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qRarérsn YL T, GrEgH! ®IWT €N fTqaw qiieer dEer Rram
fam wmeR, frafaa egmEre  stwafes firem fom saer s@e awaer av Rren
BfE T ST TeeE gIFT AMT AR AfgF TG a1 DAY T T8
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d.9: Trends of P~ Education Deve tinN

and Time 1971 1976 | 1981 1991 1999 | 2000
Number of schools 7634 8768 | 10628 | 18694 | 25522 | 25927
Number of students 410 762 1388 | 2884 | 3780 | 3623
Number of teachers 2077 | 29134 | 74495 | 99382 | 97879

5

% of trained teachers* 36 43 445 52
% of female teachers 10 14 24 25

* Partial trained teachers refer those teachers having at least 2.5-month training.
(Adopted from Annual Strategies Implementation Plan (ASIP) 2002/2003, DOE)
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J The necessity for careful planning
. Management and
o Continuity in the face of difficulties (p7).
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IW@ (91 T~ Hopkins # fa9Y ST T ITE=F | WX Mortimore (1995) &
ERIGE qar Afire afad=ar anfir wIer fAfde gisan (Distinct approach) &, [
R ST e 96 g a9 dfes WA 8 | faarqn |
WWWWMWWﬁWStoll&MortimoreﬁTqﬁT
B | Joyce (1991) ™ 3VF FXTEY IARTHT TR faaray qEat grnar o fefamsr
eIl el &y & WA B |

e gur W g
quﬁmW@Wlwmﬁmmfmusing

upon various approaches to development and change in schools ¥~ @i &I Carter
(1998) o m & | Improving the Quality of Education for All (IQEA) Project T
AT School improvement, of course, is not a 'quick-fix' approach to change CEIRCSICE
Wmmm(approachs)mﬁmmmml
gqare faaran qura fafag fafiver Sumres g7 9% 2@ | @@ ST@ aw
it AT of & IurgESeT FOFRArETEEE faur 7, 9=, 39w T
greafed MRATS | T FEEAAT Carter (1998)7 faaiy wirg i was o -

'The provision of an approach which encourages problem solving and thinking at the local
level of the school of the classroom would, then, seem to have much to offer teachers as they
tackle the task of school improvement'.(P8)

Qe F T &7 A< WA Mared QU A faareae smEr @ T g
afeera sfeadw T sferd @8 | e dr afteee fafay g7 g 9aEr /wd
T NATS | BR s R TS 99 & @ 79 qf TR IRgdT quREas
TTTES T 9N X 9% A g W 99 gheed | oftadq afEEqe ot g
TS | Y TFETS Stoll and Mortimore ¥ Mortimore (1995) & Hd Iqq Jd RS
B |

All school improvement involves educational change, although it cannot be assumed that all
change leads to improvement sometimes changes might be notoriously 'messy’, time
consuming and difficult (Stoll and Mortimore, 1995).

gF qd gt g gfeadq T @&F 9= 8% | Fura @, e,
qqr fagrg T AT FA T FA FHgW fadgw T wFHRATE g e g
Jrar 17T fafysa #1g efarer smren Tkes qR@dqare e efesd TH
givren g8 | e afvads 7 TR wE Sevd faemdteeat frargsuater
wtrafs T gUE | TRada Prardir Prereevaty T A i TR TdE |
School improvement is about raising student achievement through focusing on the teaching
learning process and the conditions, which support it. Hopkins et al. (1994) ERIGE
%I‘m FTAFTATE 'The need for focus on teaching and learmning as well as upon
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supporting organizational conditions' WAT Carter (1998) & W TIHT qfeada
fradiees faers gydfersr anfinfra ga fawasr se Rua s |

faemera gar fafdm awe afvee gtan

TOA g | @ yetad gfar A8 FreraR g TR @

qd9gH, fqareaer qQAaRadEs, a9 ZFemes afufa sfiraras, Rrers,
faandi, M3 Ren afafa 7 wrvaEaHER e Faragess g@a Sefeda
Frarareest dar &7 fuior nfqed | 998 Jar &7 frulror Wt g=r, mfaa.
T T FHA FAF NMAT FrAArers a9a R A a1 faarag darae
FERTH H TvT F 9N W PraraEdr am@wer afet AR W= @ oo
fararera FATET overlap §F FTEN ITAT OYN FIHNATE I TATSFET JTUIAT
gt fATa7Tes adt 9 SEET TRET AT 9 |

IS ATET FEEEHT U FISH A TR S | A JOA AHCER
AMEEE TROH FAFREDH - FA Hed WeT | Q@ FE TH@T Wi
AT ®IAT FAEA TH FANH fqFE TG | g FARA T yRA e
FAFETEARER G197 favargay araray fasmr 1< |

faareas T FHeEd [REAAFA g @-JIGHA T F-F FROETE dr
FHAEE AQUR g7 A A 9 FARA TN | fEa, FRITeTa FvdeeT
ofeadd TeA ATftE a9T Aed 33 FRfaRar AT aravas g ¥ AR afv 9ds,
(Early, 1998) | JT<ItF TG (TAIANFA AU Q-JERLFAINE fqea1 §75 94 qTed
TqrT G qur Wi fAETaare i frafia s qur gearEre s
g9 | &1 JT<IRF T IR TIIIAT Carter (1998) & WA A(eF Q1T Wl ATANF
TAFH FIETE A UH FTHATS Fe@qu I S |

Improvement comes from the internal process of implementation not
from the mere imposition of innovation from outside of the school.
School Improvement Research (SIR) does not deny the influence of
external environment but places school improvement efforts within this
context, with a strong emphasis upon internal organizational features and
teacher interpretation. (P8)

T g IAEE IR fAaraEa wfafus qwr g fEfeme @gam @wa
ITAR TAFAYE, | FAFRIATAEESAS NG FARAGRT HTET AT Ifeears=
¥ g feqfder frfa qataat STaes @es afnifa 79 3§ oF gERer @A 7
HITHT EIAH ATAAEFAT 9F9 &1 | I FEAT I Tga IR faaraa
BT ST QR 1S4 Jfell g7 T JAREA qRAS  JT/ TS
m@iﬁ‘l%o 1"ITaﬂle'd"’ﬂﬂﬁqa’:fImprovingthe Quality of Education for All
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(IQEA) Project T 9f7 faared qume #F1deans amfe eew faaresars #gd
FEART 9 qfFs Jax Qe Y (Hopkins e al. 1998).

TAFRATRET: I e | fraerm QUi FEaE amie deed sy
gId T GUFAE g IUEERT X YERT @Ted AfFR | g9E g
Wémmmwﬁuwwcwer(m%)a
T Wﬁ@ W‘{‘Tf HTAFT G | ITHT AE SIR does, however, provide the

scope for teachers to offer their own definitions and interpretations of what makes an
effective school and to incorporate these values and judgments into targets for improvement!

fFsrFrs q@ #Haqar ggd Remd aen Mem fauemsfe A
FAFRIEREF FEARQTHT Fraenr fraio, Frar=aE, Jes aaqr {Igd A T

Rt gEard W faardd GUR FTrREE 9HE Ivd 8 | gdw faarem
W FTIATS top-down policy WT bottom-up strategies ¥~] FE qr=ITE T cRET
SRS (Carter, 19980 | TATHIT @Tad THA UF (0%Y), RIS (@G Qo) T

R03%5) T TEY FTYROT THT FHA dJeell dgedl AraAr fARTT way
FATFIT TG TEEE 7 G TI9 g7 ATqUTq Ry & | “gasr T Rrar
(Education for All, EFA) W= e TH & TAR WK EFA Action Plan

o 9f MFEERE g9 quers R aEER W § | MEeaors gfwRarere
9 |

faar=am quR IR TeE WAE [AETREd HINREHE THET J91 H{EeE g |
FH A4 & TR THIA FTew A PTTTE aRvaEaes g1 | s §96E 9
g1 FFA | @9 T fand, ferss, fremerg, arte awr geaET @t fAvges
T T@ §76® g1 TS | IQEA HT T 32T F8E (Principles) & Aid-memoire
P TIRT TP “ﬁ@ Ry | el I GATIATET SMRIMTRS (Expectations)
fret airsiver &6 fao
e School improvement is a process that focuses on enhancing the quality of students'
learning.
e The school will see in external pressures for change important opportunities to
secure its internal priorities.
e The school will seek to develop structures and create conditions, which encourage
collaboration and lead to the empowerment of individuals and groups.
e The school will seek to promote the view that monitoring and evaluation of quality is

a responsibility, which all members of staff share.
Hopkins et al (1998, P25)
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Seventh Amendment of the Education Act-1971
An Assessment

Dr. Kedar N. Shrestha

The Genesis

Recently, the Ministry of Education and Sports (MOES) has made serious attempt to
incorporate some amendments in the existing Education Act, 1971. Both houses of
the parliament have unanimously approved the amendment in the summer sessions of
2001. The government has hurriedly sought this amendment to solve some of the
following critical problems.

¢ Some organized student groups demanded that secondary schools should not be allowed to
raise any king of fees from the students. When the government has a declared policy of free
secondary education the government should fully finance the public schools. Terror tactics
have been applied by these students to the school management which raised the fees from
students because the government is not providing adequate financial resources to the schools.

e Private education system has been a state of total haywire, Parents continued complaining the
high fees of the private schools. Private school organizations continued to plead for personal
ownership of school property. The existing Education Regulations have failed to regularize
the fee structure for the private schools. No mechanism existed to regulate the financial
anarchy in the private school system. Again some organized student groups forced the private
schools to close down. Most of the private schools outside the Kathmandu valley were
closed. Attempts of the MOES to negotiate with the demanding students failed to come to the
agreed conclusion. There was vandalism in Private schools resulting in damages to school
property. There was an urgent need to break this impasse.

Besides these two urgent problems, the government was facing the major problem of
rapidly deteriorating standard of instruction in the public schools. The achievement
level of students in public school was so low that the system has almost lost its
credibility as educational institutions. Because of the comparatively higher level of
performance of students of private schools parents who can afford to pay fees, started
admitting their children in the private school. Private schools grew fast during the
1000's to accommodate the exodus of students from public schools. Two types of
schools existed in the country, one for the poor and the other for the non-poor.
Educationists, sociologists and even politicians pointed out the far teaching
damaging consequences on the society because of the discriminatory education
system based on the financial standing of the parents. The only solution is the
improvement of the quality of education in the public schools and reducing the cost
of private schools.

Quite a few studies have pointed out several reasons for the deterioration of the
quality of instruction in public schools. Some such reasons are related to the
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management efficiency and other reasons are related to the inadequate financing.
There are large number of schools which face no financial problems. But the quality
of such schools also has been found acgiorable poor.

These public schools are deficient on all the indicators of efficiency like teacher and
student regularity, teachers' time on task, appropriate continuous assessment system,
etc.

There are other reasons that account for the poor performance of the public schools.
The government has failed to provide adequate number of teachers with appropriate
qualification. The HMG/N school management has not been sensitive to the
problems of public schools. In addition, inadequate finance in rural schools has
remained a determining factor for the poor performance of the public schools.

Assumptions of the Seventh Amendment

The Seventh Amendment of the Education Act was drafted on the basis of some of
the following assumptions:

» School communities have disowned the public schools. In general, they feel that public
schools are owned by the government. If measures are taken to revive the sense of
community relationship to schools, the level of community participation in terms of financial
assistance and regular supervision can be revived eventually resulting in the raised quality of
instruction.

» Parents are the main stakeholders of schools and they are the ones who have the natural
interest in the school operation. Their actual involvement would raise the management
efficiency at the school level.

‘1

Teachers, in general, have felt neglected in the decision making process in all aspects of
school operation. This is one reason why teachers have remained apathetic towards the
operation of schools. If teachers are recognized as potential stakeholders of the education
system, they will feel more accountable to their profession.

