment by moment during the school days. According to Hargreaves, pupils have some
freedom to pursue fields of study where they have a special interest or talents by which they
develop a sense of their own worth. The sense of loyalty to the school and learn to respect
one another for the contribution each could make to the school which can be considered as
crucial for the social learning environment in the classroom practices.

Defining Social Climate and Learning Environment

Social climate and leaming environment are important aspects of effective teaching learning
activities. According to Lindgren (1976), “in as much as the relationship between teacher and
pupil is a social one, and both teaching and learning take place in a social setting” what
brings life in classroom and learning will be creative. There are various factors related to the
productive leaming environment, but it is not possible to cover all the factors in this paper.
Therefore, in this chapter an attempt has been made to examine selected factors related to
learning environments and corresponding theoretical perspectives.

* School Supervisor, DEO, Kavre.
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Social climate

Human is a social animal and cannot live without society. An ideal society can be formed by
the contribution of people who belong to it. The socialization processes occur in different
places. According to Reber (1995), socialization is the process whereby an individual
acquires the knowledge, values, and facility with language, social skills, and social sensitivity
that enables him or her to become integrated into and behave adaptively within a society.
Socialization is a life long experience, the processes by which the child becomes inculcated
with society’s values and with his or her own social roles. Social climate in school plays
vital role in this process. Reber further states that in general “social climate is a more or less
none technical term for the general tenor or inclination of any society or segment thereof, that
have effects on the attitudes and actions of its individual members.” School is a miniature of
the society. Its members are pupils having different types of cultural norm values and beliefs
according to their family background Obviously, they show different types of behavior in
classroom activities.

Freiberg (1999, p.11), states, “school climate is the heart and soul of a school”. Similarly,
school climate is mainly based on the quality of classroom atmosphere. Classroom
atmosphere includes effectiveness of the teaching learning activities and social inter-
relationship among students, and between students and teachers. In my opinion, such type of
positive human relationship within the classroom can be defined as the social climate.

Effectiveness of social climate depends upon school policy, student’s background and
teacher’s efficiency and professional quality. The proper co-ordination among them is
substantial for the developing and sustaining social climate of the classroom. Creating social
climate and leaming environment are much like tending a flower garden They take a
continuous effort. Systematically integrated social climate plays meaningful role in all round
development of the children. Such types of climate contribute to enhance effective leaning
environment.

L.earning environment

Learning is the acquisition of habits, knowledge, and attitudes. It involves new ways of doing
things as it operates in an individual’s attempts to overcome obstacles or to adjust to new
situation. It represents progressive change in behavior. To develop creative and social
environment in classroom a meaningful co ordination and adjustment between various
elements within the classroom are needed. Scott (1999), stated, “learning is the process of
adjusting previous response pattems to newly experienced or perceived environmental
changes. Learning involves the modification and reorganization of a person’s behavior
(perception, attitudes, self-image and so forth) because of new experience. Learning may also
include relatively permanent changes in behavior due to repetition of practice.” It grows out
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of more individualized social relationship and experiences. Meacham and Wiesen (1974),
identified that, the superior learning environment is designed to meet the genuine needs of
teachers and students. Extraneous and superficial school facilities must give way to facilities
whose design arises from the objective of the learning situation. Whitaker (1997),
emphasizes that learning environment develops into one which both respect and stimulate the
learners who work on it. A creative life focused leaming approaches, which contains
personality, aspiration, needs, relationship, interaction, values, behaviors and experiences can
be achieved through creating sound social climate in the learning environment. In this
context, the following factors are analyzed in relation to the social climate and learning
environment of Nepalese public primary school.

Physical facility

Effectiveness of learning environment is mainly concemed with physical environment of the
classroom environment and expectation of student outcome. It plays vital role to enhance
comfortable learning environment in the classroom. Mostly physical facility includes
furniture, building, shape and size of the classroom, condition and qualities of wall and floor.
Safe and sufficient play ground, drinking water and toilets are basic facilities required for a
favorable learning environment. These facilities require continuous maintenance. Suitable
temperature, ventilation, and light are also essential for a hygienic physical setting these all
help to promote healthy social learning environment.

Similarly, Little et al. (1994), emphasizes that social and learning environment of the
classroom can be attractive and exciting through changing physical environment of the
classroom. The charts and pictures prepared by teacher and students, using local environment
during the teaching help to bring classroom environment more welcoming and interesting.

However, these facilities are mainly determined by the effective school management,
economic conditions and priority of the system. Data shows that economic conditions of the
Nepalese primary schools are not satisfactory. Majorities of the schools do not have any
source of income except government grants. The grant is only for teachers’ salary and a small
portion is for the stationary and school furniture, which is not sufficient at all. Schools have
to collect money (funds) from the community for fumiture and other instructional materials
including physical development of the school. However, most of the pupils in public primary
school are from the lower class family background. As Browne (1998) claimed, school in
middle class areas will have more active and wealthy parent associations able to provide
extra resources for the school Parents in poorer areas may find it difficult to make such
contribution to school funds, and therefore the schools in such areas may lack the resources
found in school in wealthier middle class areas.
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Classroom management

Management is a continuous process through which members of an organization seek to co-
ordinate their activities and utilize their resources in order to fulfil the various task of the
organization as efficient as possible. Moreover, effectiveness of social leaming environment
in classroom is also depends upon the co-ordination between teacher-students and physical
environment of the classroom settings. The classroom management also depends on the
nature of the classroom-teaching subjects. It was found that one third classroom
management were unsatisfactory and 7% school did not make any effort to manage their
classroom effectively Nepalese public primary schools (BPEP, 1998).

Social activities

School is an important agency of secondary socialization contributing the process of
socialization which begins in the family” Browne (1998,p.36). Its effectiveness determined
by the quality of the social leaming environment of the classroom practices, because the
pupils spend most of the time in classroom environment during the school hours. Besides
this, learning environments is also concerned with human behavior and relation inside and
outside the classroom. There might be various factors, which concerned with classroom
human relationship. Teacher and students are the major actors for that relationship. In the
Nepalese schools, interactions between pupils —pupils and teacher did not occur in the classes
frequently. Teachers mostly used lecture and other teacher centered methods as instruction.
The classes seemed autocratic rather than democratic. On the other hand, teacher used
sophisticated languages with mixing English frequently. However, most of the students are
from the working or lower classes having different cultural and religious background. In this
situation, the languages used by teachers, as a medium of instructions are not according to
the levels and backgrounds of the pupils.

According to, Bemnstien as quoted by Browne (1998), language used in schools is the
elaborated code of the middle class and that is the middle class pupil’s ability to use the
elaborated code that gives her or him an advantage at school over working class pupils. The
elaborated code of the middle class is more suited to the demands of school work since
understanding text books, and writing essays and examinations questions require the detail
explanation which is found mainly in the formal language which is elaborated code. Middle
class children who were used to using the elaborated code at home will therefore find
schoolwork much easier and learn more in school than those working class children whose
language is limited only to the restricted code.

Similarly, schools are organized on hierarchal principles of authority and control. Teacher
gives orders pupils obey. This practice produces unquestionable and docile workforce. In this
context, learmning is based upon the “Jug and Mug” principles. The teacher’s posses
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knowledge which they pour into the ‘empty mug’ the pupil They are encouraged to take
satisfaction from the external reward of qualification at the end of their studies. Similarly,
curriculum for Nepalese public primary schools are also fragmented into different subjects
i.e. languages, science and sociological backgrounds. Bowles and Gintis oppose the practice
of fragmented and compartmentalize academic subjects. For instance, the students during the
course of the school day move from one subject to another from science to social studies,
from language to health education without getting a cohesive knowledge base.

Classroom instruction methods

A better instruction activity depends upon the teacher’s ability and professional skills. A
devoted and qualified teacher can develop effective learning environment through using
attractive instruction methods. Classroom, as a laboratory is a complex of experiments. The
teacher is the manager of the laboratory with the task of arranging the leaming environment
as to maximize the desired changes in the behavior of the students. However, most of the
teachers are unable to treat every pupil equally in different respects due to their
discriminating attitude toward working class and ethnic groups.

According to Browne (1998) teachers are middle class and children from middle class homes
who share the same standards and values are often likely to be seen by teachers as ‘more
intelligent’. Teacher’s assumptions about working class children are that they are less
intelligent because of their home backgrounds. Teachers may label lower streams pupils as
low achiever. Consequently, such pupils are then almost guaranteed to fail victims of self-
fulfilling prophecy.

Various studies show that child centered instruction methods are more fruitful for conducting
classroom activities effectively. It tries to meet the individual differences of students.
Although, lesson plan, availability and proper use of the time, availability of instructional
materials, and motivation of teacher and students play effective role to their applications in
practices. However, a previous research report (BPEP, 1997&1998) respectively shows that
82% teacher did not have lesson plan and 62% schools did not have educational materials.
Similarly, 55% teachers were using subjects teaching 31% were practicing multi grade and
rests were grade teaching.

Pupil’s background

Pupils in schools differ widely in abilities, interest, aptitudes, temperaments, and
achievements. Such individual differences create complexity in the actual social learning
environment. To be effective teaching and learning must be geared to individuals rather than
to the whole group. Chand (1994), states that a concept of individual differences is essential
to good teaching and leamning He further clarifies that every individual tends to be different
in respect to every human trait i.e. physical, intellectual, emotional and social. Moreover,
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each individual learns at different rate in the same category of leaming different subject
matters. In this regard, the business of the teachers is to discover these differences among
pupils and provide test and other to determine the degree of individual differences. Hence the
instructional methods and procedures could be planned and carried out in accordance with
resultant implication. The same methods can not be used in the same way for everybody and
for every subject. Regarding this, it would be fruitful to know the causes of individual
differences for the effective classroom teaching learning activities.

Browne (1998) suggests that schools are mainly middle- class institutions and they stress the
value of many feature of middle class way of life, which helps to cope as home environment
for middle class pupils. For the working class pupil, the atmosphere and values of the school
may be quite unfamiliar and different to those of his or her home. This cultural clash between
home and school affect the social leaming environment in the classroom practices for the
working class pupils. Likewise, Haralambos and Holbomn (1995) says that, many working
class parents prefer to send their children to the nearest schools because of a complex pattern
of family and structural limitations. They want their children to go to school, which is easily
accessible and does not involve long, and dangerous journey school and where friends,
neighbors and relatives send their children. Browne (1998) further claimes that, working
class parents have a poor attitudes to education. They are more likely to work longer hours,
doing shift work and over time due to this reason difficult to. visit schools, to care their
pupils’ progress. Working class parents may see education as of less importance because they
may have found their own education had little relevance to their working class jobs. This
may leads to poor motivation of some working class children in classroom learning
~ environment.

It was found that those students are high achievers whose family background is supportive
and favorable for their mental and physical development. However, those working class
backgrounds do not have satisfactory support. They even lacked basic needs required for
their proper mental and physical development. For example, most pupils did not have
required lunch facilities during the school hours. It ultimately affects the motivation of the
pupils towards creative classroom activities, which can be taken as basic factors of
hierarchies of motivation. Similarly, the occupation of majority numbers of parents are of
manual types i.e. agriculture and daily wage labor. Obviously, they are unable to afford
sufficiently to their children’s educational development.

Languages and pedagogic discourse

Two-way communication between teacher —pupils and within the pupils in daily classroom
practices can be considered as important factor to create productive social climate and
leaming environment. The languages of classroom interaction play vital role for the
meaningful communication between students and teachers. There might be various diversity
in the pupils’ languages. Bernstien has argue that children from varying backgrounds develop
different codes or forms of speech, during their early lives, which affect their subsequent
school experiences. It also depends upon the instruction methods and languages used in
pedagogic discourse. However, languages used in the interaction are also responsible for the
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effectiveness of the classroom practices. Hence, languages play dynamic role in the process
of social interaction and pedagogic discourses in the class. Grenfell et al. (1998), states that
different researchers established the famous law of ‘two-thirds’: that, in the average
classroom, two-third of time is spent on talk; two-third of this is by the teacher; two-third of
which is based on lecturing or questioning.” The study further established a structure i.e. I-R-
F exchange structure, where initiation of talk by the teacher leads to response from a pupil, to
which the teacher provides a feedback. In this context, classroom as such a network of
linguistic relations. Pupils in the classroom have different level of linguistic capital due to
their varieties of individual cultural and family background. The level of languages applied in
pedagogic discourse plays vital role for the social learning environment of the classroom
practices.

Similarly, in Nepalese context legitimized languages of classroom instruction is Nepali for
the primary grades. It is the official language of Nepal. However, It was found that, 29%
pupil have other mother tongue in the primary grades. Those who are speaking Nepalese
language as mother tongue also vary in their dialects due to their habitus and field. The sense
of a word also varies in different culture and societies respectively. Bourdieu claims that a
word is “ socio cultural time capsule” packed with socially derived meaning. The
effectiveness of pedagogic discourse depends upon the reciprocal relationship between
languages and socio-cultural habitus of the pupils on one hand and on the other the teacher
have own routines which are based on their own developed pedagogical habitus. In this
situation, it can be considered as a challenging task to meet and co-ordinate between different
language levels during the classroom practices.

Bernstien suggests that working class family produce restricted code rather than elaborated
code due to scarcity of rich interaction within the family member and occupational
colleagues. Likewise, “working class people live in a strong familial or neighborhood culture
in which values and norms are taken for granted and not expressed in language” (Gidden,
1997, p: 414).

According to Bernstien as quoted by Haralambos and Holborn (1995) the elaborated codes
explicitly verbalized where many meanings are articulated with relative precision. The
restricted codes offer little explanations due to shared understanding and assumptions that the
speakers have so much in common. So there is a less need to verbalize or describe. The
communication takes place by gesture, voice intonation and context. Bernstien found that
they were limited to restricted cods of speech due to their family status, which defined, by
sex, age and family relationship. They have also opportunity to be create to articulate ideas in
manual occupation. Likewise, the attainment of the working class pupil can be affected by
the elaborated code that used by teachers in formal education as medium of instruction.
Those who have mastered elaborated codes fit much more easily within the school
environment. Thus languages used by teachers during the pedagogic discourse meaningful
impact to create the healthy social learning environment in the classroom practices.

The classroom learning environment is also influenced by the cultural practice although
physical facilities and trained teachers are adequately available in schools. The Nepalese
culture, caste systems are also influencing learning environment of the school Regarding
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this, girls are generally not motivated towards higher education, because after marriage they
will be take cared by their husbands in Nepal. On the other hand, most of the daughters have
to assist household chores. In addition, Nepalese caste system is mainly formed according to
the job descriptions i.e. Brahmins as priests, Chhetries as warriors, Vaishyas as traders and
Shudras as servants of high castes in various fields. Thus, Brahmins the so-called upper caste
has to read different religious literatures and mythology to accomplish their profession. Rests
of the castes do not require more academic knowledge in comparison to Brahmins. Thus,
such types of cultural practices in society have obviously influenced the motivations as well
as the attitude of students towards education of pupils.

Similarly, Bourdieu suggest "the major role of the education system is cultural reproduction.
The culture is not based on agreed rules and norms but it is just the reproduction of the
culture of the dominant classes" (Grenfall, et. al 1998). He further claims that major function
of education is socialization that aims to eliminate working class participation in education
through examination systems and self-elimination. Working class pupils realize that they
have an inherent lack of such capital and this make a realistic chances that education will not
serve them well.