» Teachers unions have so far been operating as labour unions, and they make their presence
felt by forwarding never ending demands to the government. They have hardly unionized as
professional groups. Now teachers have also received almost ail the benefits of the
government service. They would certainly work as professionals if they are provided with the
professional challenges.

» Interests of political parties have played significant role in the teacher recruitment and the
relaxation of legal training requirements for the teacher during the past decade. This behavior
of the political leaders can be cheeked only by a strong regulation in the form of a Act of
Parliament. Once such a system is put in place, the teachers themselves would be attracted
towards the professional trainings. This will lead to raised dignity of teaching profession.

Private School Education

» Though quite a large proportions of private schools have social service as their guiding
motives, quite a large number of private schools have also been established on commercial
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motives. A mixture of these two kinds of private schools have created confusion in the
management of private schools. If the government clearly stated its policy on private schools,
such schools could share a sizable burden of school education from the government without
disrupting the basic educational policy of the government. They will also provide visible
contribution to the education system by providing quality education.

In general, rural schools ef remote districts would continue to face resource shortage. Equity
in terms of providing quality education in remote areas will remain unachieved because of
the resource shortage. Appropriation of some funds from the profit of the private schools to
the public school may help achieve the equity goal.

Strategic Items in the Amendment

1.

74

Change of the Name of Schools
a. The current name of "Public" school has been changed to "Community"
school.

Possible outcome

As the word "Public" has a connotation of a government institution,
"Community" will definitely take the school closer to the community.
However, the change of name can only create a favourable atmosphere to
generate the feeling of community ownership of school. It will not activate
the community to fully participate in school affairs. Additional interventions
in the form of regulations should be incorporated to empower the community
to take decisions on some aspects of school management.

b. The current name of "Private" school has been changed to
"Institutionalized" school.

Possible outcome

The word "Private" has given rise to the understanding that private schools
can be the private property of the individuals. The replacement of the word
"Private" by "Institutionalized" clearly indicates that schools along with their
assets cannot be the property of an individual. This may result in the closure
of quite a few existing schools. People interested in profit motive may be
discouraged to establish new institutionalized school.

Change in the Composition of the District Education Committee (DEC)
Status of DEC Operation

District Education Committee was established by the Education Act of 1971
as a strong mechanism to implement the National Education System Plan
(NESP). It was a strong and indispensable district level education committee
because of the following reasons.
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» NESP, 1971 abolished the individual standing of the schools by abolishing
individual School Management Committee of each school.

»> NESP 1971 ended the system of schools as employers of teachers. The District
Education Committees were made the employers of teachers.

» As NESP provided the system of paying 75 percent and S0 percent of the salary of
lower- secondary and secondary teachers respectively, the District Education
Committee was responsible to pay the fixed salary of teachers and the operational
cost for school by regulating the student fees in each school. The District Education
Committees played major role in managing school finances at the district level. In
most cases, it subsidized the poor rural small school from the additional amount of
money they raised from big urban schools.

3. Change in the Role and Perception of DEC

Major changes appeared in the operation of the DEC after restoration of democracy.
The following are the major ones:

» The Party Politics: The District Development Committee (DDC) chairpersons are the ex-
office chairpersons of District Education Committee (DEC). When DDC chairpersons were
elected on political party lines, the DEC chairpersons also became political positions. The
very operation of DEC was difficult when the DEC chairperson belonged to opposition party
in the parliament. As most of the chairpersons of DEC belonged to the Nepali congress party,
the nine-month CPM, UML government went to the extent of changing the position of the
DEC chairperson by amending the Education Regulation. The CPM/UML amendment of
Education Regulation provided that some reputed educationists could be the chairperson of
the DEC.

» The party politics makes the operation of DEC difficult even today not only because of the
party allegiance of the chairperson. DEC still invites the Member of Parliament (MP) in the
DEC meeting. DEC meetings are convened very rarely by DEO's to avoid unpleasant
incidents in the meetings. Parties invariably present different opinions on the issues of new
school approval, special government grants to school in the form of teachers etc.

» After 1990, DEC's role as a planner and provider of education in district has shrunk
considerably. Political consideration dominated its decision making process.

» Decreased financial role: When the government declared some sort of free secondary
education, DEC virtually lost its role as a regulator of financial activities. All schools
received full salary of teachers from the government treasury. Schools were allowed to raise
some fees without the approval of DEC. DEC's role to raise additional financial resources
was hardly played. In the absence of the financial role, DEC was even viewed by some as a
superficial body.
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Composition of District Education Committee

Before Amendment As  Amendment
» District Development Committee -Chairperson | » District Development Chasrperson
Committee
» Chief District Officer » Chief District Officer - Member
» Local Development Officer -Member | > Secretary, District ~Member
Committee
» Three headteachers or teachers -Member | » Four teachers representing -Member
from secondary and Higher primary, lower-secondary,
secondary schools nominated by secondary, higher secondary
RED on the recommendation of (One female teacher)
DEO nominated DEC
» One nominated by DEC from -Member | » One SMC chairperson from -Member
among those who served community school nominated
cducation
» One SMC chairperson nominated -Member | » One SMC chairperson from -Member
by DEC institutionalized school
nominated DEC
» Four representatives of four -Member | » One VEC chairperson -Member
recognized teachers' unions nominated by DEC
» DEO -Member-Secretary » One educationist nominated by -Member
DEC
» One Chairperson of District -Member
Teacher Union
» District Education Officer

The Seventh Amendment of the Act has brought about some of the following major
changes in authority and responsibility of the DEC:

>

The existing regulation authorizes the DEC to approve the district education plan. The
Seventh Amendment has just authorized the DEC to prepare the District Education Plan.

The existing regulation authorizes DEC to classify the existing schools on the basis of the
fixed criteria. But, the amended Act does not mention this authority of DEC which must have
been mentioned, because, the new Act has stated that existing schools will be classified.

The authority of the DEC to increase or decrease the grant-in-aid to the schools provided by
the existing regulation has been removed by the amended Act.

The authority of the DEC to distribute and adjust the approved teachers’ positions has been
retained by the amended Act.

The Seventh amendment has authorized the DEC to fix the remuneration of those auditors
who audit school account.

Expected Operation of DEC after the Amendment

The Seventh Amendment has not made any departure in their expectations from the DEC. The
changes in the composition of the membership of the DECs are not going to make any difference.
HMG/N, however, can make DEC an effective and useful institution if some of the following
authorities and responsibilities are provided to DEC.

>

76

HMG/N should provide some sizable amount of money as block grant to DECs which they
can use on the basis of the criteria provided by the MOES.
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» DEC should continue to possess the authority to locate and relocate school based on
scientific schoo! mapping.

» HMG/N / MOES should raise the capacity of educational planning at district level and should
adopt the policy of allocating funds to DEC on the basis of the approved district education
plan.

» As nearly 60 percent of the DEC membership is from the groups that are directly related to
education, DEC can be a very useful forum to discuss on the issues and problems of
education at district level.

Composition, Authorities and Responsibilities of
School Management Committees

For the first time in the history of Educational Act and Regulation, HMG/N has
included the composition, authorities and responsibilities of School Management
Committees in the Education Act. Such SMC provisions have always been included
in the educational regulation. As there has been very frequent changes in the SMC
composition during the past ten years of party govemment, the stability of
management at school level has been visibly hampered. This measure to include
" SMC related items in Education Act might have been an attempt to create some
stability in the school level management.

There has been some significant change in the composition of the SMC's for
community schools. In the case of private / institutionalized school, no significant
change has been introduced. Before the 7" amendment of the education Act, SMC
for pre-primary and primary school has seven members and lower-secondary and
secondary has nine members SMC. The 7" amendment has provided nine member
SMC for primary, lower-secondary and secondary schools.

Authorities and Responsibilities of SMC

The existing Education Regulation has included 28 items in .he clause which
describes the authority and responsibility of the SMC. The nine items are the list of
responsibilities. Similarly, out of 28 items listed in Education Regulation, 4 items
denote authority. The rest is the list of responsibilities. Because of the nature of
authority and responsibility, DEO's ignored the formulation of SMCs. The head
teachers also kept SMC in low profile because schools could operate without a SMC.
The chairpersons and members of SMC also remained inactive because of the
insignificant role given to them.

The amended Act also has made no provision to activate the SMCs. The new
composition of SMC may mean nothing to the guardians and DEOs. The schools can
still operate without SMCs. Even some useful authorities included in the Education
Regulation have been removed in the Education Act. The SMCs could provide
additional facilities to teachers if the school had resources. The SMCs could provide
tuition-free facility to the needy students. The SMCs could take disciplinary action
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against the head teacher with the prior approval of the DEOs. All these important
authorities are missing in the amended education Act. At this state one can safely
conclude the SMCs will not be able to contribute towards the improvement of the
quality of instruction in the schools. The newly constituted SMCs will still remain
apathetic towards the schools when they would know that they have no authority to
take any decision that would be required to raise the efficiency of the school
management.

Some rays of hope: The Seventh Amendment has included a clause which can have
a far reaching influence on the total school operation system. The Seventh
Amendment has authorized the school management to appoint teachers for the school
from among the persons who possess teaching license. This heralds the revival of the
days when SMCs were all-powerful in terms of staffing and staff personnel activities.
This may mean that teachers thus appointed will be accountable to the schools which
appoint them. However, there is a note of caution. Provision should be made to
ensure that the SMC appointed teachers should enjoy all the perks and benefits which
are provided to the existing permanent teachers.

Required Actions to Maintain Active School Management Committees

Formation of SMC in School

» The schools should have a record of all the guardians of the students and it should be updated
every year.

» The schools must form the SMC within two months of the beginning of academic years
(every two years).

» To ensure that SMCs are formed in time, provision should be made that the bank-account of
the schools must be operated with SMC chairperson as one of the signatory.

» Schools without SMCs should not be provided the grants-in-aid of any kind.

Operation of SMC

» SMCs should be authorized to fix any kind of fees from the students within the general
guidelines of the District Education Committees.

» SMCs should be authorized to provide all kinds of fee-relaxation scholarships to the students
who deserve such scholarship within the financial resources of the schools.

» SMCs should be authorized to reward and punish the teachers as required.

» SMCs should be authorized to suspend the teachers and head teachers pending the final
decision by DEO.

» SMCs should have authority to spend the resources of the schools (except the government-
grants-in-aid) in school affairs.
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The Private School Affairs

One of the major purposes of the Seventh Amendment was to solve the problem
related to private school management. The existing Education Regulation has
provided all powerful SMC for all private schools. But, the government management
mechanism proved ineffective to manage the private schools. The Seventh
Amendment of Education Act included important provisions to regulate the private
schools. The first major item is to name "Institutionalized" to the "Private". When the
Education Act with Seventh Amendment will complete all the process, persons
willing to establish new schools will have to specify whether they would like to
establish school under the "Education Trust" or "Company". The existing private
schools also will have to apply to convert their schools either under "Education
Trust" or Company" within six months. However, the following types of private
schools cannot be converted into company schools:

» Schools operated in government owned or public buildings.

» Schools with their buildings built in the government or public land.

» Schools operated in the buildings built in the land donated by an individual dsnor or
institution.

Authority and Responsibility of the SMC of "Institutionalized" School.

The Seventh Amendment has provided nine items that specify the authority and
responsibility of the SMC of the "Institutionalized" schools. But out of the nine
items, the following eight are the responsibilities:

Make use of the school resources to operate the school.

Make the physical facilities available for the school.

Make necessary arrangements for the security and maintenances of
the physical facilities of the school.

Strictly use the HMG/N curriculum and textbooks.

Make use of reference materials approved by HMG/N, CDC.
Appoint only those persons who have received teaching license
from Teacher Service Commission.