Finally, it can be concluded that, the societal norm, values and practices highly also
influenced the classroom practices. The achievement level of students not only depends upon
physical facilities and teachers' professionalism but also influenced by the socio cultural
norms and values too. Similarly, the schooling will not change the social structure of society
until we are prepared to tackle the inappropriateness of aims of schooling, the nature of
inequality, the unfairness of gender and racial discriminations. When we, as a society tackle
those things the values and norms of schooling will change. Then the climate for learning
will truly lead to empowerment, equality and social justice. Likewise, to enhance the social
climate in public primary schools of Nepal, teacher should be equipped with adequate
knowledge and skills about the importance of social norms, values and their impact on the
creation of interesting classroom learning environment.
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Understanding and preventing teacher burnout through teacher
training: Some approaches, strategies and suggestive measures

Ananda Paudel*
The context

Teacher needs training. Either short term, long term, pre-service, in-service or recurrent
training of various kinds. Teaching profession is a challenging one. Every day nationally and
internationally, new knowledge and information are emerging. Problems and issues are
growing. Societal structures, system and patterns are changing. In such a dynamic situation,
teachers have to handle bundles of social, educational, economical, cultural, religious,
problems. To resolve these problems and create a friendly teaching-leaming environment,
teachers need to develop their professionalism. But the question is how? The answer of this
question can be through teacher training.

Today, the task ofteaching is becoming more a complex . The teaching situation itself also
makes the environment more complex. For example, bad working conditions, the over
crowded classrooms, too much teaching load, too little time for preparation, etc are the
teaching situations that make the teaching learning environment more complex. The lack of
or inadequate training is another factors that make the teaching-learning environment firther
complex. Teachers lack knowledge, skills, attitudes, and behaviours in the absence of
training. In these situations, teachers become intellectually- passive, physically- absent,
emotionally- unmanageable, behaviorally- impractical. Similarly, they also become
academically- weak, managerially inactive, pedagogically-lecturer and personally lethargic.
Then, one can easily imagine the teaching leaming situation. Do such characters of the
teacher make the teaching learming situation more friendly, lively, creative, active, academic,
dynamic etc? Most probably the answer will be not These indicated that teachers need to
know something. Thus, what teachers need to know plays significant role in reducing the
complexity of teaching learning situation. In this context the role of training appeared the
crucial.

A variety of knowledge, skills, values and attitudes are essential to good teaching. Under
these, what teacher need to know becomes significant. More specifically, teachers need to
understand and be familiar with the subject knowledge, content knowledge, moral
dimensions of teaching, pedagogical knowledge, knowledge and skills related to reforming
teaching, restructuring teaching etc (Dill and associates 1990). No doubt, teacher training can
transform these knowledge and skills to the teachers.
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The most significant aspect that has greater influence to improve the teaching-learning
environment lies on the level of the satisfaction of the teachers. If teachers are in a position of
burnout, then there will be no teaching profession and quality education anymore. Thus, the
concerned personnel such as educational planners, administrators, trainers, implementators,
teachers, managers, etc have to be familiar with the conceptual understanding about the
burnout and its relationship with the training.

Conceptual meaning of burnout

Sometimes, it can be seen that the term stress and burnout are used as a synonymous.
However, these are not the same. The term stress has been used since the decade of 40s.
According to the Seyle (cited in Schwab 1995) stress is the non-response of the body to any
demand made upon it to adapt whether that demand produces pleasure of pain. This indicated
that in a stress human being becomes indifferent towards any demand. Psychological,
behavioural and cognitive aspects of the human being remain in a stagnant position. They are
in a position of exhaustion and fatigue. This lead teacher to burnout. Burnout is viewed as an
affective reaction to ongoing stress whose core content is the gradual depletion over time of
individuals’ intrinsic energetic resources, including the expression of emotional exhaustion,
physical fatigue, and cognitive weariness (Shirom, 1989). Working too long, too much, too
complex environment, too intensely with the needy clients, too poor salaries, teachers may
gradually felt into the situation of stress at first and gradually become frustrated, de-
motivated, dissatisfied and ultimately burnout. Therefore defining the teacher burnout as
Hendrickson (1979 cited in cater 1994) says, "teacher burnout is physical, emotional, and
attitudinal exhaustion" that begins with a feeling of uneasiness and mounts as the joy of
teaching begins to gradually slip away

The first pioneer of the term bumout in the job related field was Freudenberger (Freudenberger,
1974, 1980). Then many successors have developed variety of concepts in terms of burnout. In
this context, the contribution of Maslach (1982) appeared as an important one. He had developed
a Maslach Bumout Inventory (MBI). MBI was one of the very first scientifically validated
bumout measurement instruments, and it has been the most widely used in scholarly research
(Schaufeli & Enzmann, 1998). This model viewed bumout as a syndrome that consists of three
dimensions: emotional exhaustion, depersonalization, and reduced personal accomiplishment
(Maslach & Jackson1981; Maslach 1982; Maslach & Leiter, 1997).

According to MBI conceptualization, burnout is viewed as a syndrome that consists of three
dimensions: emotional exhaustion, depersonalization, and reduced personal accomplishment.
Emotional exhaustion refers to feelings of being depleted of one’s emotional resources. This
dimension was regarded as the basic individual stress component of the syndrome (Maslach,
Schaufeli, & Leiter, 2001). Depersonalization, referring to negative and excessively detached
response to other people at work. It represents the interpersonal component of burnout.
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Reduced personal accomplishment, referring to feelings of decline in one’s competence and
productivity and to one’s lowered sense of self-efficacy, represents the self-evaluation
component of burnout (Maslach, 1998, p. 69). The third dimension was re-labeled as reduced
efficacy or ineffectiveness, depicted to include the self-assessments of low self-efficacy, lack
of accomplishment, lack of productivity, and incompetence (Leiter & Maslach, 2001). Each
of these concepts, namely self-efficacy, accomplishment or achievement, personal
productivity or perforrance, and personal competence, represent well-known distinct fields
of research in the behavioral sciences.

Clearly, the conceptualization of burnout as described by Maslach (1982) is the behavioural
response of people who experience constant stress from working in occupation. If people do
not able to cope the work related stress they develop feeling of emotional exhaustion,
negative attitudes towards their work and clients, indifferent feelings and attitudes towards
the accomplishment of jobs. Here important question is do the quality of education is
possible in these context?

From the conceptual discussion above, the following knowledge can be generated with
reference to define and or understand the burnout. Bum out is:

o The feelings of failure

e Psychological distancing from work

e Loss of idealism and enthusiasm from work

e A decline in well -being caused by chronic stress
e A multidimensional syndrome

e Deterioration of personal accomplishment

e Gradual degradation of intrinsic motivation towards work
Characteristics of burnout

In order to improve the professionalism, develop teachers, teacher-training packages,
improve the quality of education, it becomes essential to understand the characteristics of
burnout. Unless the burnout situation is improved, the quality of education is not possible.
Defining teacher burnout and identifying its characters is a difficult task. Various
psychologists, in relation to the burnout described the following characters.

e  Development of chronic feeling of exhaustion i. e. emotional exhaustion: feelings of
being tired, irritable and emotionally drained. Emotionally exhausted teachers possess
negative and cynical attitudes towards students.
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e  Depersonalization: withdrawing contact from students, ignoring student to acknowledge
for their better work, physically and psychologically withdraw from the students, treat
students as impersonal objects etc.

e  Reduce personal accomplishment: feeling of no longer accomplishing the work, no
longer making a difference in students lives, show attraction towards money and
recognition, de-motivation become absent more often.

Sources of teacher burnout

There are varieties of sources contributing to teacher burnout. Schwab (1995) has described
some sources of teacher burnout and stress which is presented below:

Environmental Personal or Psychological Consequences
sources of 5| background factors {4 ¢ Intentiontoleave
burnout factors —» ¢« Emotional job
e Societal e Age exhaustion e Absence from
. ] work
expectation e Gender o Depersonali
¥l > — A e Less efforts
e Organizational e Grade le}'el zation | exerted
factors e Personality 8 Personal. ¢ Low quality of
g characteristi | _ accomplish | 1 personal life
cs ment e Physical problem

The figure demonstrates that burnout is the product of environmental, personal, and
psychological factors. The burnout situation has negative consequences towards the
individuals and organizations as well. Society has higher expectations. To install values,
provide higher order thinking, prepare independent citizens, work and participate in
collaborative social functions etc are some of the societal expectation for their teaching force.
Meanwhile school has certain expectation from the teachers' i. e. quality teaching, regularity,
innovation and development etc. The teachers themselves have their expectation from the
profession. Promotion, better salary, career development, national and international exposure
etc are some of the expectation of the teachers from the schools. Moreover, personal factors
biological, psychological emotional physical are also contributing to create stress full
situation to the teachers. These all leads teachers from stressful situation to the burnout. Ina
burnout situation negative consequences such as absence from the work leave from the job,
less efforts in teaching learning, psychological disorder will be the common among the
teachers that are the most dangerous things in education.

There are other sources of teacher burnout. They are:

1. Behavioural source:
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Pupils' misbehaviors, poor work attitudes of students, lack of motivation, lack of
attentiveness and low enthusiasm for learning

Poor relationships among the students, teachers, communities and communities
Negative attitudes and behavior of teachers, students, administrators and supervisors
Loud, noisy students, and noisy environment

Improper dealing with parents.

Less supportive attitudes and behavior of other teachers/professionals

Absence of effective collegial social support

Hostile parents and communities

Physical source

Large class size
Lack of instructional materials
Unavailability of reference materials for teaching

Time and resource difficulties (time pressure, lack of facilities etc)

System related source

Limited opportunities for promotion

Lack of technical supports

Inadequate discipline policies of the school,
Bad evaluations system

Work overload,

Unfulfilliient of the recognition needs
Lack of recognition for good teaching,

Role conflict and role ambiguity

4. Financial source

Lack of financial support
Low status of the teaching profession

Low salary and other benefits

Effects of teacher burnout

‘¥

Teacher burnout can significantly affects the teaching profession. Instead of improving
the access, quality and efficiency of education system it rather deteriorate it. According
to McGee-Cooper (1990 as cited in Susanne Carter 1994) if teachers are in a burnout
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situation they lack: a) energy b) Joy c) enthusiasm d) satisfaction d) motivation e) interest
f) Zest g) dreams for life h) ideas I) concentration j) commitment k) temper 1) self-
confidence m) humor n) devotion o) change and innovation p) collaboration

The burnout situation also changes the feelings of the teachers. The most frequently
observed feelings according to Pullis (1992 as cited in Susanne Carter 1994) are: a)
feeling of exhausted b) feeling of frustrated c) feeling of overwhelmed d) feeling of
guilty about not doing enough e) feeling of irritable.

Teacher burnout influences the behaviour of the teachers as well. Some of the distinct
behaviours of the teachers due to burnout are: a) act only as a passive teacher and does
not bother whether or not students have learnt b) become absent in school, and if present,
try to avoid teaching c) shows several physical, psychological and behavioural disorder
(headache, weight loss, isolation, indifference, non responsive, use of narcotic etc
changeable mood, irritability etc) d) becomes de-motivated, dissatisfied, deterioration in
work performance

Approaches to reduce teacher burnout

Reducing teacher bumout is a quite difficult task. The concern persons need to be very
careful in order to reduce the burnout. Due to the psychological nature, enormous efforts and
attentions are necessary while working in this area. In this context, Susanne Carter (1994)
has described three school-based approaches to minimizing burnout. They are:

L

Reducing Environment Stressors: promote a greater sense of efficacy and control
among teachers, school restructuring will help significantly. The restructuring must
include school-based management, accountability, career ladders, curriculum initiatives,
flexible scheduling team teaching etc. All the educational activities such as to improve
teaching and learning, education policies, curriculum policies, professional development
teacher training etc need to be addressed properly. Unless they were not addressed on
time teacher burnout will continue to be a prevailing concern in the school system.

Increasing personal capabilities: personal capabilities such as stress coping skills,
Employee Assistance Program to help employees deal with personal problems need to
be initiated. Most of us have stresses at some time in our lives. Generally we can
manage them on our own. At times, however, it is helpful to discuss problems with
someone other than our family or friends. This program provides you and your family
with such an opportunity. Examples of the type of assistance provided are: Crisis
intervention, assessment, information, and referral services are available for a wide
range of problems which affect personal lives, and may carry over into work. Stresses
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such as marital and family difficulties, problems with drinking or drugs, or emotional
distresses, can be discussed confidentially through an early assistance program.

Social support: There are a variety of ways to reduce teacher burnout through social
supports. School professionals can enhance social support as a way to minimize
burnout. These include working together on problems (teaming), establishing mutual
support groups, and creating professional discussion and debriefing mechanisms.
According to J. T. Mitchell & G.S. (1993) it is a psychological and educational process
intended (1) to mitigate the impact of a traumatic event, and (2) to accelerate normal
recovery in normal people with normal reactions to abnormal events.

Strategies to prevent teacher burnout

To prevent teacher burnout various strategies have been implemented in the West.
Understanding strategies used in the west will help in reducing the teacher burnout position
in Nepal as well. The following strategies have been drawn with the help of various
literatures related to teacher burnout.

Promoting good mental health and socially competent behaviors among students;

Preventing the development of emotional/behavioral disabilities and student
involvement in gangs and violent actions by using strategies such as screening and early
intervention, school wide discipline plans, and positive alternatives to violence and
gang activities;

Developing programs to meet the needs of students with emotional/behavioral
disabilities as well as those at risk for developing these disabilities at the district,
building, and classroom level

Addressing the issues of stress and burnout among teachers who work with students
with emotional/behavioral disabilities.

Doing relaxing activities

Organizing time and setting priorities

Maintaining diet and exercise

Discussing problems with professional colleagues

Taking a day off

Allowing time for teachers to collaborate/talk,

Providing more workshop / in-services / advanced courses,
Providing more verbal praise/reinforcement/respect for the job,

Providing more support,
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e  Providing more paraprofessionals/support staff/clerical assistance,

e  Providing more educational opportunities to learn about students with behavioral
disorders and program options,

e  Building better communication and decision-making involvement with administrators

e  Consult with the teachers on matters such as curriculum development or instructional
planning, which directly impact their classroom

e  Provide adequate resources and facilities to support teachers in instructional practice

e  Provide clear job description and expectations in an effort to address role ambiguity and
conflict

e  Establish and maintain open lines of communication between teachers and
administrators to provide administrative support and perforrmance feed back that may
act as a buffer against stress

e Allow for and encourage professional development activities such as mentoring and
networking, which may engender a sense of accomplishment and a more fully
developed professional identity for teachers

Useful tips for teacher

Some of the tips can be useful to prevent teachers from the burnout. In this context, the
following tips will be useful.

Useful tip Usefulness
Exercise Makes fresh improves cardiovascular system
Leave teaching at school Reduces schooling tensions at home, have more time for
family

Don't schedule all the | Provides time for relaxing, open space will make flexibility
leisure time

Get plenty of sleep Well rest reduces problems and mental tensions

Pursue a project for hobby | Find work that requires so much concentration towards
hobby and pleasure instead of schooling work increases
pleasure and reduces various types of dilemmas

Find a friend and share the | Sharing problems help to resolve them properly and gives
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problems

satisfactions and reduces the condition of loneliness

Don't feel that you must do
every thing

Nobody can perform every duty. All human being have
some problems like you. Thus these feelings will help to
reduce tensions.

Recognize and accept your
limitations

Own limitation makes you satisfaction in the condition of
not completing the work

Learn to tolerate and

forgive

Try to understand other persons' concemns and fears and
learn to tolerate and forgive. It will help to see and
understand the even the critical situation and replicate it
into own situation.

Learn to plan

Each and every activities need to be planned. This will help
you to complete them on time and fulfill the expectation
which will not create the situation of stress and burnout

Be a positive person

Think positively, do positively, behave positively will
reduces the tensions and dilemmas. This will also help in
the accomplishment of task. the accomplishment of task
increases the satisfaction.

Learn to play

Create the working environment joyful, learn to play, relate
the works into the playing situation, and organize them in a
more enjoyable environment.

Try to use
instructional strategies

new

Try something different approaches to instructional
methods will makes the teachers more creative and active.
Sharing experiences, collective work will reduce the
problems of isolation and ineffective, which ultimately
reduces burnout.