Pay the salary as per the salary scale fixed by the government.
Obey the directions of HMG/N.

vV VvV VVV VVV

The only authority of the SMC is to take action against the teacher for behaviour
relate to indiscipline.

A Critique on SMC Composition and SMC Authority

The composition of SMC of private schools as reflected in the existing Education
Regulation does not favour an enterprising persons who wish to operate an effective
school. Almost all members of the present SMC would not be favourably inclined to
support the enterprise which can flourish or perish on the basis of their performance.
That may be the reason why most private schools connive to survive in the

Distance Education 79



unfavourable situation. How can an enterprise function when nearly 70 percent of the
board members would not have any stake in the success and failure of the school?

The Seventh Amendment of the Education Act almost continued the same
unscientific composition of the SMC. How can a company run business enterprise
with politicians, social workers, employees dominating the board of governors? The
Act has given a wrong type of SMC for private (institutionalized) school. But, the
Act does not provide .any authority to this unscientifically composed School
Management Committee. The founders and investors can use the SMCs as an
ornamental body just to meet once a year in a parents' day or a school-founding day.
The proposed amendment has not given any substantive authority to the School
Management Committee. The SMC in private school is going to be just an appendix
to the main governing body which will be the "Trustees" if it runs as a "Trust" or
"Company Board of Directors" if it runs as a company. In fact, the name of School
Management Committee should have been "School Assistance Committee" in the
case of Trust schools or Company schools.

Private (Institutionalized) School Financing

The Seventh Amendment of the Education Act has totally excluded the problem of
private school financing. May be it was a wise decision not to include anything
related to private school financing. Once the decision to classify private schools into
two categories, one can see the hidden decision on private school financing. The trust
schools would not levy unnecessary high fees to students because the trustees would
not directly benefit from the school profit. So, the trust schools would be
comparatively cheaper than the Company Schools. But, there is a danger of gradual
deterioration of quality in trust school, again mainly because of the absence of
incentive among the trustees to improve the schools. The Company School will be
expensive, and they deserve to be expensive. Parents have three options: (i)
Community Schools, (ii) Trust Schools, (iii) Company Schools. If parents opt for
Company School, it is their decision. The question of high fees in Company Schools
becomes irrelevant. There should be no restrictions on the fee structures of Company
School from the government. Company Schools cater to the educational expectations
of those parents who would admit their children in school in India if such schools do
not exist in Nepal.

The Seventh Amendment of the Education Act has provided that the trust schools
will get the tax exemption in the registration fees in the purchase of land. This
registration fee exemption can also be obtained by Company Schools if the purchases
are made in the name of the school. This is an important benefit for all kinds of
schools, and this may be an incentive for schools to buy property in the name of the
schools.
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Provision to Levy 1.5 Percent of the Income for
Rural Education Development Fund

The Seventh Amendment has included a strange clause in the Education Act which
make obligatory for the institutionalized schools to pay 1.5 percent of the school
income to the Rural Education Development Fund. It looks, the decision to include
such clause in the Act was done without adequate scrutiny of the merits and defects
of this arrangement. One, it would not be relevant to levy such tax on
institutionalized trust schools because such schools do not operate for profit. They
operate for social service. Two, if this levy of 1.5 percent of the income from
company schools is raised, the company schools will be more expensive because the
company will have to raise the money from students. It may be so expensive that
such schools may not be able to compete with schools in India in fee structure, and
there may be boy exhodus of Nepali students in India. Further, there is no rationale to
levy 1.5 percent of the income because "income" may mean all the money raised
from students, and schools may have to pay enormous amount for the fund for no
rational reason. The governments spends billions of public money on public schools,
almost 13 percent of the total government budget. If the government budget cannot
help the rural schools with billions one cannot expect much if the Rural Education
Development Fund managed by a government body would help the rural schools.

Requirement of Teaching License to Teach in Schools

The newly amended Education Act has included the requirement of possessing
teaching license for all school teachers. It has stated that all working teachers would
be provided a temporary license, and they would require to possess a permanent
license within five years. Temporary teachers unable to receive permanent license
will be terminated, and some sort of termination of service will occur even for the
permanent teacher if they could not get the permanent license within the stipulated
duration.

Positive outcome

» There has been repeated relaxation of training requirement for teachers to receive permanent
tenure by the government during the past twelve years. As a result the number of untrained
permanent teachers have increased during this period. The introduction of teacher licensing
has brought a total full stop on the repeated decision to relax the training requirement. This
will help government raise the percentage of trained teachers very quickly.

»> After the introduction of Teaching License System, training will be attractive for teachers
and they will be willing to invest on training by spending their own resources. The past
practice of attracting teachers by paying allowances for attending training programs will
probably end. Thus the per trainee cost for training will be highly reduced.
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Possible Implications of the Teaching License
System on the Training Program

Planning and Management: About 5,000 primary school teachers and about 16,000
lower-secondary and 10,000 secondary teachers will have to be provided permanent
teaching license within five years. This is an enormous and challenging task for the
government. The MOES has to plan and implement training program to execute the
amended Education Act.

Training Program: MOES has a 10 month training package offered in four
packages in nine Primary Teacher Training Centres and through Distance Education
Program. When Teaching License System would be introduced, the strategies
adopted by the Teacher Education Project (ADB, MOES agreement) would be
irrelevant. More teachers will have to be trained within five years and teachers would
need no financial incentive to join the training program. The Project to be
implemented with ADB assistance will need through revision in the emerging new
context.

MOES has a small one-month training program for the lower-secondary and
secondary teachers. These programs were initiated by the Secondary Education
Development Project. This one month training will have to be reviewed and revised
to implement a ten-month training programs for about 20,000 thousand teachers.

The Licensing Strategies: The amendment of the Education Act has provided a very
short time frame (Five Years) to provide teaching license to the thousands of
permanent and temporary teachers. The MOES should devise strategies which
would help the MOES to provide permanent teaching license to permanent teachers
without distorting the spirit of introducing teaching license system. Some of the
strategies can be as follows:

» Permanent teachers with 20 years of teaching experience and 50 years of age would require
only one-month training to get permanent teaching license.

» Permanent teachers with 15 years of teaching experience and 45 years of age would require
one-month residential training plus one-month school-based training to get a permanent
license.

Similar strategies should be developed to provide quality teacher training to all the
serving permanent teachers. There should, however, be no relaxations of training
requirement for the temporary teachers irrespective of their years of service.

Village Education Committee

The  establishment of the Village Education Committee is a very important
contribution of the seventh amendment. A Village Education Committee has to be
constituted .in. all Village Development Committees to look after and support the
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education development within the village. The Village Education Committee consists
of the following members.

>

VVV V 'V

Chairperson or person designated to act as the chairperson of - Chairperson
VDC

One person nominated by DEC from among the chairpersons of - Member
the schools within the VDC

Two persons (one female) nominated by VEC from among the - Member
social workers

School supervisor of the area - Member
Member of the DEC from the area of the VEC - Member
A head teacher of the school of highest level (Primary, lower- - Member - Secretary

secondary, secondary and highest)

Possible outcome

Most VDCs have more than one primary schools. There are schools which are
located in wrong places. Again, there are primary schools which have more teachers
than required, and there are primary schools which need more teachers for effective
classroom teaching. The VEC should have the authority to correct these mistakes.
About 20 years back, the Education Regulation had a clause which provided the
provision to establish only one School Management Committee for several schools.
That provision had some positive effect. But, that clause was removed for reasons
unknown. The present Village Education Committee can be of great advantage for
the effective operation of public schools if the following authority and
responsibilities are provided:

>

The VEC should have the authority to transfer the teaching position along with the teacher
among the schools within the concerned VDC.

The VEC should be authorized to change the location of school if that change is going to
provide convenience to the children in terms of the distance for walking to schools.

In the case where some schools do not have SMC for some reason, the VEC would
automatically act as the SMC for that school.

The VEC can create a school fund and raise funds for schools within this existing Acts and
Regulations.

The VEC must meet once in four months, and it should provide its report of schools to the
DEC.

The VEC, through its members, must make official observation visit to the schools at least
twice a month and such visits should be recorded in the schools.

The VEC should have authority to expend the resource they have collected without prior
approval of any other agency.

The VEC should have the authority to suspend the teachers on the recommendation of the
concerned school SMC and inform the decision to DEO. In the case of the teachers appointed
by SMC on their resource, the VEC should have the authority to hear the appeal of the
teachers who are dismissed by the school SMC.
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» The VEC should have the authority to reward the teachers in the form of non-recurrent lump-
sum-grant.

» The VECs should be allowed to seek assistance from NGO's INGO's and government
agencies.

It would have been quite useful if the provision of establishing Municipal Education
Committee was made.

Some Provisions of Doubtful Utility
Membership of the Teacher Service Commission

The Seventh Amendment has included provision to change the qualification of the
commission members and composition of the body which appoints the commission.

Assessment of the Change

The earlier (existing) provision has provided for a senior educationist to head the
Teacher Service Commission (TSC). But the Committee which was authorized to
appoint the chairman did not do the justices to the existing Act. The TSC appointing
committee appointed a chairperson to the TSC who is neither a senior educationist,
nor even senior bureaucrat. May be, as a reaction the seventh amendment has gone
too far in recommending the qualification for the chairperson which reversed the
previous spirit. The seventh amendment brought the following change.

» A candidate for the position of TSC chairperson should have at least served for 5 years in the
special class position with a 15-years, experience in the field like law, administration or
education. Fixation of S years experience in Special Class in HMG/N service is not only
unnecessary and arbitrary, it may create a problem of not finding a suitable person who is
willing to serve in this position.

» Teacher Service Commission performs mainly professional job of developing curriculum for
external examination and conduct tests for candidates. It is more a professional task where
professional competency and experience would be more suitable than a management
experiences.

» It appears, the amendment has also suggested that other members also should come from
bureaucratic cadre with 15 years of experiences in education, law or administration.

» In summary, one can state that it was an unnecessary amendment.
Clauses that Need Immediate Amendment

In the clause 11 (dha) on Teacher licensing, the following provision should be
inserted:

» MOES will make provision of minimum training obligatory to all the teachers. The untrained
permanent teachers will have to receive the training to become permanent. Permanent
teachers will B.Ed. will be automatically provided permanent license.
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» The 11 (dha) states that the amount of gzrants-in-aid will not be reduced for the schools from
the present level of financial aid. This is a very faulty provision. This "wordings" of the
clause mean that even if the school perforins badly, or even if the school needs only 5
teachers instead of 10 teachers because of the decrease in the number of students, the
government cannot reduce the amount of grants-in-aid to that school.

The clause 12 (ga) has provided for a committee for the management of the Fund for
Rural Education Development. The following is the membership of the Committee.

» Secretary of the Ministry of Education and Sports - Chairperson
> Representative of Finance Ministry - Member
»> Representative of Ministry of Local Development - Member
> Joint Secretary, Education Adm. Division, MOES - Member
> Director General, Department of Education - Member
» Two chairpersons of the organizations of Institutionalized -Member
school
»  Chief of School Administration Section, MOES - Member Secretary

Observation on the Committee and its Functions

The basic purpose of the formation of the committee for the management of Fund for
Rural Education Development is to assist the schools of rural remote areas. In the
first place, this additional fund has a doubtful necessity at a situation when MOES
has a huge amount of BPEP fund unspent. The donors would be more than happy if
the government plans to spend for the development of education in rural areas. The
MOES does not seem to put forward any program that would attract the attention of
the donors. The only sensible way of spending this money is to build boarding school
in remote areas so that students of that area can get good education near their homes.