Challenge yourselves to
keep learning

Continuous learming makes the teachers more
knowledgeable and informative. These will help them to
resolve various problems related to teaching. Similarly,
knowledge and information makes them more powerfiil and

the situation of burnout can be reduced

Collaborate  with  your

Collaborative work will provide a forum to the teachers to
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colleagues discuss and resolve their problems mutually. Mutual work
further create the environment of friendly and supportive
and protect them being burnout.

Give yourself permission | Accept that teaching is difficult and challenging. Nobody
to be less than perfect are perfect and if there is only one mistake of failure,
teachers may be blamed and thus, develop the feelings that
human makes mistakes. This feeling will develop the
tolerance power and prevent them from burnout.

Reflection

Teacher burnout is the chronic stressful situation where teachers become more or less
unproductive. There are various meanings of teacher bumouts. The most common and
universally recognized meaning of teacher bumout is connected with the emotional
exhaustion, depersonalization and reduced performance. Various sources are responsible for
burnout. The sources are related to the environment, organization and personal background
Moreover, the sources of burnout can also be categorized into four major areas. They are
behavioural, structural, physical, and financial.

Bumout has multifaceted effects in teaching and learning. Instead of improving the access,
quality and efficiency of education system it rather affects it. Several effects of burnout can
be observed. They are related to the changes in the feelings and behaviours of the teachers.

Teacher burnout can be reduced and prevented. Several approaches have been used
internationally. Some of the approaches are reducing environmental stressors, increased
personal capabilities and social support. To use these approaches, a number of strategies can
be used. Teachers themselves can also reduce and prevent them from being burnout.
However, teachers need to be trained properly and training should focus in providing
knowledge and skills related to the burnout. Certain measures, precautions, strategic planning
etc need to be initiated to make the teacher training more sensitive towards the burnout.

Suggestive measures

Teacher training is the most important activity in reducing and or preventing teacher burmout.
Here some of the suggestive measures have been proposed that teacher training need to be
addressed properly in order to reduce and or prevent teacher burnout. The knowledge and
skills that teacher training should focus are:

1. Teachers need to feel good about themselves and their abilities.

2.  Restoring balance within the staff, improvement of staff morale and school climate
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10.
1.
12.
8.
14.
16,

16,

~ Knowledge of: a) classroom research b) classroom management c) change management

etc.

Skills of: a) improvement of staff morale and classroom improvement b) stress
management c) interpersonal communication d) bargaining and negotiation

Reducing individual's feeling of isolation through collaborative school climate

Initiating various activities such as regular meetings, discussion sessions, professional
discussion programs, information sharing etc

Professional development and enabling teachers for: a) looking back looking ahead b)
maintaining professional portfolios c) organizing professional conference and
workshops d) sharing ideas and innovations

Access to instructional resources

Perceive properly the classroom behaviours
Develop morale and attitudes

Self esteem development and

Receiving occupational feedback

Preventing occupational distress

Way of changing life style in a stressful condition

Reflection through questioning themselves. Such as: a) how well prepared am I to
teach others b) am I in a right track c) Am I improving and renewing knowledge and
skills time to time d) what about teaching materials e) do I explore new approaches of
teaching learning f) do I have made regular contact with new ideas and development in
the respective field of teaching learning g0 how does teaching fits into the rest of my
life etc.

School-based programmes to promote and prevent burnout are essential to improve the
quality of teaching, It should include the following dimensions.

Providing knowledge about the culture of school to the newcomers

Creating appropriate teams of teachers, staff, and students to support and learn each
other

Development of instructional designs to enhance and expand intrinsic motivation for
earning and problem solving.

Restructuring the school structure for making it more decentralized and sharing
culture in making decisions

Personalized support and guidance

Development of team culture in teaching
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e On the job training in managing stress and bumout
o Use of participatory decision making approach
e Autonomy in teaching and learning

o Developing culture for assisting those with chronic and severe problems.

Major issue related to teacher burnout in the context of Nepal is analyzing the existing
training curricula and packages including the self-learning materials firom the perspective of
burnout and updating them with the sufficient knowledge and skills of teacher burnout
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Education Indicator and Its Classification: Education for All
(EFA) Indicators

Hari Prasad Lamsal”

Numerous strategies and new initiatives for improving the quality of schooling at the primary
and secondary level have been considered important and implemented with the support from
international development agencies. These initiatives include several activities such as;
improvement of the physical facilities of schools, increasing the availability and quality of
teaching materials, in-service training of teachers, improvements of teaching methods, school
based support to teachers etc. With the introduction of these activities, it has been intended to
bring out the changes in the functioning of the school system. The changes have been
occurred or not are beyond the scope of this paper. The only concern in this regard is that
how one can notice or observe the changes in more precise and accurate way. Without any
specific measures, the observation of changes would be subjective judgment depending upon
an individual's perceptions. Hence, changes can only be observed through the use of certain
types of 'yardsticks', which serve as measures of whatever change or improvement or
progress the program has brought to system.

Concept of an indicator

Simply, education indicators are statistics, but not all the statistics about education are
indicators. Only those statistics qualify as indicators if they serve as 'yardsticks' to provide
information on the functioning of the education system. Hence, indicators are statistics that
are expected simply to provide information about the significant features of the educational
system thereby reflect important aspects of the system. For example, the number of students
enrolled in primary schools is an important fact, but it does little to tell us how well the
education system is functioning. However, percentage of students who have successfully
completed fifth grade of primary education can provide considerable insight into the health
of the education system. Therefore, later one can appropriately be considered an indicator.

Moreover, indicators assess the current situations of development compared to the set
objectives. They monitor the program implementation and evaluate whether the set
objectives of programs are achieved or not and if not, why and what are the problems. It
shows that indicators are management tools used to understand the state of the development
of the education system by enabling management to monitor the effectiveness and efficiency
in the delivery of education services and judgments on key aspects of the functioning.

Components of an education system

Education system is also a social science, which can be viewed as a form of "production.”
The four components of education system such as; input, process, output and outcome need
to be diagnosed clearly in order to understand the education indicators. The details of the four
components of the education system are:

«» Inputs: The real resources which are used in education system are called inputs.

T Section Officer, Department of Education, Sanothimi
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Students, teachers and non-teaching staff, curriculum, teachers' guide, textbooks, physical
facilities and equipments, financial resources, support from community and parents are
the examples of inputs.

» Processes: The interactions between students and inputs, and among inputs, in
teaching/learning processes and contexts (in the classrooms) are processes. Teaching
learning activities, extra-curricular activities, attendance and absenteeism of students and
teachers are examples of process.

¢ Outputs: The direct and more immediate results or effects of education are output.
Students graduated and increments to test scores are the examples of output.

% Outcomes: The ultimate or eventual effects of education are outcomes of education.
Increased earnings, improved social behavior, employment, contribution to productivity,
improved health, decreased crime and other non-monetary outcomes are the examples of
outcome of education.

Types of Indicators

On the basis of the above 'production' model, indicators tend to be classified depending on
whether they reflect the means, the process, or the end in achieving the objective. Vos (1996)
proposed four types of indicators: input, access, output and outcome indicators. The World
Bank defines input, process and impact indicators in its approach to project monitoring and
evaluation. But US-AID and many other aid- donor institutions adopts 'logical framework'
distinguishes three different categories: input or activity indicators, output indicators and goal
and purpose indicators. In this way, indicators can also be categorized (grouped) in several
other, different ways, such as indicators of quality, material resources input, education
finance, human resources, access and participation, internal efficiency, external efficiency,
and learning needs. These categories are not mutually exclusive.

a. based on 'production' model

Whatever classification is used to define the types of indicators, it is best to think of a chain
of indicators that help us link ‘inputs' that lead to a certain types of activities and responses of
beneficiaries into achieving immediate program objectives as well as broader development
objectives. Therefore, indicators are usually classified as belonging to one or other of these
four categories because they are measures or interaction or relationship of four components
(input, process, output or outcome) of education system which includes individual (student,
teacher) to system performance. Sometimes, inputs and processes are jointly described as
resources or determinants whereas outputs and outcomes are termed results or effects.

)

< Input indicators: Input indicators are measures for the effectiveness of resources, both
human and financial devoted to a particular program, used in the education production
activity. Examples in education would inclide number of students, schools, teachers,
facilities, instructional materials and equipment. Inputs of financial resources include
expenditures on teacher salaries, equipment and classrooms, etc.

** Process indicators: Process indicators measure ways in which program services and
goods are provided. They are measures that determine the interaction taking place among
inputs and refer to the procedures or techniques that determine the transition of inputs
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into outputs, and are thus of evaluative importance. They are also determinants (and are
also resources) that reflect forms of interaction between teachers, students,
administrators, materials and technology. Number of school days in a year, number of
years to complete a certain level of education, absenteeism of teachers, absenteeism of
students, promotion rate, drop out rates and repetition rates are some of the examples of
process indicators.

Output indicators: Output indicators are results/effects or changes readily observable on
completion of a level of education. And, they try to measure to what extent the immediate
objectives are achieved. These are the immediate effects of what education system are
produces. Student attainment and student achievement increment, attitudinal and
behavioral effect (motivation, discipline and other similar factors) are some examples of
output indicators.

Outcome Indicators: Outcomes are usually longer-term effects of education, over a time
period extending several years. Outcome indicators are results and effects on individuals
and society as a whole that are evident over time as a consequence, or following
interaction, of educational outputs with the societal and socio-economic context. These
education outcomes are effects more distant in time after completing education, and are
usually more dispersed in occurrence than education outputs. Extent of retention of
learning and skills acquired such as literacy and numeracy several years later, admission
to further education and training and achievement in subsequent education and training
are the examples of outcome indicators. Individual's subsequent employment status,
earnings, job satisfaction, consumption behavior, career development and progression,
life satisfaction, personal behavior, attitudes and contribution to society are other
indicators of outcome.

b. based on the value judgment (nature it shows)

In addition to the above-mentioned types or classification, all indicators are commonly
classified as reflecting one of two "types": quantity, or quality, in education. It is clear that all
indicators measure quantity, but for many indicators the value (measurement) at any given
time also reflects a dimension of quality.

)
0.0
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Indicators of quantity: The term "quantity" refers that there is more or less of
something, which reflects a numerical condition and measures statistically the amount or
value of inputs or resources available. The number of students, teachers, costs, facilities
or textbooks at a specified time is the examples of indicators of quantity. Quantity can
refer to an input, process, output or outcome dimension of education. Student enrolments
(gross enrolment ratio, net enrolment ratio), average daily attendance, total expenditure
per pupil, libraries, classrooms, number of students having textbooks, number of books
available in school library are some of the quantitative input indicators whereas student
progression (number, including of females) and examination passes are output indicators
in a quantitative terms.

Indicators of quality: The notion of "quality" refers to the extent of possession of a
particular desired attribute or characteristic. The concept of "quality" can mean different
things depending upon the context. Common perceptions or definitions of quality include
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reference to value added, standards, reputation, efficiency and availability of resources.

Sometimes the quantitative indicators can also reflect an element of quality of the education
input, output or process. Therefore, many indicators of quality reflect a quantitative
improvement in the delivery of educational services. More textbooks per class, an increase in
the number of teachers relative to the average number of students in a classroom, and a

reduction in drop-out rates are commonly assumed to be indicators of improvements in the
quality of education.

Increase in the proportion of trained teachers says something more than just the quantity
because the term trained indicates the changing quality of the teaching force. Similarly, more
number of qualified teachers is quantitative measures but says something about the quality.
Number of trained teachers, pupil/teacher ratio, pupil classroom ratio, textbook-pupil ratio,
percentage of qualified teacherg and percentage of classrooms in good condition are the
qualitative input indicators. The indicators of quality in terms of process are hours of study in
class, absenteeism (students, teachers) and use of teaching aids. There are also qualitative

output indicators which are the percentage passing final examination and employment status
of graduates.

c. based on use of variables used

In terms of use of variables and nature of an indicators, the above indicators can also be
grouped into two major types — simple indicators (sometimes referred to as descriptors) and
performance indicators.

<* Simple Indicators: Simple indicators measure identification of one aspect of education
at a point in time and over time. They are also called descriptive indicators, first-order
indicators, or single variable indicators.

Measurement of such indicators is computed by a number or percentage. Some of the
examples of simple indicators are numbers of trained teachers, enrolment rates (gross, net
and age-specific).

Simple indicators do not usually reflect any particular aspect of qu: ‘v in education.
They are useful when the task is to measure quantitative progress tc..vards numerical
educational targets, such as enrolments.

«» Performance Indicators: Performance indicators are an acceptable means to gauge the
performance of a system or the implementation of a program. Therefore, it also attempts
to describe the dynamics of the system rather than simple time "snapshots."

An indicator of education performance is defined as the relationship between one component

of the educational system — pupils — and another, such as teachers, in terms of their

interaction within the system. Two variables are combined to form a ratio indicator. It is
measured or "derived" from two variables and relates inputs to process or outputs to inputs.

Examples include student/teacher ratio, unit costs, and textbooks per student.

Classification of Education for All 18 core indicators

Based on the above classification, EFA 18 core indicators can be categorized into the

following.

¢ Participation indicators: These are the indicators relating to student enrollment which
shows the participation between boys and girls, and among different groups. Gross and

L)
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enrollment (gross and net intake rate to primary) ratio in different levels of education are
the examples of the participation indicators.

< Equity indicators: The concept of equity refers to equality of educational opportunity
among pupils in getting into and progressing through the education system, and when
leaving it. Gross enrollment ratio of dalit and Janajati, gender parity index in terms of
enrollment and literacy, % of schools with female teachers, % of schools with transitional
language support are the examples of equity indicators.

> International efficiency indicators: Efficiency indicators are used to monitor the
attainment of one of the program’s or system's objectives, producing quick results at the
least possible cost. Internal efficiency deals with the use of resources, and refers to the
internal dynamics of the educational system in transforming inputs and processes into
outputs. It refers to how well the organization achieves its shorter term objectives such as,
gains in academic achievement. Internal efficiency thus emphasizes minimum wastage
(drop-out, repetition, failure), rates of transfers in/out by grade, completion rate, years of
study per graduate, survival rate by grade.

** Quality indicators: The definition of quality has mentioned earlier section. The
indicators of quality are; % of trained teachers, pupil teacher ratio, teacher school ratio,
student school ratio, % of schools with students getting all textbooks within one week
after beginning of the session, % of new entrants in grade 1 with ECD/PPC experiences.

Conclusion

Education indicators are important at both at the national and local levels including school
and teachers and have multiple measurement applications. They are important at local level
(school) for self evaluation which reflects an interest in what happens at the school level and
inside the classrooms as well as what is the real situation. Therefore they are useful to assess
the current situations of school organization, school climate and head teacher leadership and
other many important aspects.

At the national level it helps to identify the health of the education system by providing
accurate and precise information to illuminate the condition of education and contribute to its
improvement. As claimed by Jaeger (1978), education indicators are essential to a report of
status or change of status of the entities under study. Education indicators are thus expected
to assist policy makers as they formulate schooling goals and translate those goals intc
actions.
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Action Research in Teacher Training: Theory, Our Practice and
Challenges for Futures

Deepak Sharma*

Context

In teacher training, action research is a powerful instrument for the professional development
for both instructors and trainee teachers. Before five years, when National Center for
Educational Development (NCED) published it's first news letter, one issue was raised that
why action research should be the part of our teacher training? However, realising the
importance of the fact, action research has been significantly introduced in the course of Job
induction training for Resource Persons. Moreover, after the implementation of the Teacher
Education Project, it also become the part of the annual program of Primary Teacher
Training Center's (PTTC), and continuously last two years there is the provision of action
research in the Annual Work Planning and Budgeting. Therefore, last couple of the years,
there has been a growing concerns in the practice of action research in teacher training
activities basically in PTTC based activities.

But, critically, we can say that instructors of PTTCs are facing challenges for handling action
research properly due to the lack of proper knowledge on the theory and practice of action
research. Even some of the senior instructors are also found themselves in confusion about
the handling this program although practice is growing slowly in the PTTCs based teacher-
training program. Therefore, Discussion on the theory and practice of action research is still a
vital question in our present practices.

Of course, emerging leadership of education sector often signals a possible change in the
social system of the school, but it will not come easily in most settings. C: “textual research
based professional development may gear up the possible change. We oelieve that our
training program should visualize it. More over, now a days, several people welcome the
competency based teacher-training course developed by the Ministry of Education and Sports
(MOES)/NCED. However, decision-making about the strategies to improve teaching-
learning skills by individual instructor is best made in the PTTC rather than at the national
level. These decisions need to be grounded in data acquired through school and PTTC-based
research.

Action research is not a new methodology and it is receiving increased attention and value
around the world. For around six decades of years, action research has been an avenue for
creating professional learning communities whose members engage in problem solving and
for attaining individual and collective goals. (Calhoun 2002) but, in contrary, when we
discuss about the success of action research in PTTC based practice several questions need to
be discussed fromthe beginning as the key questions. Such as: what is action research? Why
is action research effective in teacher training? How it seems differ than other type of

* Research Officer, NCED.
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educational research? How it is carried out? What are the tools for data collection? What are
the important areas of action in teacher training and school based practice? Who should
conduct Action Research? And finally, what are the potentials and challenges for the future?
Therefore, it is hoped that this article will help practitioner researchers working at different
teacher training centres.

What is action research is

Action research is defined and used differently by different people in different context.
Simply, ‘it is a way of trying out changes and seeing what happens (Tyalor 1994)' It is the
study of social sityation with a view to improving the quality of action within it (Elliot 1991).
Action research 1s a small-scale intervention in the functioning of the real world and a close
examination of effects of such intervention. It is the ways of bringing out changes and seeing
what happens. It is an appropriate whenever specific knowledge is required for specific
problem in specific situation.

It is argued that academics are watchers of the world and teachers are actors within it. Action
research is simply a very professional model of professional development that honours
teacher’s commitment to improving educational practices (Delong 1996). Reflective practice,
collaborative inquiry, teacher as researcher, self study, and living educational theory are other
terms used to describe similar movements in Great Britain, The United States, Australia and
Continental Europe (McNiff, 1995). Hopkins (1985) described action research as an
informal, qualitative, formative, subjective, interpretive, reflective, and experiential mode of
inquiry in which all individuals know and contributing participants

Kemmis and McTaggert (1990) describe action research as a recursive, reflexive, dialectical
technique whose goal is to help people investigate reality in order to change it, or to change
reality in order to investigate it, by changing their practices in a collaborative, self-reflective
spiral of cycles. It is recursive because it is a cyclic process in which the product of one step
is used as the input for the next. It is reflexive because it is characterized by constant
reflection on the results of each step in the cycle. It is dialectical in the sense of a critical
investigation of the truth of people’s opinions.

Why Action Research is Effective

In teacher training Action Research is considered effective for several reasons. Wideman,
(1995) has argued that in teacher training action research is considered effective for several
reasons. Action research focuses on promoting "learning" rather than on delivering
"instruction". Learning is a natural, cumulative activity that individuals undertake in order to
meet perceived needs by changing themselves. Training, on the other hand, is the attempt by
authorities to direct the potential of learning in the individual Action research begins from
the natural investigative process teachers have been shown to use when making changes in
their classroom practices (Wideman 1995). Action research makes that natural process more
systematic and effective. Action research promotes a self-generated desire for self-
improvement. (Brundage and Mackeracher, 1980). A great deal of learming is motivated by a
need to respond to work-related problems (Tough 1982).
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Cohen and Manion (1994) have identified remedying problems, in-service training,
innovation, improving communication and providing alternative approaches to problem
solving as the purposes of action research. Action research is effective because of support for
the leamer is built in. Teachers need support when they are changing classroom practices. In
fact, the traditional isolation of the teacher in his or her individual classroom is a significant
hindrance to change. Support is particularly needed when the change involves changes in the
teacher’s value system.

In such a ways, potential areas of action research are Training methods, Learning strategies,
Evaluative process, Developing attitude and values, Management and control. In PTTC based
practices, action research is useful for instructors for several reasons. For example it is useful
for continuous professional development, for solving practical problems, as a means of in-
service training, for introducing innovation into the system, as a means of bridging gap
between theory and practice

Difference between Traditional re‘search and Action research

While comprising action research with other research selection of specific research question,
systematic data collection, analysis, interpretation and reporting is common phenomenon in
all type of research, but there is a significant different in the position of researchers, choosing
the purpose and adopting the process

Firstly, Action research is first hand research. For example, in other research expert or team
of experts does research on the instructors to find out their perforrnance, but in action

research, instructor conducts research upon their own training room practices. Therefore,

research by other experts vs. research by practitioner is one significant different between two .
types of research.

Secondly, difference can be told even in the main aim of the research. Perhaps, the main aim
of other studies conducted by the NCED would be to find out the fact or some kind of
relationship between the variables. For example, effects of trainers quality on the delivery of
the session or teachers learning achievement. But the main aim of action research would be
to improve something in instructors’ own practice as practioner researchers. ‘How can I help
trainee teacher to improve their leaming as well as teaching practices? It is one example of
research's question in action research.

Thirdly, action research is defined as a process. It is ongoing process which proceeds through
a series of cycle of Planning, Acting, Observing, Reflecting, and Re-planning are the process
of action research as ongoing or spiral rather than linear. ‘The process of carrying out an
action research enquiry with teachers on an in-service program is outlined in the form of
action reflection cycles of defining concems; developing action plans; acting and gathering
data, evaluating the effectiveness of actions in terms of values, skills and understandings;
modifying concerns, plans and actions in the light of the evaluations.

How action research is done

Does action have particular model? Much of the literature has focused on the arguments in
favour of action research over positivist research methods, saying what it is rather than how a
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study should be undertaken (Stowell, West, & Stansfield, 1997) Other action research studies
have often been characterized by an emphasis on the research findings rather than the
research process (Avison, Baskerville, & Myers, 2001). Kemmis and McTaggert (19909)
characterize action research in terms of a spiral of plan, act and observe, and reflect. John
Elliott is one of the prominent figures in the extending influence of action research around
the world. John Elliott (1991) has proposed several activities as a guideline for the action
research in school. They are: Identifying and clarifying the general idea, Reconnaissance or
describe the facts of the situation, explaining the facts of the situation, Constructing the
general plan where an understanding of a problem is developed and plans are made for some
form of intervention, Action steps where intervention is then carried out, Monitoring the
Implementation: during and around the time of the intervention, pertinent observations are
collected in various forms, Revised general plan, Developing the next action step(s)
Implementing the next action step(s) and so on...

As mentioned above, action research is a reflective process. It has more in common with
qualitative, than the more traditional quantitative research methods. Qualitative research
methods are not standardized. Emergent design is a key concept. Researchers are encouraged
to design their own methods based on general guidelines rather than fixed rules to suit the
nature of the study and the resources available. Design of action research methodologies are
anchored in the context--practitioners take control of the research process, own the problems
that they pursue, and study with goals in sight that they identify as important (Zeichner,
1993; Hampton, 1993).

If necessary, following examples of sequenced questions may provide more specific
guidance in action research. What is the problem? The problem may be identified by
reviewing current practice. For example, one could gather evidence of teachers' learning to
identify gaps between the intent of one’s training practice and the actual attainment of
outcomes. How do I improve my practice? What kind of evidence can I gather to show the
impact of my work? What are some "possible solutions"? Solutions may be found in one’s
imagination, by talking with critical friends and other colleagues, and by searching the
educational literature. How do I record data and reflect on it? Keeping a journal and
discussing it with one’s critical friends are effective methods. Writing is a thinking process
which promotes reflection and results in insights that improve practice. How do I share my
experience with others? This is how the practitioner demonstrates and models his or her
professional development and contributes to the improvement of educational practice.
Holding a meeting, conducting a workshop, or writing a paper are possible ways to fulfill this
responsibility. What is next? Action research is an open ended, ongoing, cyclical process.
The solution one develops to the initial problem will generate the next problem to be
addressed. This is the catalyst to continuous professional improvement.

Tools for data collection in action research

What data will we need to gather so that we can evaluate the influence of our actions in our
professional and community contexts? What data will we need to gather to evaluate my
influence on the quality of training? Many practioners are in confiision about the tools for
data collection in action research. Keeping detailed diary is strongly suggested in such type
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of resources. Observation notes, Documents/journals, Questionnaire, Interviews, Tape,
Audio/Video Recording, Photographs, Profiles, Life histories are considered as the tools of
data collection. Tools may vary on the nature, purpose and source of data collection.

Action Research and Teacher Training: Identifying the fields of action
research

Since the publication of Stephen Corey’s book in 1953 on action research to improve school
practices, several writers have seen its influence grown in teacher training and education on a
global scale (Whitehead 1999) It can also be used by professional educators by considering
the specific research questions like ‘How can I help you to improve your learning?

Action Research is a current and popular technique in the area of staff development and pre-
service training. One reason that action research in teacher training is situated directly within
the reality of schools and classrooms. It relates directly to what busy teachers regard as
relevant to their own practical questions about teaching and leaming. It provides a vehicle for
improvement of practice and staff development. Action research asks educators to study their
practice and its context, explore the research base for ideas, compare what they find to their
current practice, participate in training to support needed changes, and study the effects on
themselves and their students and colleagues. (Calhoun 2002)

Practitioners need to find themselves the field of action research in PTTC based practices.
For example, Improving and modifying the practice of instructor in teacher training and
other professional support, Improving and modifying the teachers’ classroom teaching
practice by working with teachers; Improving school management by working with Head
Teachers (HT), Developing interest, attitudes and values of the teachers towards their
profession, Developing team work of instructors as well as teachers and active participation
in decision making; Dealing with specific issue or problem of training process, Developing
re-current or need based training course or modular , Improving Teacher Management
Information System (TMIS). Improving teachers attitude is found as a subject area of action
research in PTTC surkhet and PTTC Rupandehi linked its research practice in introducting
separate training delivery approach for new and old teachers.

Because of our interest in action research in in-service teacher education, we think we may
find particularly significant research question ‘How do I improve what I am doing?’ in the
context of helping our teachers to improve their teaching capacity. In working to improve
their practice we need often engage in cycles of action and reflection in which we create an
action plan to enable them to live their values more fully, they act and gather data to enable
them to make a judgment on their effectiveness, we evaluate our and their actions in relation
to their values, skills and understandings and modify their concerns, plans and actions in the
light of their evaluations.

Who should conduct Action Research in PTTCs: Senior Instructor or
Team of instructors?

One of the very serous concern is that, in some PTTCs, action research was going on but
some instructor were not participated and even some were not informed what was actually
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going on under the program of action research. Was that a proper way of doing action
research? Putting such type of questions, we are trying to introduce the significant role of
teams of instructors, teachers, administrators, and other educators in central offices, NCED,
RC and departments of education. Many studies have shown that teamwork and effective
communication are some of the important pre requisites for successful action research.
Hopkins emphasizes changes in classroom practice through careful study by individual
teachers as researchers. But, Sagor emphasizes the development of collaborative action
research teams who identify issues or problems, study the context of those problems, collect
data, take actions, and engage in discourse and reflection around the results of those actions
(Calhoun 2002).

In the action research process, the training centers become a learning organization for
principal, instructors, teachers, and students. In collaboration with others, instructors collect
information about the effectiveness of their practice, analyze the information, and draw
conclusions about what parts of their program are working and where improvement is
needed. Ifthe group wishes to use action research to support training improvement as well as
individual professional development, the administrators or senior instructor in the
PTTC/NCED system and or district need to support meaningful ways. In most settings,
school or PTTC and Resource Person/District Education Office staff members will need to
change the way they use data, study teachers as well as their students learning. These
changes are unlikely to occur if principals, district office staff members, and the
superintendent do not participate and help lead the effort.

The Potential for Change and challenges

Action Research has potential for developing collaboration with schools. But conducting
action research is very challenging job for practioners. Firstly, it's a challenging task for
senior instructors to help staff structure action research into their work and the work of the
organization. Yet we know that improvement in education requires us to change the typical,
ineffective practice of professional development. When used as an organization-wide process
for improvement, action research changes the context and provides a way of organizing
collective work so that professional expertise is tended and extended, helping to build a
strong professional learning community. Whether action research is used as a school
improvement tool or as an individual professional development option, staff members who
draw on the current research base, add to their current knowledge, and create new
knowledge-in-action can make instruction in the school or in the classroom more intentional
and effective for student learning.

Another challenge is that what needed to Support Action Research is. The professional
begins with what he/she values and cares about to determine the research question and
process, and to choose his or her critical partner. Advisor/practitioner relationships may serve
as a starting point.
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The relationship among critical friends requires trust and the expectation of reflection from
each partner. This process of equals learning together by reflecting on their individual
practices may be difficult for some teachers, HT and instructors who have little experience or
ability in acting collaboratively. They will need coaching by colleagues who possess the
required skills and attitudes. The following factors support a practitioner engaging in action
research: Creative, reflective, teachers as critical friends,a supportive administrator who
encourages risk taking and who celebrates successes, a training center and school culture that
honours professionalism and reflective practice, time to plan and to record one’s research in a
journal that includes observations and reflection, information and in-service on how to frame
a question, collect data, analyze data, work with critical friends, share the research process
and results with others, a self-generated research plan, including questions and research
processes, validated through discussion with one’s critical friends, the capacity to publish
and accredit the practitioners’ action research process and results. The role of communication
in action research is also notable. One of the distinguishing characteristics of action research
1s the degree of empowerment given to all participants.

Is every instructor a researcher? To answer this question in practical behaviour is the next
challanges. It is argued that action research is a social process in which students and teachers
work together to improve the processes of teaching and learning. It is participatory in the
sense that people can only do action research on themselves, either individually or
collectively, as a group. It is both practical and collaborative because it provides those
involved with a framework which helps them to avoid making irrational, unproductive and
unjust judgements about the topic under consideration.

Regardless of whether it is applied to curriculum development, professional development, or
planning and policy development, there is a consensus that action research is intrinsically
collaborative. Kemmis and McTaggart (1990) argue that it occurs within groups of
participants who can be teachers, students, head teacher, instructors parents, or other
community members. What is important is a shared concern among the members of the
group. Therefore, we need to say that ‘each instructor a researcher’.

Finally, we never presume that all teachers will benefit from the change, and are constantly
searching for ways to maximize positive effects and minimize negative effects of these
changes. And the teachers are knowing, active participants in the decision-making process
about changes that should be made in the next iteration in the innovation cycle.

Conclusion

We have long been aware that "imposed” professional development and school improvement
initiatives have not usually been effective in changing classroom practices. Therefore, we
need to respect the individual capacity and responsibility of teachers instructors and senior
instructors to self-improve based on a concern for teacher achievement. We believe that
when senior instructors, instructors and teachers are action researchers they are able to make
decisions that enable themselves to succeed as adults who are capable of constructive self-
evaluation.
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Action research has become an increasingly valuable methodology in our Human Resource
Development (HRD) program and the professional capacity development of teacher
educators. The traditional method of training can be replaced with a problem oriented
approach in which the instructor presented teacher with a problem, solicited answers from
individual teacher or groups of teacher, and then helped the teacher examine the logical
consequences of these answers. To encourage teachers to work together in groups both in and
outside of the training room environment

Similar experiences insight us that action research methodology helped us answer questions
that might not otherwise have been asked, such as: how do we overcome teachers resistance
to this approach, what do we have to do to ensure that groups operate effectively, what is the
nature of the dissatisfaction that might lead an instructor to change to a problem-oriented
approach, what factors make it difficult to change the training room as well as classroom
environment, how the technique used by one person can be used by other instructors, or
transported to other institutions, what effect does this mode of instruction have on the
instructor’s attitude toward training and teaching?