Summary and Recommendations
Summary

The Seventh Amendment of the Education Act was theoretically influenced by two
documents prepared for the. MOES by two groups of task-force members. The first
one is a document on the management of private schools prepared by a task-group
headed by Dr. T.R. Khaniya. The second document was prepared by another high
level committee composed under the conveynorship of Dr. Nirmal Panday. The
amendments of the Act have some selected items of both the documents. The MOES
has wisely excluded many details and wrong recommendations of these documents.
The Seventh Amendment of the Education Act has included the following items that
can solve some of the cancerous problems in education.

» Attempt is made to take the public schools back to the community who owned them once.
MOES has to materialize it by providing authority to the School Management Committees.
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» The question of individual ownership of private schools has been answered in clear terms.
The country will have two types of private schools non-profit making private schools and
private schools for profit.

» The Seventh Amendment has clarified in clear terms non-poor parents will have to share the
cost of secondary education.

» The introduction of Teaching License has a potential to solve many quality-related problems
of public schools. Teaching license system will help develop professionalism among
teachers.

» The recognition of only one teachers' union by the government would discourage
politicization of teachers. Party politics may have less influence in the teachers organization
when they will not be allowed to organize on party lines.

Recommendations

» The amended act has not developed adequate authority to the School Management
Committees. The Education Regulation should be revised to include personnel and financial
authorities to the School Management Committees. The school head teachers should be
authorized to evaluate the teachers.

» Private schools cannot provide quality in a controlled system. The less governed, the better
private schools. Market mechanism will maintain the cost and benefit balance.

» A strong School Management Committee can provide equity and quality in public schools.

» The district teachers unions should be supported and professionally strengthened. A large
amount of the resources on in-service training of teachers should be spent with adequate
participation of the teachers unicns.

» The teaching license system should be used as a professional program to promote the
professional skill and attitude of teachers.
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Reaching the Unreached Through
Distance Education Program

Prof. Khadga Man Shrestha

The statistics report of the Ministry of Education and Sports (MOES), mentions 48%
literacy rate in 1997. The Central Bureau of Statistics (CBS) mentions that 57.6%
people over six years of age are literate in 2000. This shows that more than 42%
people are still illiterate. The statistics of the MOES also shows that the age group
population from (6-10) is 29,60,062 which includes 14,44,833 female and 15,15,229
male in 1999. The total enrolment in the primary school from the grade (1-5) is
37,80,314 in which the girls include 1,61,133 (42.6%) and 21,68,981 boys.
Compared to the age group population, greater number of boys and girls at the
primary level indicates the enrolment of over age or underage at the primary level.
Besides this, the statistics shows that many of the school going age children are out
of school. The children of disadvantaged group and underprivileged group, termed as
focus group, are deprived of education compared to the children of urban areas. The
children of rural areas have no access to education. Compared to boys the percentage
of girls going to schools is very low. Low participation of girls in schools is not
simply an access issue. A number of factors including impoverishment and workload
of girls, the low value given to female education by guardians, cultural taboos,
ineffectiveness of demand stimulating measures and absence to role model as female
teachers have contributed to the low participation of girls in schools.

The geographical features such as high mountains or mountain terrain, to go up and
down, the roaring rivers, forest and wild animals block our students from going to
school. They have remained as unreached segment of population. They do not have
access to education.

Although Nepal is committed to Jomtein or Dakar declaration of Fducation tor All,
the national objective of providing basic and primary education or access to
education for all has not been achieved.

If we see the annual increment trend of primary schools from 1990 to 1999 the
number of primary schools were 17,842 (growth percentage 12.7 % in 1990, 21,102
in 1994 (growth percentage 4.4%) and it was 25,522 (growth percentage €.9%) in
1999.

To see the annual growth trend of student in the last ten years at the primary level, in
1990 the total enrolment of student was 27,88,644 and girls enrolment was 10,03,810
(36.0%), in 1994. The total student enrolment was 31,91,614 in which girls

" Free Lance, Educationist
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enrolment was 12,58,353 (39.4%) and in 1999 the total student enrolment was
+37,80,314 in which girls enrolment was 16,11,333 (42.6%)).

To see the annual growth trend of teachers in the primary level in 1990, the total
number of teachers was 71,213 (11.4% annual growth), the total number of trained

teachers was 26,775 (5.8% annual growth) and percentage of trained teachers was
37.6 %.

In 1994, the total number of primary teachers was 81,544 (annual growth 2.5%), total
number of trained teachers was 33,536 (annual growth rate 13.0%) and total
percentage of trained teachers was 41.1%. In 1999 the total number of teachers in the
primary level was 99,382 (annual growth rate 81%), the total number of trained
teachers was 44,221 (annual growth rate 3.6%) and the total trained teachers in the
. primary level was 44.5%

In 1990, the total female teacher at the primary level was 9,181, female teacher
percentage 12.9%, female teacher trained 3,329, and female teacher trained
percentage 36.3%. In 1994, the total number of female teachers at the primary level
was 14,395, female teacher percentage 17.7, female teacher trained 5,026, and
female teacher trained percentage was 34.9%. In the same way in 1999, the total
female teachers at the primary level was 23,608, female teacher percentage 23.8%,
female teacher trained 8,294, and female teacher trained percentage 35.1%.

The above data shows the rapid growth in the number of students, number of
teachers, number of schools and percentage of trained teachers every five years.
Compared to the growth in the number of schools, students and teachers, the
percentage of trained teachers both male and female does not match and the training
facilities are not adequate. The statistical data of MOES mentions that the total
enrolment at primary level is 3.7 million and percentage of girls enrolment is 42.6%
in 1999.

In this scenario 57.4% of the girls have no access to education. Girls belonging to
disadvantaged group, backward communities and others are taken as focus group in
the program like education for girls and women in BPEP-II. Even though there is a
growth in the percentage of the trained female teacher 64.9% of the female teachers
have remained untrained. The growing number of schools and students demand more
trained teachers. The present training facilities are not adequate in view of the growth
in the number of teachers and students as well as schools. In this regard the Distance
Education Program (DEP) has a great role to play.

Radio Education Teacher Training Program for Primary School Teachers

In 1978 Radio Education Teacher Training Program for primary school teachers was
started. In 1994, Distance Education Centre (DEC) was established with a view to

88 ' Distance Education




conduct well-prepared and effective programs on massive scale. The main objectives
of DEC are-

1. To train the primary teachers through radio and other modes to make teaching
/learning activities more effective

2. To broadcast useful non-formal education programs so that maximum
number of people from different communities will get involved in education
activities.

2 To conduct programs that will help make higher and school level education

available to all and also to expose them to the wider education world.
Primary Teacher Training Program

The National Centre for Educational Development (NCED) and the Distance
Education centre (DEC) seem to have been closely related in effective delivery of the
training programs and standardization of teaching content. The NCED has designed
primary teacher training program which includes a ten months teaching curriculum.
It has divided into four packages each of 2.5 months duration. It includes a total of
1320 hours and divided into 33C hours per package. The NCED conducts 1°' and 4t
packages of 10 months teacher training. The first package consists of basic training
with the allocation of 45 credit hours teaching on Education Foundation. The
package I includes face-to-face training. Each package includes practice teaching of
35 credit hours. The module IV also includes face-to-face training.

The NCED provides national policy formulation regarding teacher training and co-
ordinates, evaluates and undertakes research studies in this regard. Its objectives are
to develop and manage in-service training programs for educational managers and
experts and to provide accreditation, recognition of in-service teacher training
programs conducted by various institutions.

Primary Teacher Training Centres (PTTCs) - Under NCED nine teacher training
centres are in operation throughout the country. They are in Sunsari, Bhojpur, Kavre,
Dhanusha, Bara, Tanahun, Rupandehi, Surkhet and Dipayal. The main functions of
PTTCs are to prepere annual primary teacher training programs, conduct primary
teacher training programs, distribute teacher training quotas to districts, conduct
examination of teacher training, conduct follow-up programs of teachers training and
conduct trainers training. NCED also monitors and supervises private PTTCs.
According to the statistics report of MOES, PTTCs have the training capacity of
training 4,725 primary teachers in a year. The data of 1999 shows that the capacity
of PTTCs is under-used. The full capacity of PTTCs has to be used in view of the
backlog of untrained teachers.

The main agencies or institutions which impart primary teacher training are —

a. Primary Teacher Training Centres (PTTCs)
b. Private Teacher Tranining Centres
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c. Distance Education Centre
d. Resource Centres (BPEP)
e. Faculty of Education, Tribhuvan University and Kathmandu University.

The campuses of Faculty of Education, private institutions and higher secondary
schools are expected to provide pre-service training as per NCED- developed
packages and policies. The Faculty of Education T.U. however, seems to have been
involved in training of trainees and development of the training packages.

If the present trend of training 4,725 primary teachers continues, it will take more
than 10 years to train all the backlog of untrained teachers. Moreover, the new
teachers will be augmented in the backlog every year. The target of appointing the
trained teachers in all the primary schools will not be achieved. In order to achieve
the target special program is desirable.

Distance Education Centre conducts 2" and 3" packages of 10 months teacher
training. The statistics report of MOES mentions that 10,000 primary teachers were
enrolled in the second package of training in the fiscal year 1998-99. In the year
1999-2000 these teachers were expected to complete the third package of wraining.
The target of the fiscal year 2001-2002 was set as follows:

a. DEC conducts 2" and 3" packages of training,

b. 7,000 primary teachers of 51 districts are expected to enroll in the third package
of training.

c. 2,500 teachers of 24 districts are expected to enroll in the second package of
training.

It is also mentioned that 315 resource centres were established and 630 resource
teachers were assigned for the third package of training and for the second package
126 resource centres were established and 252 resource teachers were assigned for
the second package of training.

DEC is also imparting Dual Audience Interactive Radio Instruction (DA-IRI) teacher
training package. The delivery of the program was through audio-cassettes in grade
III Math and grade V English as piloting and at present it is aired through Radio
Nepal.

Five districts are selected for the conduction of Dual Audience Interactive Radio
Instruction teacher training in the aforementioned subjects and grades. In the year
1999-2000 it was planned to assign two resource teacher for one resource centre. It
was planned to replicate the same model in the year 2001-2002. The implementation
of the program should be monitored and necessary feedback should be given.
Successful implementation of this resource centre model will undoubtedly have good
impact in the mountainous country like Nepal. The analysis of the program shows
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that resource centres are involved in both recurrent and 2.5 months (330 hours)
training.

Improved Educational Materials

The educational materials should deal with the technique to develop specific skills,
attitudes and knowledge of teachers and students of primary schools based on the
general objectives of the primary curriculum. The specific objectives should bridge
the gap between general objectives and textbook materials and activities.

The educational materials should be self- directing for teachers and students. It
should contain instructional guides for teachers, self-instructional tasks for students.
Attention should be given to designing materials that will facilitate instruction and
learning in classroom. Materials should also recognize multi-grade classroom
whereas the students would be able to demonstrate a wide range of their abilities. It
should be activity-oriented and students-centred. It should be well designed so as to
include active student participation, giving immediate feedback to students on the
correctness of responses and providing tasks appropriate examples for solution of the
problems.

Instructional models could be developed to complement and enhance the materials in
the textbooks. It should contain guidelines to the resource persons in using
appropriate resource materials available locally. It should contain the ways and
means of self-examining the knowledge and skills learnt from instructional model.
Every model lesson should contain the main points discussed for self-
comprehension. It should specify the minimum essential levels of skill and
knowledge required for primary level. The checklist should be included in the
module. The module should contain multimedia package for in-service teachers,
which may include the use of radio, self-instructional modules involving face-to-face
contact with experienced teacher, so that minimum training requirements may be
fulfilled.

The Open University of Thailand has also been conductirig distance education model
in a large scale for open learning. Instruction is given in a modular way. Model
lessons are imparted through radio instructional materials such as audio-cassettes and
books are given to the students. Contact sessions are held in the schools. Tests are
administered in the schools involving the school teachers. Thus, open leamning
facilities are provided to many people who do not have opportunity or facility of
attending school or college.

The DEC in Nepal can be tumed into a successful centre or agency for delivery of
primary teacher training program. It can prove as an effective multimedia centre of
education. Transmission of radio program in each and every part of the country has
facilitated the people to get knowledge and skill through radio in their leisure. The
electrical and electronic media has been applied as a part of higher secondary

Distance Education 9]




education in India. Many higher secondary school students in major citis of India
attend such classes and interact through computer. The rural students have no access
to such programs whereas distance education imparted through radio is accessible to
all. It has proved itself as an effective means of education. This media has provided
means for reaching the unreached and access of education for all. The DEC, inspite
of many constraints, is successfully conducting primary teachers training program in
a distance education mode in resource centres by mobilizing experienced local
teachers as resource teacher.

Basic and Primary Education Phase II (BPEP-II) program is being operated as a
regular program. Now it is not adhoc program. In order to achieve the objective of
Education for All (EFA), this program will certainly establish its credibility. The
financing of this program in any way should not be stopped.

The technical capacity of the Distance Education Centre has to be strengthened. The
program in operation such as the modules of primary teacher training and DA-IRI
should be evaluated in a formative way. Standardized training modules with the
involvement of specialists should be produced in greater number. NCED also should
provide full support to this program. The Resource centres so created should be well
furnished with equipment, instructional materials and other qualitative physical
facilities. The Resource Persons (RPs) should have recurrent training, refresher
training and easy access to resource materials.

The DEC should also maintain close liaison with Curriculum Development Centre.
All the modules of recurrent training, in-service teacher training, pre-service training
and training modules in different subjects to be taught at primary level should be
produced in a qualitative manner. The distance education mode is also an effective
means of non-formal education, It should be developed as a specialized agency in
imparting quality education to the teachers, students as well as all other people who
are keen in the development of quality education.

The DEC has to make four packages of ten months primary teacher training to be
delivered effectively through distance mode. Trial and revision of the package should
be a continuous process. Distance education materials such as audio-cassettes in
different modules should be produced in a standardized way.
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SACODIL - A Framework for Regional Cooperation

Dr. Hom Nath Bhattarai’

Introduction

SACODIL stands for SAARC Consortium of Open and Distance Leaming. The
origin that led to the development of this concept goes back to the 9" summit of
SAARC held in Male, Maldives. At the meeting, the leaders of SAARC countries
expressed their commitment to take steps towards eradication of illiteracy from the
region. Subsequently, at the 10" submit of SAARC held in Colombo, Sri Lanka in
July 1998, the following declaration (article 39-41) was made:

The Heads of State or Government were in agreement that illiteracy was a major
impediment to economic development and social emancipation and that the
eradication of illiteracy in the Region including through cooperative endeavours
within SAARC must continue to be pursued resolutely.

The Heads of State or Government noted that the concepts of Open Learning and
Distance Education could help substantially towards equal opportunities and
access to knowledge. The Heads of State or Government directed that SAARC
should build on the substantial expertise already existing in the Region in the
field of open education, by establishing a SAARC Forum of Vice-Chancellors of
Open Universities. This Forum, consisting of regional leaders in the field,
should strengthen cooperation in areas such as the sharing and joint development
of Programs, credit transfers for specific Programs and the translation of existing
Programs.

The Heads of State or Government urged the Forum, to spearhead the
development of distance education outside the Open University System as well,
drawing on the advances in Information Technology,to reach out to the remote
and under privileged sections. They welcomed the offer of Sri Lanka to host a
meeting of Vice-chancellors of SAARC open universities during the last quarter
of 1998 to discuss the modalities for the establishment of the Forum and to draw
up a Program to achieve the objectives identified by the Heads of State or
Government. The Heads of State or Government requested the Forum to report
to the Standing Committee on a continuous basis on its Programs.

In accordance with the above directives, the Open University of Sri Lanka took the
initiative to hold the inaugural meeting of the "SAARC Forum of Vice-Chancellors
of Open Universities". The meeting was held in Colombo, Sri Lanka on 25-27
January 1999. India, Pakistan, Bangladesh and Sri Lanka were represented by the

* Member -Secretary, UGC.
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Vice-Chancellors of the Open Universities. The other three countries of the SAARC
do not yet have open universities and therefore were represented by concerned
institutions. The Member-Secretary of the University Grants Commission and a joint
secretary of the Ministry of Education represented Nepal in the meeting. The meeting
not only deliberated on the possible areas of cooperation among SAARC countries,
but also recommended to establish an organization under the umbrella of SAARC
named as SAARC Consortium of Open and Distance Learning (SACODIL). In order
to perform necessary works towards establishment of SACODIL, a Steering
Committee was constituted comprising heads of delegation of each country as
follows:

Prof.M. Aminul Islam, VC, Bangladesh Open University, Bangladesh.
Mr. R. N. Dorji, Head, Procurement & SLC Dept. of Education, Bhutan.
Prof. A.W. Khan, VC, Indira Gandhi Open University, India.

Dr. H. Hameed, Principal, College of Higher Education, Maldives

Prof. Hom Nath Bhattarai, Member-Secretary, UGC, Nepal

Dr. A.H. Siddiqui, VC, Allama Igbal Open University, Pakistan

Prof. N.R. Arthenayake, VC, Open University of Sri Lanka

Rationale

About half of the illiterate population of the world is said to live in South Asia. The
adult literacy rate is about 48%, the lowest in the world. More than 40% of the
children are said to be dropping out before reaching grade 5. In fact, major social
problems are attributed to illiteracy. The traditional education system has been
stretched to a limit by the population explosion, scarcity of resources and expansion
of knowledge. It is in this context that open and distance learning are probably opted
as viable options to meet this escalating need of education and training.
Development of effective open and distance leamning systems to provide quality
education require various resources. For example, the use of rapidly emerging
communication technologies is imperative to reach the remote areas. Resource
capacity and capabilities are not evenly distributed in South Asian Region. Common
approaches and policies, sharing of informations, material and facilities, pooling of
resources and capacity for development of programs etc. can help to overcome the
gap in the region. This would help to develop cost-effective programs and maximize
the use of the available scarce resources. Regional cooperation in the field of open
and distance leaming would enable the member countries to provide more cost-
effective educational opportunities to the larger segment of their population.

Main Objectives of SACODIL

The main objectives of SACODIL are to:
e Promote cooperation and collaboration among institutions imparting knowledge
through open and distance learning within member states.

94 Distance Education



e Promote the use of open and distance learning as viable and cost-effective
method of imparting quality education at all levels.

o Facilitate the uses of open and distance learning for eradication of illiteracy and
poverty.

Areas of Cooperation

The meeting in Colombo focused the discussion on the four major areas of
cooperation in open and distance learning. Four working papers were presented, one
in each topic, and discussed in working groups. Final recommendations were
approved through consensus in the concluding session. The four areas of cooperation
are as follows:

1. Sharing of Resources

The following three specific areas were identified in respect of sharing of
resources:

Sharing of Learning Materials

The learning materials may include print, audio-visual and electronic materials,
textbooks, training manuals, curricula etc. Buying or borrowing materials from
another institutions may sometimes be more economical in terms of time, effort and
costs than developing the same programs a new. Such a mechanism would enable
participating members to complement each other's efforts and benefit mutually.

Sharing of Expertise

South Asian nations have succeeded in producing high level manpower in many
specialized fields. However they are not evenly distributed in the Region.The
expertise may be viewed as a common resource and sharing of them would pav: way
for the provision of a wider variety of programs and courses. .t would c¢nable
member states to learn from each other's experiences as for example in curriculum
development, material development, training and research.

Sharing of Resources Related to Communication Technologies

There is a big gap in the level of development in the area of information technology
in SAARC countries. Since information technologies are being used widely in open
and distance learning systems, a sharing of IT-facilities would enable those nations
who are at a relatively low level of development in this area.

2. Joint Development of Programs/Courses

There may be many programs/courses that are of common relevance to all the
member states. The uneven distribution of the available expertise, resource capacity
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and capabilities among the member states places serious limitations on individual
development of programs and courses, thereby denying equal access to all sphere of
knowledge. Pooling of the resources for development of programs/courses jointly
can help to overcome the limitations posed by individual efforts and derive
maximum benefit from the already available resources.

3. Sharing Information Technology in Delivering Programs

The application of rapidly growing information technologies (IT) in distance
education is growing day by day. Two aspects of IT in distance education were
considered: Hardware and Software. The hardware part consists of the Internet,
Telecommunication Links, Local Area Networks, Computers, TV/Satellite
Communications, Video-production etc. and the software part consist of Web-pages,
Management Information Systems, Courseware etc. A mechanism is needed to be
developed to share them for the mutual benefit of the member states.

4. Accreditation and Validation

Accreditation refers to giving a formal acceptance and approval to the standard, level
and content of a course or program offered by an institution. If an institution is
accredited by concermned bodies and the periods of study and examination of a
particular program is recognized by another institution as equivalent to its own, then
the amount of such study may be accumulated as credits. These credits may be
transferred to the second institution and then the balance amount of credits required
may be eamned in the second institution in order to award a particular certificate,
diploma or degree by the second institution. In order to deal with the problem of
accreditation, validation and transfer of credits in institutions of the SAARC
countries, there is a need to establish an Accreditation and Validation Body in
regional level.

Implementation Strategy

The Standing Committee of SAARC at its 26™ session endorsed the
recommendations of the Colombo meeting for the establishment of SACODil and
directed the subcommittee to work keeping in mind a possible time frame of the year
2000 for operationalising SACODIL. Accordingly, the subcommittee met at the
SAARC Secretariat on 28 — 29 August 2000 to finalise the proposal to be submitted
to the Steering Committee.

The meeting of the Steering Committee of SACODIL was subsequently held at the
SAARC Secretariat Kathmandu on 28-29 August 2000. The report of the
subcommittee was considered and a final shape was given to it after some
modifications. Thus a document titled "A Proposal for the Establishment of SAARC
Consortium of Open and Distance Learning (SACODIL)" was submitted to the
SAARC Secretariat for further actions.
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The proposal submitted by the Steering Committee recommends that the following
steps be taken to operationalise SACUN:L:

1.

The current Steering Committee continues in its present form to facilitate
cooperation and collaboration in the area of open and distance learning among
the member countries, keeping in view the directive of SAARC Standing
Committee that the SACODIL be operationalised by the year 2000. The
Director, Human Resources Development at the SAARC Secretariat be
recognized as a Coordinating Officer till the approval of step 2.

SACODIL have a Board of Govermors which will have responsibility for
determining the principles, policies and priorities to guide the activities. Each
member country will nominate one member to the Board. The members of the
board would be either the Vice Chancellors of national open universities or
Heads of major open and distance leamning institutions or Heads of educational
bodies as identified by the member states. The secretary general of SAARC or
his/her nominee will also be a member of the Board. The Chairperson of the
Board will be selected from =ong its members for two years, in rotation.

The Chairperson will be the Executive Head of SACODIL for two years and
he/she will nominate a Secretary from his/her own organization to provide the
necessary secretarial assistance. The cost of maintaining the secretariat will be
borne by the concerned institution/organization.

A National Coordination Centre should be established in each institution/
organization of the member state to which the member of the Board belongs.

SACODiIl will have its own Secretariat in Kathmandu headed by an Executive
Director. There will be a network of National Coordination Centres as the focal
points in each country. It will have a Board of Governors each member of which
is nominated by each country as in step 2. The Executive Director will be the
Chief Executive Officer of SACODIL and will be responsible to the Board of
Governors for the administration and operation of SACODIL, for the
implementation of its policies and programs and for its financial management.