Action research can change the social system in schools and other education organizations so
that continual formal leaming is both expected and supported It can replace superficial
coverage with depth of knowledge.
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Teachers' Professional Development: Issues Related to Relevancy

of Training
Gayatree Timsina*

Background

The quality of education system largely depends upon teachers’ ability, qualification and
commitment, motivation and devotion towards their profession. These qualities and
characteristics demand professional teachers for quality education. To be a professional, one
must focus on three central issues- knowledge, autonomy and responsibility (Furlong,
Barton, Miles, Whiting and Whitty, 2000). Thus, to become professional, teachers need a
range of pedagogical knowledge and skills, should be responsible towards student learning
and also require autonomy to perform their work. Teacher’s professional knowledge must be
constructed, updated, and further refined through study and training. The main responsibility
of teachers is to create suitable learning environment where students can be engaged in their
tasks and construct their own knowledge, so teachers need to be equipped with knowledge of
subject matter and pedagogical skills. Teachers’ pedagogical knowledge, competency and
accountability towards their profession have a great impact in managing and performing
classroom practices in an effective way.

It is necessary to develop teachers’ professional knowledge and competencies through
training in order to make effective teaching learning activities and raise the level of students’
achievement. Different long term and recurrent training are also being conducted through
different institutions to ensure Nepalese teachers’ professional quality. But different studies
claim that Nepalese teachers do not behave and act professionally as they have supposed to
act. On one hand, a majority of teachers lack professional knowledge and skills; on the other
hand those who are trained and assumed to have required professional knowledge and
competencies, often do not use skills and knowledge acquired from training in their
classrooms practices (MITRA, 2001).

There is an increased demand for quality education in the country. In this regard, teachers’
role is crucial but teachers cannot contribute to students’ leaming unless professionalism is
developed on their part. In this context, the paper discusses whether teaching in Nepal has
been considered as a professional activity. At the same time, it also discusses on how far the
existing certification training is relevant to develop professionalism on Nepalese teachers.

Profession, Teaching Profession and Professional Development

Before discussing relevancy of teachers' training to the professional development of teachers
let me start with the meaning and concept of profession, teaching profession and professional
development.

* Instructor, NCED
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Profession

Different authors have defined the term profession differently. An occupational group such
as doctors, lawyers or teachers has a specialized body of knowledge acquired from long
periods of study or training, is central notion to any traditional definition of professionalism
(Furlong, Barton, Miles, Whiting and Whitty, 2000). For Lioyd E. Blauch, profession
possesses a specialized skill requiring long study and training, success measured by quality
of service rendered rather than by any financial standard, the organization of professional
association to maintain and improve service and also enforce a code of ethics (cited in
Becker, 1970). Becker (1970) defines profession in terms of professional responsibility, a set
of difficult body of knowledge, monopoly in use of knowledge, licensure procedure to
control entrance into the practice, service governed by code of ethics, professional autonomy,
sizable income and high community prestige. For Lortie (1975), members within a profession
jointly possess knowledge in arcane form, which is not available in layman. Calderhead
(1994) features out profession in terms of specialized knowledge, goal-oriented activity for
the betterment of its clients, capability to work even in complex and ambiguous situation,
development of knowledgeable skills through repeated and reflective practice.

Summarizing the views of different authors the term ‘profession’ can be defined on the basis
of some features. An occupation becomes a profession only when it possesses some
fundamental characteristics such as specialized knowledge and practical skills acquired
through long periods of study, training and experience, specialized role for public good;
autonomy in use of knowledge and skills; associative solidarity and collegial feeling.

Teaching Profession

If we examine teaching on the basis of specific characteristics of profession it lacks some of
the fundamental characteristics. Lortie (1975) says special schooling for teachers is neither
intellectually nor organizationally complex as compared with other recognized profession,
like doctor, engineer or lawyer. Training period is shorter and comparatively casual,
mediated e. :r~  .nitive in teaching. It lacks a preexisting body of practical
knowledge, no spec. preparation is required and learning-while-doing is seen very
important, solidarity and collegial feeling i1s lacking, teacher work largely in isolation from
their colleagues (Ibid). Fullan (1991) puts teaching at lower status of professional job. He
supports Shulman’s (1989) argument as teaching is trivialized, its complexities ignored, and
its demands diminished (p.307). In Ahlstrom’s (1998) view, teaching is not more than an
occupation. He claims that teachers are seen as having an insignificant body of common
knowledge and practically no technology. Their professional skill has been documented to a
limited extent; it exists mainly in the form of individual teacher’s private knowledge and it
can be transferred through apprenticeship observation. Professionals need sufficient degree
of autonomy over utilizing their knowledge and regulating their practice to maintain certain
standard, which is lacking in teaching due to state regulated rules, centrally designed
curriculum and curricular materials.

On the contrary, teaching has also been recognized as a professional activity. Shulman
(1987) says that teaching deserves professional status at more fundamental premise.
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Standards by which the education and performance of teachers must be judged and more
clearly articulated. There exists a knowledge base for teaching - a codified or codifiable
aggregation of knowledge, skill, understanding, and technology; professional ethics and
disposition of collective responsibility - as well as a means for representing and
communicating it. Teaching is a reflective and problem solving activity, which it shares with
many other professions (Calderhead, 1994). Professionals often deal with the problems of
complex situation, use their expert knowledge to analyze and interpret them for making
judgements and decisions for action for the benefit of their clients (pupils). Similarly,
teachers face complex situation of classrooms, use their expert knowledge to analyze
problems and difficulties of children, make decisions on their own judgements for students’
benefit.

In this way, there are two contending propositions about teaching - one says it is a profession
and the other says it is only an occupation or exists at lower limit of profession. Analyzing
both of the views, it can be concluded that teaching is more than an occupation. Since
classroom is a complex situation and teachers have to face its complexity, they need
specialized knowledge to analyze, interpret, and to make judgements and decisions on
students’ understanding and evaluating their achievement, update themselves with emerging
technologies required for applying different instructional strategies. Teachers’ activity should
be oriented towards students’ education, they develop knowledgeable skills from repeated
and reflective practices, and they are accountable towards students, parents as well as
towards the broader society. Therefore, this paper has regarded teaching as a profession and
how teachers’ professional development is viewed by different perspectives is discussed
below.

Teachers’ Professional Development

Defining professional development is rather a complex task, because various terms have been
used interchangeably, especially in the field of education, for professional development, such
as: teacher development, staff development, teacher learning, teacher training, teacher
education, and in-service education. Whatever is the terminology used and how different
authors have viewed it, the central idea on professional development remains almost the
same. Different views of different authors in defining professional development can be
summarized in five major themes: teacher as a learner (Fullan, 1991), teacher as a content
knowledge expert (Shulman, 1987, 1994, Calderhead, 1994), teacher as a researcher
(Hollingsworth 1990), teacher as a problem solver (Furlog, Miles, Whiting and Whitty, 2000)
and teacher as a reflective practitioner (Dean, 1995). These themes are discussed below
briefly.

Teacher as learner

Teaching is often defined as a learning process from pre-service education to retirement. It is
a self-initiated and self-directed process of strengthening knowledge, skills and expertise.
Fullan (1991) defines professional development as the sum total of formal and informal
leamning experiences throughout one’s career from pre-service education to retirement. Basic
qualification and skills required for entrance in teaching profession, the pre-service
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education, what he says professional preparation and professional development is the
upgrading and broadening of knowledge, skill and expertise, which is obtained from
induction and experience.

Teachers themselves are the learners. They have potential to learn throughout their career-
life, learning occurs by accumulating knowledge, skills and beliefs on the foundation of
previous knowledge and experience. Professional development would expand knowledge
and skills, contribute to growth and enhance student leaming (Fullan, 1991).

Teacher as content knowledge expert

A specialized body of knowledge and mastery over pedagogical as well as content
knowledge are the prime characteristics of teaching profession. Shulman (1987) categorizes
the knowledge base, essential for teaching, into seven domains: content knowledge, general
pedagogical knowledge, curricular knowledge, pedagogical content knowledge, knowledge
of learners and their characteristics, knowledge of educational context, and knowledge of
educational ends, purposes and values and their philosophical and historical grounds.

Teachers’ instructional practices depend upon their subject-matter knowledge. There is a
close relationship between teachers’ subject matter knowledge and their instructional
practices; it is directly related to their knowledge about how they teach that particular
subject. Shulman (1994) extends Schwab’s view on subject matter knowledge as it includes
both substantive and syntactic structures. The substantive structure consists different ways, in
which the basic concepts and principles of the discipline are organized to incorporate its
facts, and the syntactic structure of a discipline is the set of rules in which truth or falsehood,
validity or invalidity are established (Ibid, p. 84). Teachers should be able to explain not
only the accepted truth but also be able to explain why a particular idea is deemed or how it
relates with other statements within the discipline and out of the discipline, in both theory
and practice (Ibid). It is not enough for teachers to understand something is so, but they
should further know why is so and under what grounds its warrant can be asserted and under
what circumstances the beliefs and justification can be weakened or denied (Ibid).

Pedagogical content lnowledge consists of an understanding of how a subject area and the
topics and issues within it can be organized and represented for teaching, It is the particular
form of content knowledge that embodies the aspects of content and the knowledge of
generic principles of classroom organization and management. Pedagogical content
knowledge includes for the most regularly taught topics in one’s subject area, the most useful
forms of representation of those ideas, the most powerful analogies, illustrations, examples,
explanations, and demonstrations (Shulman 1994). It also includes an understanding of what
makes the learning of specific topics easy or difficult, the conceptions and preconceptions
and misconceptions of students of different ages and different background. Teachers need
knowledge of applying different teaching strategies to avoid misconceptions, if the students
have, and reorganizing their understanding (Ibid).
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Teacher as researcher

Teachers need to be informative and analytic and also seek to get more information about
students, how they learn, where they get difficulties, what teaching learning strategies would
be appropriate for effective learning and how curricular materials be utilized. Calderhead
(1994) states that “Just as a doctor possesses formal knowledge of pathology, together with
knowledge acquired from experience about patient’s behavior and various combinations of
symptoms that complicate the task of diagnosis, the teacher has to acquire knowledge about
the curriculum, teaching methods, subject matter, and child behavior together with a wealth
of other particular information resulting from the experience of working with children in
numerous context and with different materials” (p. 80).

Teacher as problem solver

Since professionals can work in complex and unpredictable situations too, they use their
specialized body of knowledge to face the problems arisen in those situations. Teaching is a
complex process and classroom is complex situation that the teachers are continuously
facing.

Professional practice is a process of problem solving (Schon, 1983). Problems arise from the
complexities of the situation and professionals should have capacity to judge, analyze,
develop alternative and make decisions even in uncertain and problematic situation.
Professional development thus, addresses to develop their capacity to work even in the
unpredictable and complex situations and resist outside interference as well as to handle the
complex classroom situation. Professional development experiences are built on collegiality,
collaboration, discovery, and solving real problems of teaching and learning summon the
strength within staff, instead of just challenging them to measure up to somebody else’s
standard (Fullan, 1991).

Teacher as reflective practitioner

Teaching is a reflective process (Dean, 1995). Teachers need to be continuously reflecting on
and developing their work, not only because change keeps coming from outside, but because
knowledge is continuously changing and developing and no school or teacher can afford to
stand still (Ibid, p. 111). Skills and knowledge they have learnt formally or informally is
reflected in-action into the classroom. Through repeated practice of skillful actions, they are
more likely to develop their self-knowledge, which is important in developing and applying
different instructional strategies. For Calderhead (1994), professionals develop various
specialist and ‘knowledgeable’ skills through repeated practice and reflection on practice. He
discusses Schon’s (1983) term ‘knowledge-in-action’ to describe the professional knowledge
that i1s embedded in skilled actions of professionals. Teachers often respond their students
immediately and intuitively due to the skilful action adapted to the context (Ibid), which they
can demonstrate but, sometimes, can not express verbally. Teachers must evaluate their
performed work, analyze the situation they have lived through, explore the understandings
they have brought through their work to prepare themselves for their future action into the
classroom. Reflective practices help professional teachers to correct their ill practice.
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On the basis of above themes derived from the views of different literature it can be
concluded that professional developmeit is the process of elaboration and acquisition of
knowledge, skill and expertise (Fullan 1991, Eraut 1994, Borko and Putnam, 1995), career-
long learning process from pre-service education to retirement (Fullan 1991), Capacity of
assessing students’ difficulties and solving the protlems arisen in teaching and learning
(Furlog, barton, Miles, Whiting and Whitty, 2000, Calderhead 1994, Fullan, 1991) and a
reflective process of action (Dean 1995).

The above themes of teacher’s professional development are relevant to the Nepalese context
too. These themes may also determine the level of professionalism in Nepalese teachers,
however, there are different issues associated with their professional quality.

Training and Professionalism of Nepalese Teachers

Teaching is one of the technical and professional works, which demands competent, qualified
and professional teachers. Different studies claim that Nepalese teachers are not professional,
as they have to be. There are various issues associated with the lack of professionalism;
however, there is a long effort to ensure their professional quality through different training
programs. In this connection, I have tried to discuss on these issues on the light of
professional development making them linked with how far can Nepalese teachers be
considered as professionals and how far the current 10-month primary teacher-training
program is supporting them to be professionals.

Reproduction of Teaching culture

Traditional lecture method is widely used teaching method from the very beginning. It is the
reality that the teachers are taught through this method and they follow the same method in
their classrooms too. Training program is also not far from this reality. It is primarily based
on lecture method. The training curriculum demands learner-centered environment, which
the teachers are supposed to transfer into their classroom practices. However, trainer provides
information what is in the package, and the trainees receive it. Although the trainees are
taught on different instructional strategies, they often use traditional lecture method in their
classroom (MITRA, 2001). The irony is that they are taught how to create student centered
learning environment but through trainer centered training. It is not enough for trainees to.
describe new ways of teaching and expect from them to translate from talk to action. It may
not be effective unless they are engaged in such activities, which may lead to change in
classrooms.

Trainee teachers read what the trainer taught and sit on examination during the end of
training period from which their knowledge in particular subject area is tested through
cognitive type of questions. In this connection, Fullan’s (1991) thesis that teacher
development is a complex process, whose success depends upon a favorable context for
learming and practical engaging activities, hardly works here. Trainees are taught learning
theories and different instructional strategies but have no opportunities to learn how these
strategies work in the real classroom situation. Very little practical work during the end of
training period may not be sufficient to gain practical experiences. This type of teaching
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culture encourages them towards rhetoric study instead of making them continuous leamers,
problem solver or researcher that the theory of professional development demands.

Use of lecture method is common in teachers whether they have learnt different methods
from training. MITRA (2001) expresses teacher’s version as “it is culture, I leamt through
lecture and my students will leam through lecture” (p. 40). They generally do not think it is
necessary to analyze and evaluate their own work. They think that their work is correct and
there is no need of further correction on it. They often do not try to find out what weaknesses
they have and what strategies may be suitable for future action. A FAWE’s (2001) study
regarding girls’ education also has the similar conclusion that teachers do not accept teaching
and teachers as problematic. As a result, they do not perceive that there could be a need for
further correction. Although it represents African situation, its resemblance with our context,
which may also indicate ‘teacher culture’ in general

There are many other factors behind teachers are not being reflective practitioner. Most of the
teachers consider teaching as work rather than as profession (MITRA, 2001), due to which
they are not motivated towards expanding their knowledge, to be innovative and establish
themselves as professionals. Thus, Smyle’s (1995) view, teachers’ learning is reflective
learning process and associated with self-empowerment, is less applicable here. As Lortie
(1975) says when teachers start their teaching career they teach in the same way as they
learned during their training. They change their way of teaching after some years and teach in
the same way that they themselves were taught in their schools. This shows that learning
from apprenticeship observation has longer effect, which is not emphasized by training
programs. Bista and Camey (2001) also say that professional learning is facilitated best in
close relation to the working place. So, training of few months isolated from real working
place may not lead to creating innovative ideas and reflecting on their own works.