The number of staff needed in step 3 and the Budget estimate for five years are
also included in the Proposal.

Present Status

The proposal was considered at the Standing Committee of SAARC in the context of

the 11" summit held in Kathmandu from 4-6 January, 2002. The Standing

Committee made the following recommendations:
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The Standing Committee noted the proposal for establishment and operationalisation
of SACODIL. The Committee emphasized that in view of the major financial
implication for the member states, the second meeting of Vice-Chancellors/Heads of
Concerned Educational Institutions review the proposal for its cost effective
implementation.

The Council of Ministers endorsed the recommendations of the Standing Committee
to convene the second meeting of Vice-Chancellors /Heads of concerned institutions
to review the proposal for establishment and operationalisation of SACODIL.

It is hoped that the proposed meeting will be held soon to consider further actions.
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Investment and Achievement in Primary Education

Dr. Tirth Raj Khaniya®

Background

My involvement in two major activities in education has led me to look into why
even after making enormous efforts and investment in primary education in Nepal, it
has not been possible to enhance the learning achievement of the students to the
desired level. The first activity was my involvement in Basic and Primary Education
Project (BPEP) as project director from 1992 to 1994 which was initiated both with
the involvement of His Majesty's Govemment of Nepal and International funding
agencies like the World Bank, DANIDA, UNICEF and JICA in order to bring about
changes in the Nepalese primary education system. The BPEP which was
implemented from 1992 to1998 is said to have expended altogether 216.84 million
US § (BPEP 1999) for the reform of primary education. This sector has been
receiving external funds to continue the reform programs initiated before.

There have been remarkable improvements in reforming primary curriculum,
introducing new textbooks, assessment system, recruiting teachers, establishing new
schools, increasing participation of girls, providing short-term training for teachers,
providing supports to teachers through a resource centre system, etc. There has also
been improvement in the physical conditions of schools. However, there has been a
concern among the professionals, govemment officials and donors about the delivery
of quality education. It is the growing feeling that much remains to be done to
provide quality education to all people. For that purpose, the Government has
initiated new Programs under the auspicious of Department of Education to provide
much reformed education in the coming years which will involve a huge amount of
money. For a country like Nepal, given its socio-economic situation, the amount of
money utilised in the reform of primary education is, of course, enormous.

As usual, the regular supervision mission and evaluation of the project is still going
on as a routine work. Reports on the project's success are being prepared. General
accounting of the disbursement is also taking place. Future plans based on the past
performances are also developed. Nevertheless, performance auditing of the project
is not taking place. Mere auditing the financial part of the development work does
not give the real picture of the program. For getting the actual situation of the
development projects it is necessary to carry out performance audit of the
development activities. Absence of performance audit is not confined to BPEP, it is
the case with all development works in education which have received external
supports.

‘ Reader, Faculty of Education, T.U.
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Furthermore, more projects in education are being initiated without learning from the
past. It appears that the success of the Ministry and the Country Resident Offices of
the International Agencies are seen in light of the establishment of the new projects
rather than on the successful implementation of those projects. The reason is that
there is frequent changes in the management personnel who do not think that they are
accountable for the tasks they initiated. They are not prepared to answer what
happened and what could not happen during their time. They know that by the time
the project is evaluated they would have taken another responsibility and the one
who would enjoy the privilege of being there would just take an excuse for being
new in the institution. This is how many of our development projects have suffered a
lot mainly because there is no audit of performance. Furthermore, nobody believes
that selection of a head of any institution is based on his/her professional
qualification and skills in managing any institution. In absence of this, no one would
take responsibility for the enhancement of the achievement levels of the leamners. The
pain that the initiator takes is not shared by those who later take responsibility for
managing a program.

To make it more explicit, take an example of Higher Secondary Education Board. It
is possible to compare how it was managed until some years ago and how it is being
managed now. It is also possible to examine the institution's status in mobilising
external funds. Three years ago, the Board received about 3.5 crore NRs' grant fund
under the World Bank's scheme to develop future plans for 10+2 system including
the design of a large scale project to be supported by the World Bank solely for
Higher Secondary Education. Initially the project was for a year. When there was no
successful implementation of the project, it was given an extension for another one
year which is due to expire in September 2002. A large sum of the money is still
unspent which is about to be taken back by the provider. There is no sign of taking
any interest in using that money for the development of HSEB. Nobody takes an
account of what would have be the future of HSEB if the money was expended
according to the plan and what would be the future of HSEB when no future plan is
developed. This is an institution where on the one hand the Govemment finds it
difficult to increase even a small amount of money in the yearly budget allocation
and on the other hand a huge amount of grant fund is very close to be taken back by
the provider simply for not utilising it by the institution. The reason for this is that as
there was a change in the Management leadership, the priority of the management
was shifted to demonstrate a drama. It also lacked professional leadership. The
development of the institution became less important for those who are presently
responsible for leading its management. As the result of such inability to utilise the
available fund, the institution may be jeopardised and it may invite chaosness in the
institutional system. Therefore, it is a high time that all the concerned people and
authorities including the ministry of education be alert, and develop a proper plan
and design practised programs as demanded by the situation.
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Carrying out national assessment studies of primary school children was another
activity I was involved in BPEP. The studies were a kind of evaluation of the extent
to which the changes brought about in primary education were effective in improving
the learming achievement of the students. For this purpose, national assessment
studies were carried out in 1997, 1999 and 2001 gathering information about the
achievement of the students from grades 3 and S in my leadership. The 1997 and
1999 studies were carried out to set benchmarks for the achievement of grades 3 and
5 students. The idea was that after setting the benchmark information about the
performance levels of the students, it would be possible to measure the progress that
the system has made since then.

There is a world-wide struggle for enhancing learning achievement of students. The
World Conference on education for All in 1990 put emphasis on universal access to
primary education. However, assessing the performance of different countries in
2000, the Dakar World Conference on Education For All shifted its emphasis from
access to learning achievement (UNESCO, 2000). The worry was that children were
found to have learnt not even a fraction of what they were supposed to learn after
going to school for years. It was, therefore, realised that mere access to education
would make little sense unless learning achievement was improved.

There has been a growing debate on what enhances learning achievement. For a long
time, it used to be accepted that the school factor was the most important factor for
learning skills and abilities. It was in that belief that several countries utilised internal
and external funds to strengthen the school system of education. Nepal was also
influenced by such ideas. Consequently, before and after the 1990' s popular
movement, the democratic government received adequate funds for educational
development in primary education in particular and educational development in
general. But the sole belief in school factor was broken down when Benjamin
Bloom's Stability and Change in Human Characteristics in 1964 and Colemar et al's
Equality of Educational Opportunity in 1966 were published. Thes- publicaticns led
the general people to believe that for students' learning the school factor was not very
important. What was even more important was the home factor (e.g. social structure,
income, of parents, exposure to books, need for achievement, etc.) Gaining insights
from Intemnational experiences, different countries started assessing their leaming
situations to identify the factors that play important roles in contributing to learning
achievement.

In order to understand the progress in learning achievement, national assessment is
emerging as a competent way. It examines the status of performance of students as
well as how a system of education is functioning to lead students to achieve the goals
set for them. A national assessment is defined as "Systematic, regular measures of
leamming achievement in a country that are designed to assist policy making"
(Lockheed and Murphy 1996). National assessment is useful for policy-making
decisions especially when decisions are to be made in relation to the optimum
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utilisation of resources. In a country like Nepal where resources are scarce, it is
always very usetui to make decisions on where and how the limited resources should
be utilised so that maximum benefits can be achieved. Countries like Chile, Egypt,
Thailand and Colombia and some states in US have carried out national assessments
to examine the actual health of the system of education (Murphy et.al. 1996).

[t can be argued that the interventions in BPEP should be good enough to ensure
effective delivery of quality primary education which eventually should have
enhanced the learning achievement of our students. However, examining the
achievement levels of our students, it was revealed that there was no substantial
progress in their learning achievement. This is a challenging situation for both the
government and donors. In this situation, one would argue whether or not we should
continue making enormous investment in the reform of primary education when
there is lack of evidence for the improvement in the learning achievement of the
students. Studies of such a scale would also buzz an alarm for all those who are
involved in the whole process of primary education development to review the
adequacy of what has already been done. Perhaps it would be necessary to review
especially the concentration made only on school factor when there is sufficient
research evidence for the fact that home factor can play even more important role in
enhancing the achievement levels of the students.

It is necessary to look into why the reform mechanism in primary education did not
work. What is necessary to understand is whether there was something wrong with
the design of the reform programs or there were problems in the implementation of
those programs. In the process of finding reasonable explanations for these issues it
is possible to get a new way out which could be more useful for reforming our
present system of primary education. It could also be useful for designing projects in
the future.

In this context, a brief presentation of the National Assessment of Grade 5 Students
which was carried out in 1999 would be useful.

The Objectives

The study "National Assessment of Grade 5 Students" was carried out with the
following objectives:

e Collect baseline information about the performance of grade 5 students in
Nepali, mathematics and social studies,

o Establish national and regional levels of performance of grade 5 students in the
above subjects,

e Determine the factors contributing to students’ achievement, and
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Theoretical Framework of the Study

The study adopted a framework congruent with a national assessment in terms of
approach. By definition, a national assessment is carried out to examine the health of
the system of education. The rationale is that this type of assessment should assess
the quality of achievement of students based on the national curriculum covering the
whole country. It is argued that a national assessment is useful for providing
information to the policy makers so that they can make decisions on how the scarce
resources of the country can be best utilised for better delivery of quality education.
Furthermore, it is also useful for monitoring the system, helping teachers to gear their
efforts towards making the classroom practices more learning-oriented, making
teachers accountable for their jobs, making parents, teachers, administrators, policy
makers, textbook writers etc. aware of the situation, and presenting the realistic
standard of student achievement.

The study adopted criterion-referenced testing in terms of approach and
performance-based tasks in terms of types of test items. The explanation is that the
tests for the present study were designed to determine whether or not an individual
student had learned specific skills and abilities as envisaged by the system of
education. The skills and abilities incorporated by the national curriculum and the
leaming outcomes determined for grade 5 students were the criteria against which
the performances of the students were compared with. So far as the type of test items
is concerned, attempts were made to design tests that require the students to actually
perform with knowledge, rather than merely recalling and recognising knowledge.
From this point of view the tests were considered to be performance-based tasks.

Methodology

The study followed Ross (1997) for designing the national sample for data collection.
The sampling approach based on Ross (1977) allows selecting at least 20 students
from each centre of test administration. For this purpose the wl.ole country was
divided into 16 clusters for administering the instruments based on 5 development
regions and 3 ecological belts, and the Kathmandu Valley as a separate cluster.

Two kinds of instruments were used for data collection; achievement tests in Nepali.
Mathematics and Social Studies based on the learning outcomes and curriculum
determined for grade 5 and questionnaires and school survey form involving several
factors which possibly contribute to student achievement. Experienced subject
specialists, testing experts, educationists and working teachers were involved in
selecting contents for the tests, and developing test items from the whole universe of
the learning outcomes. Rigorous exercises were carried out to ensure the adequate
representation of the whole set of skills and abilities which the grade 5 students were
expected to have learned. Questionnaires and school survey forms were also
developed with the assistance of experts.
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The instruments were administered to a representative sample of grade 5 students
covering the whole country. The study involved the structure of the Ministry of
Education to a reasonable extent. The secretary of education and higher level
authorities were involved in approving the proposal and reviewing the final report at
the centre, and district education officers and school supervisors were involved
during the administration of the instruments. The purpose of doing that was to
transfer skills and knowledge for institutional growth.

Altogether 3510 students from 20 districts (143 schools) representing 15 clusters
took the tests. A number of 566 students, 533 parents and 408 subject teachers were
interviewed. The answer sheets and the questionnaires were scored, and the data
were processed using a SPSS statistical package. A total of 242 students from private
schools in the Kathmandu cluster also took the tests but their performances were not
included in the main body of the analysis.