Insufficient content knowledge

The prime characteristic of profession is the specialized knowledge. Teachers should have
mastery over pedagogical and content knowledge required for understanding and changing
classroom practices. Training and experience can expand and strengthen the existing
knowledge. The basic academic qualification, which is SLC level, for primary teacher is not
sufficient to get mastery over content knowledge. Although training is mandatory, more than
40 percent of primary teachers have no training at all (MOES, 2001). There is also mismatch
between recruitment, practice and provision of training for teachers. On one hand, the
qualification of SLC level is not sufficient to be a teacher, because the general qualification
does not provide pedagogical knowledge that is very essential to be a teacher. On the other
hand, the focus of training is mainly on providing routine skills for teaching rather than
expanding knowledge base. We are providing full responsibility of future generation to those
less qualified teachers. Thus, the argument of Lortie (1975) that the teachers are left at the
condition of swim or sink is relevant to our context too. Lortie further says ‘practice
teaching’ of few weeks is only the device to develop skills in teachers, which is insufficient.
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But in our context, those who have passed SLC have entered into teaching; not necessarily
they have got any training or practice teaching before entering into the job.

It is a general tendency that, those who have low academic performance enter into teaching
and remain there until they get better job. EDSC (1999) expresses such tendency of teachers
as “teaching is not seen as an effective employment option and given low status, people
frequently accept the teaching job until they get another job” (p. 97). Teachers often do not
make effort to update and upgrade their knowledge and skills because teaching has only been
used as the springboard.

Teaching needs skillful action in practice, which may not be developed only from study or
training, it needs repeated practice and refinement through reflective practice that is possible
when teachers themselves are motivated towards it and willing to apply the perceived
knowledge and skills in their actual working place. Due to the tendency of using teaching as
springboard for the time being, teachers may not try to develop thenuselves as professionals.
Unless teachers are motivated towards establishing themselves as professional practitioners
their professional growth may not be possible through external support.

Inconsistency in policy

One of the major reasons for inadequate teachers’ professional development through training
is inconsistent and arbitrary policy. The history of teacher training shows there is no concrete
policy in this regard. After implementation of National Education System Plan in 1971,
training was made mandatory to all teachers for the first time. During 1980s this policy was
withdrawn (FOE, 1998). Thereafter 150 hours training was considered sufficient. Now 10-
month training is required for primary teachers but it does not have appropriate mechanism to
monitor the private school teachers. Training of same package, mainly providing basic
knowledge and skills, is offered to all the teachers, irrespective of their experiences. Those
who are experienced may not consider it useful to them thus, may not be interested. These
factors may cause to loose positive attitudes of teachers towards training. Since they do not
have faith on training, do not rely on the skills learned through training and may not use
those skills into their classroom practices.

Although, training has been made mandatory by the seventh amendment (2000) of the
Education Act, and licensure procedure for entry in teaching has also been introduced. In the
case of female this provision has been withheld for two years form the introduction of the
revised act. Moreover, training target is limited only to the teachers of public schools. Also,
women and disables can enter without training. This type of dual standard may not be in
favor of professionalzing teaching. This increases the number of untrained teachers. Though,
it provides privilege to them but invites the deterioration of quality leading to impact on
students’ achievement. Such policy may not encourage teachers to develop themselves as
professionals.
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Evaluation/Examination system

Our teaching-learning practice is deeply rooted in rote leamming from very beginning.
Students’ achievement level is measured by centrally controlled examination system based
on paper pencil test, through memory questions, twice or sometimes thrice a year. Therefore,
even though, the teacher is well trained and willing to apply new technologies to make
effective learning environment, he/she can’t teach without considering the reality of
examination system. So, there is no other option than encouraging the students towards rote
learning to get through examination. Teacher may not be able to create child centered
learning environment, which the leamming theory demands, because of the evaluation system
too. This may be one of the hindering factors to make independent judgments of own work
and make sure whether the students learned appropriately.

Teachers may not emphasis more on creative and innovative works during their training
period too, because their achievement level is also measured by paper pencil test at the end of
training period, and they prepare themselves for examination. They are not attracted to learn
how to analyze the problems of complex classroom situation, interpret them, and make
judgements and decisions for action. Thus, Hollingsworth’s (1990) view that teaching is
research and teachers act as researchers, does not make meaning here. They lack their
inquisitiveness to access students’ understanding, analyze and identify their problems and
provide positive feedback to them.

Competency of trainers

Effectiveness of training program also depends upon the knowledge and competency of
trainers. Most of trainers working in PTTCs lack knowledge and skills that they supposed to
have. Any employee of gazetted third class, under MOES, is considered to be qualified
trainer to whom TOT of 12 days is provided to make further qualified. Trainers are not being
able to develop themselves as researchers and reflective practitioners. Any way, they engage
the trainees for allocated time rather than contributing by providing technical support to
enhance their learning. In reality, most of them are not able to access trainees’ conceptions,
pre understanding and apply appropriate training strategies for building new knowledge upon
the foundation of previous knowledge. They also lack inquisitiveness towards it.

There 1s lack of concrete policy on what special qualification or training is needed to be a
trainer. Anyone gazatted officer of MOES 1is designated as instructor and generally works
there for two years. After two years he/she may get wransfer. At this situation, the trainers
also may not be motivated towards developing their knowledge and competencies. When
they themselves are far from new technologies, how can we expect from them to equip the
teachers with newly emerging technologies 1s questionable.
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Inadequate collaboration and collegiality

Collegiality and collaborative culture, which is expected for effective teaching learning, is
minimal not only in teachers’ working environment but also in the entire society. It is
frequently experienced that, those who have more knowledge on any area show supremacy
and rarely exchange their own experiences, and those who have less knowledge often hesitate
to ask others, because they don’t want to show they have less knowledge. It is the general
tendency, which exists in training programs too. Trainers are considered as experts and the
trainees listen to them and receive what they deliver. Solving problems by discussing with
each other occurs rarely. Trainers, even though, have less knowledge are not willing to share
and receive ideas from trainees. He/she does not readily welcome the experience of trainees
and often discourage to ask cross-questions especially above the level of his/her knowledge.
Training program is not conscious towards developing a training design that promotes
teacher development through learning from each other, sharing and developing their
expertise together as Hargreaves (1994) recommends.

One can develop different ideas also from sharing experiences with other, and repeatedly
practicing the skillful knowledge into action. He/she also learns by reviewing own work by
own-self as well as from debate and discussion with other. Peer teaching, collaborative
planing, mentoring or professional dialogue hardly exist in school environment. Paudel
(2001) observed that teachers were rather engaged in discussion on political matter,
individual business, household chores, and other unproductive subject matters instead of
educational discussion, debate, idea sharing, and problem solving skills, which the
professional development demands. Collaborative culture of working place that fosters self-
knowledge and encourages towards reflection (Dean, 1995) is, thus, rare in teachers’ working
places.

Collaboration and collegiality have great importance in promoting professional growth and
generating school improvement, implementing the externally received knowledge that may
be from training, workshop or from observing other’s work (Hargreaves, 1994). Bista (2002)
explaining non-collaborative culture in school environment says that teachers return into
their schools with new courage and excitement to apply new teaching strategies, after
receiving training but they do not get any support from their colleagues. Instead of providing
support they start to criticize due to which they have to behave as they used to before
training.

Conclusion

Some of the authors do not recognize teaching as profession because it lacks some of the
basic features of profession. Some have classified it under profession because it possesses
specialized body of knowledge, goal orientation in relation to clients, use of expert
knowledge to solve the problems, reflective practices and so on. Teachers’ professional
development is viewed as developing teachers as career-long learners, content lnowledge
experts, researchers, problem solvers and reflective practitioners.

143



Nepalese teachers are perceived not having opportunity to become professional. Unless
teachers make themselves professionals or act as professionals there is hardly any meaning of
outside intervention like training. Even though training is mandatory, there are various
factors, such as reproducing teaching culture, qualification at entry level, inadequate
collaboration and collegiality, isolated training design, low competency of trainers,
inappropriate evaluation system etc. associated with teachers' professional development.
Without consideration of these factors, the designed training program may not necessarily
develop required professional quality to the teachers. Similarly, training, isolated from actual
working place may not favor in fostering professional development.

In this regard, Tilema and Imnants (1995) present four standard models of training. The first
is ‘training for conceptual change’. This model focuses on developing relevant subject-matter
knowledge and acquisition of conceptual knowledge for applying specific teaching strategies.
It gives emphasis on developing learning-to-learn culture by involving the teachers in
contextually meaningful activities. The second model is the ‘cognitive guided training and’ =
instruction’. This model consists of workshops to familiarize teachers with subject matter
knowledge, students’ problems, classifying the problems and identifying problem-solving
process. The third model is the ‘study groups of teachers’. This model gives emphasis to
collegial working culture. During the training program teachers are instructed with a series of
teaching skills. They are then divided into small groups; where they learn to work with each
other, collaboratively generate knowledge to use particular teaching strategies. It consists
short instruction period and relatively long practice in teachers’ own school environment.

The fourth model, 'promoting change in teaching' encourages teachers to analyze their own

way of teaching and provide rationale for ongoing action. In this model teacher have control

over their process and they gradually correct it with collegial support. g

The above models indicate that there are two mutually inclusive areas in teacher training
program, methodology of training and desired professional quality. In order to achieve
particular professional quality, the program should apply a specific method. For example, if
the desired professional quality is to develop relevant content knowledge, training for
conceptual change model may be useful. Similarly, for the development of collegial working
culture, study group of teachers may be an appropriate model. This also indicates that the
four models mentioned above are not alternative but complementary to each other. In our
context, integrated modality may be appropriate to fulfill the multiple needs of teachers as
well as to resolve the financial constraints; however, there may be some focus on certain
professional quality of a teacher. It is also suggested that a single modality of training may
not be effective to the teachers of diverse need. The modality can be selected according to the
need of teachers and desired professional quality.

Professionalism is not only a technical knowledge and skills. It is also a social process of
reflexive practices of teachers. So development of professional teachers is a continuous
process of training and reflexive practices. For this content and pedagogical knowledge and
skill based training isolated from real school situation may have a little impact on teachers'
professional development. There is a need of reflection- in-action that can be performed by
the teachers in real classroom situation. ‘
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An analysis of decentralized teacher training policy:
Perspective of quality education

Bhoj Bahadur Balayar®
Shyam Singh Dhami”

Background:

Nepalese society is a complex and comprises different groups of people in schooling, where
education is seen to be a mesaures of to the integration and unificiation between the diversity.
The Government of Nepal committed to provide equitable access to quality education for all
in line with the millennium development goal of achieving universal primary education by
2015 through the decentralization process.

The Human Resource Development (HRD) perspective of the government institution is
shifted toward decentralization modality for quality education by developing the capacity of
grassroots level people in school development decision. School development decisions are
not only considered trained human resources at the school (i.e. teacher) but local stakeholders
have to be empowered for decision making to the school management and improvement.
However, decentralization planning has been shown in the form of fashion in the worldwide.
In reality, the majority of the local voice has not been introduced into plan. Therefore, need
of multi-dimensional society like Nepal is importantly demanded to the decentralization
planning for the HRD.

Decentralization process in Nepalese diversified society is not only about transferring
functions from centre to local bodies but to enable them in every aspect of management.
Moreover, there is a need to improve the institutional and technical capacity of the local
bodies as well as adequate financial and human resource requirements for enabling local
bodies to undertake their prescribed roles and functions. In the context of Nepal, the HMG/N
committed to ensure the quality universal primary education for all by decentralized policy,
and trying to handover the authorities to local bodies as well as school management
committees to ensuring quality education in line with decentralization process in primary
education. Here, without concerning to the HRD master plans for local, the commitment of
the government has to be containing as a written document. Thus, this study has been
important to provide policy advice and implementation strategies in the burning issue of
decentralization as a changing actions of the nation.

2. Objectives:
o To examine decentralized teacher-training policy in Nepal.

e To analyze decentralized implementation strategies in teacher training sub-sector.

* Research Officer, NCED
T Instructor, NCED
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Methodology: :

This study will try to make analytical study of Nepalese decentralized HRD policy in
education for achieving the quality education for all goal by 2015 utilizing the qualitative
research method as a perspective of decentralization theories and sociological theories as
well as policy science. To achieve the in-depth understanding on decentralized policy in
teacher training in education sub-sector of Nepalese government, a number document
analysis have been used.

A. Teacher Development Plan within the Decentralized policy Science

Policy is a crucial element for educational change and is normally related to the solving of
the problem through action and guidance. In addition, the decision for future betterment can
be termed simply as the policy statement, which is interlined with the different elements as it
considers a number of aspects of the problems for changing the existing condition including
political, economic, cultural, social and other issues. In this connection, Haddad and Demsky
(1994) have made a functional definition of policy as “an explicit or implicit decision or
group of decisions which may set out directives for guiding future decisions, or initiate,
sustain or retard action, or guide the irpplementation of previous decisions”(p.4).

Different literatures analyzed policy as in two dimensions. In a traditional dimension to
policy, Hogwood and Gunn (1984: 13-19) have attempted to distinguish between its various
aspects as ‘policy as a label for field of activities’, ‘policy as a general expression of general
purpose or desired state of affairs’,  policy as specific proposals’, ‘policy as decisions of
government’, ‘policy as formal authorization’, ‘policy as a programme’, policy as out put’,
‘policy as outcome’, ‘policy as a theory or model’, and  policy as process’ (cited in Taylor,
et. al, 1997).

However, in a broader sense, policy is more than a specific document or text. Rather, policy
is both a process and a product. Thus, processes of policy development are ongoing and
dynamic attempting to capture and pin down something, which is continuously in process,
thus policy is so difficult to define (ibid.). In addition “Policy is both text and action, words
and deeds, it is what is enacted as well as what 1s intended. Policies are always incomplete
insofar as they relate to or map on to the ‘wild profusion’ of local practice” (Ball: cited in
Taylor et. al., 1997: 25). Therefore, educational policies are continuouly changing or
dynamic processes that are carried out through practices in terms of social justice, which is
impossible to achieve without decentralized process.

Thus, on the basis of the analysis of mentioned different definitions, we have concluded that
various needs of teachers have not been reflected into the national documented policy of the
state for effectiveness of the educational activities. Decentralization value, stakeholders'
participation, democratic decision making process, grassroots planning and micro level
epistemological understanding in teacher development plan have not been reflected into
centralized planning. Moreover, if the nation serious toward decentralization process on
teacher development activities by setting up a decision of authoritative values for guiding
subsequent actions to the ground, there are possibilities to develop the individual's
professionalism. We have used this critical view for the analysis of educational policy
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development in this study because policies are never value-free and power and control are
central in the policy process (ibid.). We have used this functional definition in this article
because it examines whose values are allocated in the policy process and whose interests
these values represent (ibid.).

In the context of Nepal, teacher development policies are being initiated by the central level
organization. The policy development process adopts the different approaches to include
grassroots voice through narrow research modality. Moreover, the policy decisions have been
followed the following considerations:
1. Policy decision collection phase
o Collect grass-roots ideas/views on the burming issues through sampling
o Analyze the related regulation
o Consider the political model of the policy science
2. Policy-decision development phase
o  In-house discussion
o  Expert group discussion
o  Central level workshop
o Develop final draft
o  Finalize the draft through national workshop
3. Approval phase
o  Submit to the council
o  Examine the proposed policy
o  Approve by the authentic body
However, the mentioned policy development process adopted the different policy
development stages to introduce individual teacher's voice into the policy text. But the
adopted policy development process influencing the higher-level decision rather than
perspective which is far from the decentralized policy science. Similarly, the policies have
not been analyzed by the government's decentralization policy of school improvement plan
(SIP), Village Education Plan (VEP), District Education Plan (DEP) and others. Thus, the

further steps for policy formation should take steps through incorporating it in Local level
plans and programs that can be developed by concern stakeholders.