Findings of the Study

The findings of the study are presented in two ways. What kind of improvement was
achieved in creating the learning situation for the students by expending funds
received from the external and internal resources will be discussed first. Then the
status of the leaming achievement of the students will be discussed. The idea is to
examine why there was improvement in creating the learning situation but not in
leading the students to enhance their learning achievement.

The Learning Situation

To have an understanding of the situation in which the teaching and leaming of
primary education was taking place, a summary of the information about the external
factors involved in leamning collected through questionnaires and school survey
forms were found to be as follows:

The School Factor

Almost 50 percent of the sample schools were exclusively the primary schools. The
rest were attached to either secondary or higher secondary schools. The number of
days schools were open was less than the expected and cannot be considered to be
adequate. There was no basic problem of space in primary schools. Most of the
schools had, at least, pukka walls and roof. However, it also became apparent that the
classroom situation was not conducive to learning as there were no adequate
instructional materials, desks and benches. The prescribed textbooks and relevant
materials like curriculum and the teacher’s guide were available in most of the
schools (86%).



The Parents Factor

It was revealed that most fathers were literate (mostly able to read and write) and a
majority of mothers were illiterate. The majority was from agriculture background.
As it was expected, most parents aspired for their children to go on to higher
education. It was also revealed that not many parents felt comfortable to visit schools
unless they were required to attend particular events. They themselves were not
motivated to visit schools and make queries about the learning of their children.

The Student Factor

1864 girls and 1646 boys participated in the study. Most of them (two third) were
from the rural areas. Almost two-third of the students had Nepali as their mother
tongue. One- fourth of them had pre-primary education background. Almost all
students had the prescribed textbooks with them. Students reported that they studied
at home for 3 hours everyday. On an average, they did not have to walk for more
than 15 minutes to get to their schools. A majority of them had to work at home.

The Teacher Factor

It was revealed that all the teachers teaching at primary level had, at least, the SLC
level qualification. A majority of them had only SLC, and one third of the teachers
had Intermediate level, and some of the teachers had even a Bachelor degree. Almost
‘a half of the teachers had no training at all. Among the trained teachers, a majority of
them had only 330 hours training. In classroom practice, their classroom
performances were not supervised by the supervisors and resource persons in a
significant way and no suggestions were given to them for further improvement.

Statistical Findings

The overall performance of students at national level was found to be as follows:
Overall Achievement of Students

Level of National
No. of Cases Mean Score S.D. | Maximum | Minimum BLC
Mathematics 3510 27.25 17.08 90.00 0.00 | 36.60
3510 51.46 15.85 88.00 1.00 | 90.00
Studies 3510 41.79 15.23 82.00 0.00 | 78.10

The performances of students were analysed also at regional and ecological levels,
gender-wise and component-wise etc. On the whole, the performance of the western
development region was found to be reasonably good, and the performance was not
as expected in mathematics. The Terai region could not do well in Nepali but did
better than other regions in mathematics. The Kathmandu cluster appeared to have
done the best in comparison to other clusters. There was not much difference in the
performance of students from rural and urban locations. It could be because, as it was
observed, the schools selected for the data collection happened to be not far from the
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urban areas. Gender-wise, the boys did better than the girls in mathematics but the
girls did other way round in Nepali. Component-wise, mostly the students were able

to do those items which required low-order skills and could do well which required
higher order skills.

The same data were processed to look into the performance of the BPEP and non-
BPEP districts. Though the results were not conclusive rather they were tentative,
because the study was not designed specially to look into the difference, the non-
BPEP districts were found to have done better than the BPEP districts. Further
investigation is needed to draw definite conclusions regarding this issue.

As expected, students from private schools performed better than the students from
public schools in all the subjects. Nevertheless, the performance of private schools, if
seen in isolation, cannot be considered to be reasonably good. The competence level
of the students of the private school was not to the satisfactory level.

Qualitative Analysis: Performance Category
The performance of the students was discussed also in qualitative terms.
Nepali

Students achieving up to 30% marks appeared to have achieved partial success in
listening, reading and writing skills as envisaged by the curriculum. Related to these
skills, they have got, to a reasonable extent, some mastery over functional grammar
such as gender, number, honorific, preposition, etc.

In addition to the basic elements of functional grammar like gender, number,
honorific, use of prepositions, to a satisfactory level, the students having achieved
scores within the range of 31-50% were found to have acquired abilities to
understand texts that can be answered in 4-5 words. They can describe any scene
exposed earlier or a picture in 4-5 sentences forming a paragraph. They can read
(loud and silent) simple texts. They also seemed to have learned vocabulary, word-
meaning simple sentence construction, and word recognition to a desirable level.

In addition to the basic elements of functional grammar such as preposition, gender,
number, and honorific, the students scoring within the score range of 51-75%
appeared to have achieved expected level of success in the basic skills of language--
listening, reading and writing. Examining those skills, it appears that they have
achieved some mastery over listening comprehension, reading comprehension,
paragraph writing, and basic structure of application writing. They also can construct
short-sentence, correct incorrect sentences, make appropriate use of punctuation
marks, identify words, and process meaning of words.

In addition, to have achieved the above skills and abilities in basic language skills
and functional grammar, the students within the score range of 75% and above
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appeared to have achieved reading and listening comprehension, paragraph writing,
familiarity with letter writing fcr domestic and application purposes to a greater
extent. Related to these texts, they have achieved reasonable mastery over functional
grammar- gender, number, honorific, preposition, construction of short but correct-
independent sentences, appropriate use of punctuation marks, word construction,
correction, vocabulary, etc.

Mathematics

The students’ abilities in mathematics test under the four categories varied
considerably. Students achieving up to 30% were able to write the greatest number
comprising three digits, read bills, write the least number comprising three digits,
write numbers up to eight digits in words, and estimate cube by observation, find out
the difference between two numbers.

Students achieving scores within the range of 31-50% were able to calculate square
root by factorization, find out cube and square of a given number and calculate the
difference between them, write numbers up to eight digits, simplify numerical
problems involving four mathcmatical operations, solve multiplication of metric
system, find out the co-ordinate of the given point in a graph, classify triangles by
observation and classify triangles on the basis of their sides.

Students achieving scores within the range of 51% -75% were able to substitute the
value in the linear form algebraic expression, solve linear form equation, convert
fraction into percentage, solve the problem of multiplication of decimal, measure the
angles of the quadrilateral, convert word-problems of metric system of multiplication
into mathematical form and solve them, convert word-problems of surface area into
mathematical form and solve them, convert the fraction into the lowest term and
convert word-problems into mathematical form and solve them by Unitary Method.
The students scoring 76% and above were capable of solving problems competently
in all the aspects of Arithmetic, Algebra and Geometry. These students had acquired
applied knowledge in almost any component given in the leaming outcomes.
However, they were found incapable to find out the perimeter of the rectangle by
using formula and solve word problems under addition, subtraction and
multiplication of fraction.

Social Studies

There were only eight leaming outcomes determined in a broad way in Social
Studies. The performance of students under different performance categories were
found as follows:

The students who scored up to 30% seemed to have some knowledge and skills of
the various aspects related to myself, my family and neighbourhood, geographical
study, civic awareness, social norms and values, social service and social
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malpractice, geographical study and international understanding, peace and co-
operation. They appeared to have very limited knowledge and skills in the specific
areas of social studies

The students scoring within the range of 31-50% appeared to have understanding of
their responsibility in society, familiarity with their religion and social customs,
positive concept of the respect for elders, parents and teachers, the value of various
languages including national language, the importance of social organisations and
social welfare, the role of individuals and community in the society, of our historical
kings, historical persons and their contribution, the geographical belts and northern
and southern points of Nepal.

The students who scored between 51 - 75% appeared to have leamed, in addition to
the above students, the specific skills and abilities as their responsibilities in family,
help their family members in the areas they can contribute, know the structure, ratio
and function of the earth and value of water resources of Nepal, identify the northern
and southern parts of Nepal and also plot map locating geographical belts.

The students who scored 76 and above appeared to have leamed most of the skills
and abilities envisaged by the curriculum.

Factors Contributing to Student Achievement

The factors like regularity in attendance, the days for school operation, no repetition
of grade, use of additional learning materials, and availability of electricity at home
were found to have positively contributed to student achievement. Other factors like
class in operation, availability of all textbooks, expenditure per student, percentage
of female teachers in Grade 5 were also found to have positive contributions to
leaming achievement.

Conclusions

It was found that the achievement status of the grade 5 students was much below the
expected level. The main score of 27.25 in Nepali, 51.46 in Mathematics, and 41.79
in Social Studies cannot be accepted as satisfactory. It should therefore be accepted
that despite enormous investment in primary education, there is a sign of progress in
strengthening the infrastructure of educational facilities but not in the learning
achievement of the students. It is necessary to leamn from our past experience and the
research studies carried out on different occasions so that our future initiatives make
significant contributions to the enhancement of the learming achievement of our
students. It should be noted that we have been investing money on the school factor.
What is emerging as important factor for enhancing learning achievement to-day is
the home factor. Perhaps our future initiatives should accept it as an essential
component to be included.



L4

Based on the above analysis, the following conclusions were drawn:

1. Appropriate classroom practices for learning are not taking place in primary
education. The efforts made so far in improving educational delivery have
reached, to a reasonable extent, the proximity of the classroom but they have not
been fully utilised in classroom practices. Leaming at desirable level is yet to
happen.

2. The minimum level of expectations of the system of education determined under
30% cut-off is not enough for developing in them the necessary skills and
abilities. International effective schools research suggest that the higher the
expectations the greater the achievement. Even in this study, students achieving
50% score demonstrated that they had achieved the basic level of competence.
There should be higher expectations of the system than is currently the case.

4. A sound formative evaluation system is necessary for helping students to leamn
more effectively. This system also helps teachers to trace out the weaknesses of
the students and then provide remedial lessons. Introduction of continuous
assessment system in a competent manner can be a way of achieving this.

5. Mere expansion of and access to education does not serve much if it is not
accompanied by quality improvement.

6. The existing academic level of primary school teachers (SLC) has not been
adequate for them to acquire the required competence level for providing quality
education to the students. The contents of the courses that offered for Grade 5
students could be too difficult to handle for those teachers who have studied only
up to SLC.

7. It is teachers who can make classrooms and schools effective. For that purpose,
they need to be equipped with knowledge of the subject matter and pedagogic
skills through a comprehensive teacher- training program. A m-*ority of teachers
was found to be untrained and even if some were trained but had a short period of
training. It can be concluded that the teachers did not have sufficient knowledge
and skills to perform the given task.

8. Reinforcing the factors that contribute to leaming achievement leads to the
success of the system.

9. Regular monitoring of teachers to make them accountable to their job will be
contributory to raising educational quality. For that purpose, exploit the resource
centres to their full extent under decentralised management. Lessons for
management of schools could also be leamnt from those private schools which
demonstrate high level of performance.
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10. Effective classroom practices are necessary for learning to take place. The supply
of educational materials and development of physical facilities of schools are
important for learning but leading those materials and facilities towards making
classroom operation effective is even more important.

11. Mathematics is one of the most important subjects offered at primary level of
education. This is also one of the three Rs which is considered to be the basics in
primary education. The level of achievement of Grade 5 students in Mathematics,
as was revealed by the present study, should be taken as a major concern by the
country. A country cannot and should not ignore this fact. Unless special efforts
are made towards this direction the situation cannot be improved.