The government should circulate a draft of training policy to the ministries and their
employees, the legislature and different sectors of public opinion to elicit reactions and
comments. The final version approved by the highest political authority, endorsed by the
legislature, and widely disseminated , should provide public management at different levels
with a concrete framework for planning and implementing their own training programmes.

Training policy should be, but often is not, linked with the relevant aspects of personnel
policies of the govemment, such as career development, promotion and performance
incentives. Without this link, neither a ministry nor its employees will be eager to participate.
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However, the existence of a link to career advancement is useless or counterproductive if the
training in question is irrelevant, incompetent.

Hence, the training policy framework is an essential tool to know the policy coverage, scope,
and its intent.

B. Teacher Training implementation policy within the decentralized frame

Qualified teachers are the property of school as a human resource. The government has played a vital
role in teacher professional development through training programune. The quality of teacher training
has a clear effect on the quality of teaching. Goodlad has taken the initiative in a number of
partnership networks in which individual schools improve performance.

The Yarger et.al 1980 (cited in, Haregreaves, 1995) suggested teacher training topology in following:

1. Classroom based training: The training takes place in the classroom and consists of
practical training in working with pupils.

2. Job related training: The training is directly related to daily prot lems, but does not take
place during classroom hours.

3. Academic Course: This training whose aim is general academic competencies, it is not,
however tailor made for special classroom task.

4. Qualifying courses: This training that leads to further qualification.

5. Personal development: The benefits are primarily in the form of personal growth for
quality teaching.

This topology is also introduced in OECD study (1998) that provides the balance of school' needs
with the needs of individuals. The school need based and individual focused training programme
develops more fresh perceptions and competencies through local and decentralized training. Teachers
increase their level of competencies that the course should be related to the work in a teacher's subject
or class and practical classroom skills which can vary from place to place and school to school.

Effective training takes place near the school, with the focus on the school's day-to-day problems, which is
accepted "my classroom gives me my best opportunity for self-development". In addition, many of the demands
and expectations of teaching and learning seemed to come from within the school and teachers in an attempt to
meet the virtually unattainable standards (Haregreaves, 1995). The national policy should be supported
teacher's workplace activities which is highly connected to decentralized module in the form of classroom based
training, job related skills and personal development for school improvement topology rather than academic
course and qualifying course based topology.

Teacher's professional activities can be described in term of their mastery of teaching
competencies. However, effective training demands mastery of both the subject and
pedagogic competencies. In Nepalese context, a gap between training and classroom
practices has been indicated by different researches. The teacher training programmes are not
found need-based, school-based which call for decentralized modality and schoo! focused
training programmes.

Nepal has practiced different educational modality to ensure educational quality for the
citizen including ethnic minority and disadvantaged. Recently, the country has emphasized
decentralization in favour of the individual school. As is the case in Nepal, each school has a
local school management committee. However, some school managerial authorities have

149



provided to the school management committee but they have not provided the support for the
teacher development and teacher training aspect.
Decentralized training model is the extent to which teacher association; parents and elected
representatives have formal responsibility for all matters relating to the teacher training for
successful operation of the school. The process of decentralization has been described in
different ways in a managerial and other aspects of training institution, which as found in the
form of delegation, devolution, local level of extensive training network and site based or
school based training management etc. Basically, delegation attempts to transfer tasks and
work without authority to subordinate and organization where as devolution attempts the
highest form of decentralization providing authority with legal guarantee to lower level or
stakeholders. Similarly, local level training management and site base training management
gives high priority to local level organization and stakeholders and they have the power to
develop self-regulatory system.

The nature of decentralized power and authority influences amount of autonomy provided to

the system and actors relating in management, resource mobilization and accountability for

achieving quality of education. In Nepal, however different decentralize modules in teacher
training have been practiced in the form of administrative and political delegation of the
authority which are:

e The authority and power delegated in the form of administrative delegation, can be
reversed at any time, but political devolution requires formal agreement or legislative
change. The zonal level training institution called Primary Teacher Training Center
(PTTCs) and Secondary Education Development Unit (SEDU) have provided some
training conduction and implementation responsibilities firom higher-level authority as
found administrative delegation of the power, some political agreement and
commitment have been shifted toward the Zonal Level without concerning individual
support, and choice based philosophy.

o In effect, with administrative delegation, teachers and employees are responsible and
accountable to centralized training curriculum developed by the higher organization, but
with political delegation, their main accountability is to those who are in the higher level
of the organization and system.

Recent educational efforts have included scale of administrative and other reforms about

decentralization of the authority to local level but without devolution of power it is

impossible to enhance the quality of decision-making in democratically. In effect, the quality
of teacher training as a individual support should be taken less possibility without
decentralize and devaluate the all resource to lower-level system.

Implementation strategies:

o Decentralization

The stakeholder will be empowered with knowledge, skills and resources in order to
facilitate their genuine efforts to plan, implement and monitor training activities focusing
on needs. The essence of decentralization :

e Planning at local level
e Stakeholders' participation
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e Local control over resource
¢ Participatory monitoring and reporting
¢ Enhanced efficiency.

o Good governance :

Ownership, equity, transparency, accountability and efficiency are the indispensable
elements of good governance, which form main strategies for implementation of training
programme.

Other strategies:

pro poor, gender focused programs and plans may be another strategy for implementation
training programs .

Present Practice for training Implementation:

NCED has extended its network with spirit to include potential training providers like
private PTTCs, SEDUs , Higher Secondary Schools and faculty of education in order to
clear backlog of untrained teacher in the system Moreover, NCED has also been using the
individual expertise of education professionals to augment the capacity of its core staff for
developing courses and delivery training .

Concluding remark

Decentralized planning will be the main implementation strategy of training programs. It
requires a strategic shift from a centralized and bureaucracy controlled management to
community controlled and school planning and management in collaboration with different
partners including local bodies.

The authority and power has delegated in the form of administrative delegation, which can be
reversed at any time, but political devolution requires formal agreement or legislative change.
The policy development process is to shift in the bottom up approaches. National level's
agencies effort in policy formation and implementation is to limit in providing guidance and
technical backstopning support as per demand of local agencies.
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School Governance

Within Framework of Decentralized Management of Education”

Mr.Bhandari AB *
Dr. Bistha, M.B.*

INTRODUCTION

A decentralized view of school governance holds that quality of education can be improved
by shifting decision-making and accountability closer to children, classroom and schools,
Schools can be responsive to local communities only when local stakeholders have the power
and authority to make decisions concerning the management and development of the school.
In a decentralized system of governance it is possible to exploit full knowledge, creativity
and 1nitiative of the people at the school and community level Decentralization has been a
major reform agenda amongst most educational systems around the world. This is also true
for Nepal.

k.1

1.2

There has been constant search for essential elements of successful education system.
Recent knowledge tends to suggest that a successful education system is one which
makes a proper balance between and/or among the following components: standards,
performance and assessment, school accountability, school autonomy, professional
development, parental involvement, learning readiness, technology, and safety and
discipline. = That means that central actors like the Ministry of Education set the
standards and assess the perforrnance of individual schools against the set standards.
Each individual school is given complete autonomy to function and it is accountable to
local communities, parents and children. Teachers have every opportunity to develop
and grow professionally. Parents take part in school activities and they are involved in
school management. Children are prepared and supported to leam. The use of
technology facilitates the teaching and learning tasks. Finally, safety and discipline are
emphasized to create conditions for effective teaching and learning.

It is often argued that the transfer of educational decision making authority and
responsibility from the center down to the regional and local level contributes to quality
education. Moreover, decentralization has the following payoffs:

® Acceleration of economic development by modernizing institutions

* Increased management efficiency

= Reallocation of financial resources

* Promotion of democratic participation

® Introduction of market based education

* Neutralization of competing power

* Enhancement of quality education

T This is seminar paper on Decentralized management of Education which has been published by NCED in 2060.

* Executive Director, NCED
* Professor, TU
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2. CONCEPT OF DECENTRAI.IZATION

2.1 Decentralization is not only meant by a process as object away from central point but
also a structural condition as distinct from a process. In decentralization, a center can
be perceived as a point that has the greatest distance from all boundaries with central
tendency in distribution. So, decentralization refers to a variety of organizational
forms, which differ in their rationales and in their implications for the distribution of
authority on different agencies, groups and stakeholders (J.Laugolo, 1995)

2.1 The rationales for decentralization are considered to be political legitimate regarding
dispersal of authority, the quality of services rendered and the efficient use of
resources. Under political argument, state should be responsive to the level of
participation of people at different sub-systems regarding legitimate right (and duty)
to decide or to take part in decision-making process. Similarly, efficiency rationale is
concermed with optimal use of scarce resources in relation to goal realization whereas
quality concerns rely with implication of efficiency. Hence, quality and efficiency
may sometime overlap with each other.

2.3 Political rationale for decentralization is highlighted as Liberalism, Federalism,
Populist localism and Participatory democratization. Liberalism holds the concept of
having private provision to meet differentiated needs of people whereas federalism
argues considerable self-government established by devolution of power within
broader framework of a country. Populism has got a core value as empowerment of
ordinary people in their local community and democratic participation calls for
institutional assembly of all participants for making decisions.

2.4 De-concentration, Delegation, and Devolution are three major forms of
decentralization. Deconcentration typically attempts to transfer tasks and work
without authority to other division/ sub-division/ unit within an organization where as
delegation moves one step forward with transfer of decision-making authority from
higher to lower hierarchical units. However, this authority can be withdrawn at the
discretion of the delegating unit. Devolution has been regarded as the highest form of
deceniialization where authority for making decisions is guaranteed by law and
whereby an institution can act independently without seeking permission from higher
level. Privatization is also known to be a form of devolution in which responsibility
and resources are transferred from public to the private sector. Thus, types of
decentralization determine the amount, type and permanency of authority to be
transferred.

Policy lesson: Devolution, rather than delegation of authority, has a better chance for

long-term success because it provides for continuity in the process of change.

3. EDUCATIONAL DECENTRALIZATION

3.1 There have been some efforts to decentralize educational systems in Latin America.
Basically, educational decentralization was attempted in three ways (Latorre et al
1991): neuclearization, regionalization and municipalization. The nuclearization in
delivery of education goes around the central school, generally high quality
institution, through which education services are distributed to satellite schools. The
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process of rogionalization transfers decision-making authority from center to region,
remained bureaucratic and tied with central government, in view of education
practices will be developed around regional needs. The process of municipalization
has resulted in the transfer of decision-making on education to municipality, which
has proven to be relatively successful in bringing decision making power to local
communities even though not being as originally envisaged. There are a number of
other approaches that typically accompany decentralization of education.

3.2. Downsizing approach: This approach suggests to eliminate the superfluous layers
of bureaucracy, and thereby to deliver larger portion of financial and human resources
directly to local governments or schools. The idea behind this is that scaled-down
educational administration can be utilized as an education service center that is
accountable to schools and provides timely appropriate support to local schools and
communities.

3.3 Empowering (devolution) local government approach: The authority of
spending, staffing, and education content (curriculum/student evaluation) is to be
transferred to lower level of government, i.e. regional/ district/ sub district level of
government, generally resulting from major political reform. In 1980, Chile
decentralized education in the form of municipalization- transferring all general public
schools and most part of technical- vocational schools to municipalities (Latorre et al,
1991). In mid 90s, Poland transferred public schools to municipalities for two
reasons-healthy financial status and effective management capacity than Government.
In Spain, after the death of General Franco, semi- autonomous self-rule was provided
to rebellious regions like Catalonia, Galician and Basque Territory (M.P. Benitez,
1996).

3.4 School-based management (SBM) approach: This approach suggests that the
devolution of management authority and spending power to local governments is not
sufficient. It argues to increase school autonomy and to mandate decision-making
authority to teachers, parents and community leaders as well. SBM approach can be
viewed in the form of committee, board and trustees with involvement of teachers,
parents and community leaders. This kind of governing body is typically empowered
with authority in three areas- staffing, budgeting and implementing curriculum/
program and with two dimensions in general ---teaching force as key actors for
academic program development and implementation and community leaders and
parents as key partners for development of school. Further, as part of Chicago school
reform, school councils were mandated to 'hire and fire' teachers and to make decision
on school budget and program. Likewise, in Newzeland schools are transferred to
Board of trustees with national grant in the form of 'bulk funding'.

3.5Community funding approach: Community financing emerges in two cases-
government's fiscal crises (the government not being in a position to support schools
financially) and differentiated needs of people for education. The most common
sharing formula in community financing, in developing countries of Asia, has been
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perceived as teacher salaries cost to be borne by the government and capital cost- land,
building and fuiniture to be shouldered by the community. In People's Republic China
(PRC) 41 percent and 10 percent secondary and primary teachers respectively were
employed by community in 1990 (Bray, 1991). In 1995 independent Chinese schools
in Malaysia enrolled more than a quarter pupils in private secondary schools and
represented 3.3 percent of total (private/ public) secondary schools (Tan, 1998). In the
mid 80s Islamic schools in Malaysia formed 14, 12 and 9 percent of total primary,
lower secondary and secondary schools enrollments respectively (World Bank, 1989).

3.6 Demand side financing approach: This approach advocates on channeling of
funds through students rather than educational institutions in the form of vouchers,
student loan and targeted bruisers. Under this approach, the student has freedom to
enroll in any institution of his or her choice, public or private, through which an
opportunity is created for students to have access and quality in education. But King et
al (1998) reported that students especially at the secondary level do nat have access to
public schooling because of insufficient public school capacity.

3.7 Curriculum reform approach: The process of curriculum reform approach
creates an opportunity for local governments or schools to have some extent of
flexibility to include education programs to meet their local/ regional needs. The
objective of such reform is to promote quality and equality for all students through
curriculum, instruction, and testing initiatives that are based on a realistic assessment
of student preparedness and community needs (ADB, 2002). In the words of
Hannway (1993) there is a body of research showing that the professional interaction
that results when teachers in local schools assemble to write curricula is a powerful
force for improving education.

Policy lesson: The more decentralization initiative involves transferring positive
opportunities to the regions or municipalities, rather than problems and burdens, the greater
the chances for success.

4. SCHOOL GOVERNANCE

4.1 In most decentralized educational systems, governing bodies are created to govern and
manage schools in the form of committee, school board or school trustees. Normally,
some degree of autonomy and accountability remains with the governing body
regardless of the form, in areas such as school finance, school management and
curriculum implementation. It should be noted that in a decentralized system, Ministry
of Education and its system has nothing to do with school administration (e.g,
permission and approval for establishment or upgrading schools) but it has great
concerns and responsibility with setting standards, implementing technical services, and
assessing school performance against set standards. In other words, technical
considerations and quality enhancement in education are two major responsibility of the
government in a decentralized context. One major challenge for us is how to limit the
role of the MOES to policy development, standard setting, technical support and
performance evaluation.
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4.2 Accountability: Governance and accountability should go together. Improved
governance means lines of command, communication and accountability are clear to alt.
Normally, the accountability system has to be linked to adequate yearly progress (AYP)
and should allow possibilities for analysis of why things occur and why did not occur.
But in designing a system of accountability four basic concerns must be addressed- who
to hold accountable, for what, how and with what consequences. M.E. Goertz (2002)
puts stress on six assumptions for designing accountability.

» State is committed to insuring high standards and meeting proficient levels of
achievement within an appropriate time frame.

s State accountability system must focus on overall performance of school with
inclusion of student achievement.

* The accountability system must be linked with incentives by focusing attention on
student outcomes and progress.

= [t should use a mix of incentives ranging from public reporting to school restructuring
- to drive change.

* Accountability measures, including AYP, must be statistically valid, and reliable, and
minimize the probability that the unit held accountable will be miss-classified.

= State and Local government have limited human and fiscal resources to support
school improvement efforts.

Who should be held accountable?
The State must first decide whom they want to hold accountable: students, schools,

governing body, local government? This decision will have implications for the' what'
and' how' questions.

Accountable for what?

Student performance that meets the set standard is the nucleus of the accountability
system in education. Even though, how performance of student has been measured on
what areas, is a great deal of concerns.

» What grades and content areas?

What other performance indicators?

What cognitive and non-cognitive factors?
What about multiple measures of performance?

How to make accountable
Here the state has to define how the unit will be made accountable like level of expected

performance goals, measurement of changes, identification of low performing schools,
and the consequences imposed.

4.3 Autonomy: Autonomy refers to the degree of freedom in making decision. The Center
for Educational Research and Innovation (CERI, 1995) has presented the table below on
where different kinds of decisions about schools are made in 14 OECD countries. This
table indicates that schools are responsible for most decision about instruction, and have
considerable authority for deciding about how to use resources and about personnel.
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Table- 1 Levels of Decision Making by Category
(Cases from 14 OECD countries)
Category Center District Sub-district School

Table- 2: Practices on Location of decisions by level in different countries

Country Center District Sub-district School

10. Pormgal

12. Sweden

14. United States
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Policy lesson: authority should be transferred to individual regions, municipalities or
schools only after they meet specific tests of readiness, financial participation, training, or
community involvement-rather than decentralizing all areas simultaneously, regardless of
readiness.

4.4

4.5

School finance: The argument regarding school finance in the context of
decentralized education system has been given due consideration of user fees for
public schooling from an efficiency perspective. The collection and expenditure are
important components of decentralized financing. There are three implications in this
regard (a) positive user fees for all level of schooling, (b) higher user fees for higher
level of schooling if marginal benefits are higher, and (c) lowering user fees for
regional variation and disadvantaged groups. Public subsidy should be linked with
private and social rate of return from efficiency perspective. For this policy needs to
be set up in three grounds- variations by school level, quality, and orientation,
subsidy to be channeled through demand side; and the provision of raising funds
locally.

The model of school financing varies across the countries. Some have practice of
levying, taxing, and labor contributions and other have practice of raising fees from
students. In general, school level governing body collects funds through the process
of general consensus and voluntary contributions. In fact, local governments have to
be made obligatory to support schools financially as they have mandate to collect
local revenues and to make access of quality education for the people in their
territory.

School management: The expansion of the area of freedom of management or
devolution of authority moved to extreme is privatization in the local form of (i)
transfer of ownership of public schools to private individuals or groups (ii.)
development of private schools in parallel with public schools, and (iii.) acceptance of
private financing by existing schools (Bray, 1998).

Management decentralization requires at least two areas to be addressed- teachers and
managers to act as skilled managers, and decentralized managers to be monitored
locally, not centrally. Management functions within school governance includes all
three functions of the government- Executive (implementation of budget, contract for
services, selection and approval of appointments), Legislative (adopt budget, pass
regulations, and set policies), and judicial (hearing appeal, suspension, expulsion, and
acceptance of transfer). The management decentralization to local level argues that
without much financial decentralization it cannot be very effective.

Policy lesson: Local initiative is significantly reduced when total educational funding is
dependent on central government' budget.

4.6 Curriculum implementation: The curriculum implementation under

decentralized education system evokes the promotion of quality and equality through
the provision of flexibility to customize their educational programs to meet the unique
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needs of students because of diversity and complexity of the communities. Schools
are encouraged to develop special focus and create an opportunity by which parents
could be able to shop around their close area to enroll their children in that school
where they think their needs are met.

Policy lesson: Following decentralization initiative, the quality of education may
increase (or decrease) as measured by test scores. However, because of multitude of
socio-economic and organizational variables involved, it may not be possible to attribute
the changes to decentralizing program.

. NEPALESE EFFORTS AND EXPERIENCE WITH REGARD TO LOCALIZATION
OF EDUCATION

5.1 Nepal seems to have followed the Hindu scripture, which states that the donation of
education is the best of all donations. So, educational functions have been closely
attached to religion as a result there were extensive educational programs organized
by Hindu religious temples and Buddhist monasteries during ancient and medieval
period. In fact, liberal donations and volunteer teaching were the basics for the
promotion of education where participation of people could be considered
significantly higher in making institutional base (infrastructure) by providing land
contributions, labor contributions, and grain (musthi) contributions to those students
who come to their door.

5.2 Teaching as a pure secular profession is the outcome of so-called modern education
and modern institutions being detached from religious institutions. These types of
institutions were established in Nepal during autocratic Rana regime especially with
the objective of educating their kiths and kins with focus on English education. The
establishment of Darbar high school in 1856 made significant departure being
allocation of national fund on education, even though general public had no access te
that particular school. However high demand and pressure for education of people
during Rana regime led to publish an education ordinance 1940 with a provision of
grants-in-aid for the schools that were established by the people. Right before
establishment of multi-party party democratic system in 1951, there were four types
of schools in operation (K.N. shreshta, 1982) -1. Full government English schools
(including language schools), 2. Fully trust supported Sanskrit schools, 3. Partially
government supported public schools, 4. Total public supported English schools.

5.3 During Rana period, local school committee, formed with local initiation, governed
all public supported schools with the sprit of liberal donations, volunteer teaching,
and labor contributions. This type of governing body of school continued till right
before the implementation of the New Education System Plan (NESP, 1971-75).

5.4 NESP was a very good plan and tried to include every aspect of healthy education
system even though that was an attempt to prepare citizens loyal to existing political
system. All schools were envisaged to have school committee and oversee
managerial aspects. But the rulers of the system interpreted this plan in their political
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favor to maintain their control over the teaching force through enforcement of
Education Act and regulations. With the implementation of NESP, people’s
participation in education sector declined substantially as it was thought that the
education system was nationalized and that the State would take care of everything

Some instances are given below which confirm the nationalization of education
during the NESP period.

= School committees were given responsibility to shoulder capital costs of school and
certain percentages of teacher salary in one way and teachers were recruited by
govermment institutions in another way, which directed to the state of financial
burden to be borne by the government, indirectly and teachers became accountable to
the government instead of school governing body.

* District Education Committee was mandated to collect S percent of total school
income by which the autonomy of individual school in financial affairs was lost.

=  One of the easy measures to solve financial crisis is modification in fee-structure but
this authority was given to regional director, which could be located at significant
distance from school-site with virtually no easy access to report the real situation.

* There was a low possibility of nominating real community member who is a parent or
a contributor, in school governing body.

* Virtually school-governing body remained helpless in the absence of authority
exercised from a distance.

5.5 After NESP also no significant departure was made to decentralize education at local
level. However, right after.restoration of multi-party democracy in 1990, some
initiations have been made through the enforcement of Local Self-Governance Act
and the 7® amendment in Education Act. According to LSGA, Village Development
Committee (VDC) /Municipalities have got mandate of operating and controlling
primary schools and District Development Committee (DDC) has been mandated to
operate / control L/Secondary schools. According to the Education Act, management
authority can be transferred to local governments and school management committee
but Ministry of Education reserves the authority of operating and controlling schools.
The Act is however silent about who should retain the authority of admission/
approval of schools after the transfer of management authority to local government/
SMCs.

6. MODELS OF SCHOOL GOVERNANCE

Debates regarding appropriate locus of control within administrative hierarchy for
education are vigorous and seemingly defy resolution (McGinn, 1992) as a result there
are numbers of education system like centralized, decentralized and mixed under which
school governance are operating. We can learn lessons from U.S.A and Japan where
education system, operated under highly decentralized and centralized sprit respectively,
have been perceived successful. However, from the experiences of developing countries
we cannot see the possibility of centralized system of education that can offer efficient
and quality education from perspective of equity, political force and national resources.
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In fact, there are four types of school governance that are in practice under decentralized
system, around the world. These types of governance are briefly discussed below but they
vary across the countries. For example, in many developing countries educational
policies such as teacher personnel and curriculum implementation have not been
transferred to local governments/ schools.

6.1 Publicly funded / privately managed

A shared responsibility between state and local government for educating children is
the main theme of this model from which the central government establishes a
mechanism through which the funds are channeled to local school/ government based
on agreed per child cost percentage and local government has to be made obligated to
supplement needy costs to schools through their collected revenues. The local
government is made accountable to provide quality education through the formation
of school boards/ committee/ trustees. The structure and rationale of school
governance is illustrated below.

USA model
1. Fund
. Federal government 7%, State government 42%, remaining local government
J Per child cost is determined on the basis of base cost and differentiated cost
(curriculum, special needs, location, ethnicity)
2. Governance
J Residents elect members for governing body
o Governing body comprises of parents, teachers. Principal and superintendent
J Governing body contracts out superintendent for administration
o Superintendent contracts out principal for academic control
J Principal contracts out teachers
3. Accountability: Government assesses the school performance (AYP) against set

standards through independent agency and assessment status is made public. The low
performing schools are held accountable and they are taken action to the extent of
cancellation. A clear responsibility between school board, school council, principal
and superintendent, is tied to accountability. School progress report along with
program budget is made public through print and media.

Transparency: The governing body is made obligatory to present itself transparent
through process of publication, dissemination, documentation, and presentation in the
form of print and electronic media regarding its annual program, budget and
achievement. They are made responsible for every criticism, comment, clarification,
and suggestion of public concerns, especially of residents. Every child and parent is
ensured their right to know their progress and reasons to fail progress.
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6.2 Publicly funded /publicly managed

This model does not empower governing body and resembles as a caretaker body of
school for smooth running of schools. In other words, this model represents
bureaucratic decentralization by which some authority are given to lower level of
units even to schools in order to address local needs. The government units like
education division/ block/ circuit control over schools through the provision of school
supervisor and principal. The school committee might be formed under chairmanship
of local inhabitant/ principal for the support of school requirements but the resources
require for school maintenance is basically met by public fund. However partnership
for quality education can be established with corporate bodies. The Parent Teacher
Association (PTA) is generally found in the form of advisory form. Even so, school is
made responsible to make their progress in parent meeting.

6.3 Publicly funded /community managed

This model advocates the sprit of partnership between and government and
community. The governing body comprising parents, community members, teachers,
and students (non-voting power) with majority of parents. The basic feature of this
model is- deregulation, semi-autonomy, parental domination, and accountability tied
with transferred authority. The government is made responsible for providing the
salary cost of teachers in the form of cash or kinds, and community is made
responsible to bridge gaps with authority of staffing, budgeting and implementing
school plan. The governing body is assumed to be representation of residents and to
be act as representative of community. Let us consider the case of South Africa and
. try to understand how they have implemented this model.

Structure: principal, parents (chair and in the majority), teaching& non-teaching staff,

students (in secondary school) and co-opted non- voting members.

Functions:

(a) general administrative-set school policy & rules, determine operational calendar,
recruit teaching& non-teaching staff, and encourage voluntary services to school

(b) Financial management: Establish school fund and administer it, Approve annual
budget, maintain financial records, enforce school fees submit audited accounts

Government school financing policy: exempt parents who are unable to pay school

fees, Need-based capital expenditure planning, and Resource targeting on non-personnel

budget.

6.4 Privately funded and managed

This model suggests an institution, established by a separate act or procedure having own

control over management and finance. The structure of governance and areas of services

are clearly defined in their laws/ by laws submitted in the process of establishment. In

general, there are two types of private institutions with objective of profit-making and

non-profit making.
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Issues

There are numbers of areas that need to be spelled out for effective implementation of
management transfer of public schools to local government/ school management committee.
We have some lessons to be learned from our previous decentralized practice in education.

Firstly, after NESP, there was a growing demand from people’s representatives that schools
should be under control of local government. With the voice of people, Education regulation
was revised with provision of forming school conduction committee under chairmanship of
head of local government or nominated by him/ her and the committee was mandated with
the power of' hiring and firing teachers' This eventually invited the situation of ‘teacher-
terror' practice in order to appoint their nearest and dearest in teaching posts without
implementation of transparent competition system.

Secondly, the government had designed a system of school evaluation linked with incentive
scheme where responsibility of evaluating and providing amount for incentives were given to
Regional Education Directorate (RED) and District Level Government (DLG) respectively.
Interestingly, awarding of 10 best primary schools could not materialize in most of the
districts, as it was not clear who had the right to evaluate the schools.

Thirdly, transferring management authority to Dhulikhel municipality took place three years
ago without actually transferring teacher- personnel policy leading to unsolved teacher
management issue.

Fourthly, DOE' s initiation for channeling school funds through District Development
Committee (DDC) to primary schools in 5 bottom-up districts also does not indicate any
remarkable devolution except adding one more layer in transferring fund. Finally,
community-owned primary schools piloted by Ministry of Local Development (MLD) are
excluded from framework of community schools as stated by Education Act. Some issues are
listed below which need to be considered before handing public schools to local government/
school management committee.

e Readiness- The exercise of power in larger institutions brings psychological and
material rewards but the factors like institutional capacity, training level, community
involvement and financial participation level indicate local readiness for reforms. The
most important thing in the process is power-sharing arrangements whether they are
imposed or negotiated. Many reforms have failed because of insufficient reservoir of
public interests and readiness. We have no such evidences, which can prove that local
level can shoulder this Herculean responsibility.

e Political/ Bureaucratic decentralization- It is evident that LSGA argues local
government is a central source for managing schools in their territory where as EA
evokes school management committee, formed with domination of parents, are
responsible for managing schools. A recent study conducted by DASU/ DANIDA
(2003) reported that under the banner of devolution, the political decentralization of
Local Bodies varies considerably from sector to sector. The report further indicates
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that there is no formal involvement of VDCs and DDCs in District Education
Committee and Village Education Committee which has led contradiction with LSGA
which empowers VDC, and DDC to plan, supervise, assist and monitor education in
the district.

e Autonomy- Recent initiatives made in LSGA and LA does not speak fairly
regarding the authority of making-decisions in staffing, budgeting, and management
of services. Because reform approach should be able spell-out what decision will be
made locally i.e. location of authority (school., district/ local level government,),
participants ( principal, teachers, parents, students, community members), the degree
of authority( decision-making, review, approval and advisory), scope of authority
(objectives, content, methods, personnel and finance)

SUGGESTIONS AND CONCLUSIONS

The literature derived from school effectiveness reminds us that there are five factors- supporting
inputs, enabling conditions, school climate, teaching/ learning process, and school outcomes by
which school can be judged how school is effective. Amazingly, the influence of school
governing body, with workable authority tied with accountability, has significant contributions to
cause each of factors in positive direction. So, a governing body, constituted with representation
of stakeholders, as key ingredient of decentralized education system, is a heart of this discussion

paper.

The quality of education is the ever-emerging issue of the country and quality of education can
be achieved if decisions are made closure to students, is another argument of this paper. The local
body whose performance is evaluated by local residents leading to a success or failure in forth-
coming election needs to be made obligatory to bridge school gap with authority of forming
school governing body by then planning, supervising, assisting, and monitoring of education
sector in their area.

In a democratic country, localization of education in the process of delivering education services
is a strong power-sharing device that makes a good sense of society having the right of
educational services with them rather than with the state. Consequently, strong, determined and
focused leadership will have opportunities to demonstrate effective implementation of
decentralization through the process of collaborative and comprehensive planning, followed by a
sprit of experimentation, a willingness to be flexible and take risks, and the persistence to pursue
reform in the long term. Because, the greatest barriers to reform are usually more political than
technical or even financial- although there are certainly relationship among them.

Finally, amongst aforementioned models of school governance, publicly funded/ privately
managed model could be appropriate model of school govemance to materialize the government
policy of handing over the public school to community with the sprit of decentralization. But,
there is a great need of revision in LSGA and EA in order to remove ambiguity, overlap and
confusion leading to the protection of people right in democratic participation. Furthermore,
central support for the process in terms of financial resources, technical expertise, access to
national and international information, training across local boundaries, and national assessment
instruments should not be forgotten by national govemment for installation of local governance
of education (McGinn, 2002)
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