12. Primary schools are functioning differently in varying situations. The situation
cannot be improved only through the inputs provided under national programs.
Local needs are becoming more prevalent.
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The Governance of Public Education in Nepal:
Issues and Challenge

Min Bahadur Bista, Ph. D."
Background

Educational reform has remained high on the list of the Government's priorities in
recent years, especially after the restoration of democracy in 1990. The decade saw
numerous commissions and committees, several plans and programs, and a couple of
externally aided education projects for educational reform. This trend of forming
more committees, producing more reports and preparing new projects continued to
the end of last decade. The Government appears to be serious about improving
education. Educational reform is now seen as part of a larger agenda of poverty
alleviation and nation building.

The results of all these reform measures are disappointing, despite the fact that there
has been no lack of effort. The country is now left with failing public schooling
system, broken promises of quality education and empty dreams of school reform.
Both achievement studies and results of public examinations are repeatedly showing
poor performance of students. In the face of disappointing academic performance of
children, the public has questioned not only the accountability of educational
institutions but also the ability of educational planners, policy-makers, administrators
and specialists, who are taking charge of managing education reform in Nepal.
Several factors may explain the continued poor performance of the public education
system, but one explanation relates to the existing practice of organization and
governance of public education. The crisis that the public education system
experiencing is not simply an issue of declining test scores of Nepalese children, but
one of management and governance. The purpose of the paper is to discuss the
organizational and management issues that confront the public education syste'n. The
argument has been that public schools and institutions created tc govern them, as
they are organized and managed, are not capable of producing any visible outcomes.
I would argue that more resources, more teacher training, more textbooks, or more
revisions in education regulations will not bring about changes in the performance of
public education. I will conclude by saying that nothing will repay national efforts in
education more than building up appropriate organizational and management
structures and practices at the institutional level.

The Management and Administration of Education in Nepal

Education management in Nepal, like many other developing countries, follows a
pyramid mode, in which key policies, programs and logistics are formulated at the
central level, organized into a set of councils, departments, divisions, and centres
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(Department of Education, Higher Secondary Council, Technical and Vocational
Education Council, Non-formal Council, Secondary Education Development Centre,
Curriculum Development Centre, Distance Education Centre, Non-formal Education
Centre, National Centre for Educational Development, Planning Division,
Educational Administration Division). The Ministry of Education and Sports
- (MOES) has the mandate for policy making. The DOE works through a network of 5
Regional Education Directorates (REDs) and 75 District Education Offices (DEOs)
that are responsible for ensuring that central policies and programs communicated
and implemented in the schools. Individual education institutions are managed by
heads of institutions (e. g., head teachers, principals, or campus chiefs). The District
Education Committees (DECs) and School Management Committees (SMCs)
provide forums to local bodies, parents and others interested in education to be
involved in educational decision-making.

Education is perhaps the largest public sector employer and absorbs a good size of
government resources (around 15% of the total annual budget). The unprecedented
expansion of the schooling system has resulted in the growth of a heavy bureaucracy,
rise of new institutions, creation of new layers of administration, and
compartmentalization.

Where does our Education System stand in terms of
Indicators of Effective Management?

Throughout the educational reform literature produced during the last decade one
will find the rhetoric of quality education. Almost every plan or commission report
stresses that the level and effectiveness of inputs must be increased and the quality of
teaching must be improved so as to increase the level of student leaming. From this
literature, we perhaps know where we should be heading. But, knowing where we
are heading is one thing, knowing how to get there is another matter altogether.
Every one knows the remedies needed to cure the illnesses of public schooling: more
teacher training, more revision of textbooks, appointment of more supervisors and
new brand of educational personnel like the Resource Persons or Master Teachers,
more amendments in education regulations, etc. What is neglected is the fact that
establishing managerial and institutional strength throughout the education system is
essential to the success of these efforts. The simple fact is effective schools require
effective school management.

For effective school management, it might seem relevant to focus on internal
management and management in the outer environment which normally impinges on
the school system. Adverse forces affecting the school system, unless averted with
due measures, are most likely to jeopardize the internal environment of the schools.

David Chapman (1998) proposes a set of indicators of effective education
management (Figure 1). The list is not comprehensive, however, it presents a sound



picture of what effective management looks like. Using the Chapman framework of
effective management, one may examine -the performance of educational
management at all levels: the ministry, the region or the district and the school. On
almost every count, the system of education management has a poor profile. One
does not have to be a rocket scientist to understand the fact that neither level of
educational management has delivered what it is supposed to deliver.

Figure 1: Indicators of Effective Management of an Education System

Indicators of effective system level management (ministry level)

Textbooks are produced in sufficient numbers and distributed to schools on time
Instructional supplies are delivered to schools on time

Supply of qualified teachers meets demand

Teachers are appropriately assigned and deployed to schools

Teachers salaries are paid on time

Schools have copies of the curriculum

Ministry knows location of schools throughout the country

Schools are appropriately located across the country

National plan is available which provi-es vision and focus for educational activities

Indicators of effective intermediate level management (regional and district levels)

Teachers are appropriately assigned/deployed to schools

School inspection occurs on appropriate and regular basis

Teachers receive instructional supervision

Questions from head teachers and teachers receive a timely response

Ministry information flows to schools in a timely way

School information is conveyed to ministry in a timely, way

Staff development activities for school personnel are well designed and implemented

Indicators of effective school level management

Instructional supplies are ordered on time

Teachers come to school on time

Teacher absenteeism is low

School facilities are in good repair

Teachers have copies of the curriculum (and textbooks)

Teachers receive instructional supervision

School has a functioning PTA or School Management Committee or a Site Council)
Parents know how their children are progressing in their studies

All indicators listed above suggest that today's schools are not qualitatively a better
place in which to be, and better places of learning than they were twenty years ago.
For the most part, the processes and methods of instruction in the public school
classrooms of today are no different from what they used to be in the 1960's and
1970's, although thousands of teachers attend in-service and pre-service teacher
training courses every year. Studies have reported a number of times that:(a) teachers
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are appointed on the strength of their political affiliations rather than transparent,
professional criteria; (b) unscheduled school closures, administration, and teacher
and student absenteeism cause a lot of disruption in public school; (c) teachers are
heavily involved in active politics; (d) teaching profession attracts only mediocre due
to low rates of pay, low prestige, poor working conditions, lack of career
opportunities, lack of training, and lack of monitoring and evaluation; (e) school
conditions are often very difficult and are not conducive to learning; (f) schools
seriously lack instructional resources to facilitate teaching-learning; (g) school heads
are too weak and too incompetent to manage and lead the institution; (h) parents and
local communities are too powerless to exert any pressure on teachers and schools;
(i) schools are seldom visited by district level administrators and supervisors; and (j)
school administrators and teachers are not accountable for providing effective
education to students.

When schools do not look like schools, what else parents could choose to do? No
wonder the public, especially the emerging middle class and the upper class elite has
lost faith in the publicly managed institutions. The ones who do not trust the public
system of education are the public school teachers themselves and those who are
taking charge of public policy and school reform. Others are also equally affected. In
recent years, we have witnessed a sort of mad race among parents to find places for
their children in five star English boarding schools. One big push for privatization
grows out of the increasing gap between what parents want and what government-
aided schools can deliver. It should be noted that if the public loses its confidence in
the school's capacity to produce desired results, chances are that the public school
system as a whole might lose the required political support, and funding also might
shrink swiftly.

How do Existing Organization and Management Approaches
Contribute to Poor Performance of the Education System?

Conventional explanations of poor performance of our education system focus on
inadequate resources in educational institutions. It has been the contention of this
paper that continued poor performance of our educational institutions cannot be
addressed through a 'top down' and 'more of the same' approach to educational
reform. The bureaucratic, social and political context in which our education system
operates is itself a fundamental barrier to developing and sustaining educational
reform. Research has long shown that educational improvement thrives in a climate
that guarantees flexibility, autonomy, extensive teacher input and commitment,
parental involvement and local ownership at the site level. Existing approaches to
school organization and governance tend to put an end to these essential conditions
that are needed to develop and sustain effective institutions.

Educational management in Nepal is centralized, and public institutions are
controlled by bureaucratic authority and administration. This means that the MOES



will take the overall responsibility of formulating plans and programs, allocating
resources, and making all important decisions affecting a school and that these
centrally formulated plans and programs will be implemented by the Ministry’s
regional and district level agents. This also means that management of schools will
be taken out of the hands of local people, parents and teachers, and centred with the
district and ministry. The responsibility for the success of the school is taken away
from teachers, parents and head teachers. The school is seen as a distant government
institution and teachers are seen as the employees of the distant employer, i.e., the
MOES. In public system, typically, school administrators and teachers are
accountable not to parents and students but to central and district level authorities. At
times, school administrators and teachers seek protection from political parties.

Most recent literature on educational reform suggests that the individual school
should become the basic unit of educational change. It should be recognized that
learning process is essentially school-based and that there can be multiple ways of
promoting learning in schools. One single reform package or innovation will not
respond to the needs of all schools in the nation. Because local actions have a
significant impact on childrer's learning, teachers, parents and local school
professionals must begin to take responsibility for designing and implementing the
school reform strategies for their schools within the overall context of national
framework. Schools must have the ability and the autonomy to design and implement
their own school improvement programs. The primary responsibility to develop a
stimulating, supportive and creative environment needed to maximize student
achievement should be left at the building level. If the change should occur at the site
level for effective school reform, the school should have the primary responsibility to
bring together a staff of professionals who could use their knowledge and experience
to follow the best practices appropriate to their students to meet national goals. This
implies that the selection of teachers and staff, teacher development strategies,
curriculum materials and allocation of resources should be done at the site level in
response to local needs and conditions.

The centralized, bureaucratic approach to educational management generally serves
to undermine the school personnel's sense of authority over their own program.
Bureaucratic control and interventions do not allow the professionals to exercise
freedom to discharge their responsibilities optimally and effectively. Implicit in the
notion of autonomy is the fact that professionals should be trusted and not
constrained by any means while performing the roles in their professional
jurisdiction. The process involved in the operation of bureaucratic organizations is
often coercion, command, control and regulation. Professionals are likely to lose
their efficiency in a bureaucratically-constrained organization where liberty to
exercise professionalism is limited. As a matter of fact, mechanistic bureaucracy and
professional freedom are incompatible.



Flexibility and autonomy in decision-making have been identified as correlates of
school effectiveness. The authority of head teachers, school management committee
members and parents is very limited in school level decision-making. A number of
decisions, which are critically important for schools to function as autonomous and
professional organizations and for teachers to act as independent professionals, rest
on the central or district level, rather than on the school level (Figure 2). School head
teachers are largely excluded from making decisions that affect their ability to
improve student achievement. Curricula and other leaming materials are developed
centrally, and the diverse capacities and interests of schools are often ignored.
Teacher personnel management (appointment, deployment, reward or punishment,
evaluation and promotion) is based on the centrally framed guideline, leaving little
choice for head teachers, parents and SMCs. Because personnel decisiors have been
taken away from the hands of head teachers, it undermines their ability to build and
maintain an effective school environment. The dearth of authority at the school level
is most prevalent in public schools rather than in the private schools. One head
teacher puts the plight of a public secondary school in the following way:

'The head teacher cannot do anything to reward or punish teachers as his hands are
tied. If the head teachers in public schools are given the authority of rewarding or
punishing teachers like in private schools, the situation would be different’
(Spotlight, July 9-15, 1999, p. 18).

Figure 2: Key Areas of Decision-making
Salaries and incentives

Setting salaries
Establishing incentives for teachers, students and administrative staff

Personnel decisions

Hiring and firing teachers

Hiring and firing the head teachers

Hiring and firing administrative personnel

Taking disciplinary action against non-performing teachers

Pedagogy

Determining class size

Designing the curriculum

Selecting textbooks

Defining educational plans and programs
Pedagogical supervision

Evaluating teachers

Training teachers -

Maintenance and infrastructure
Maintaining the schools
Developing infrastructure projects
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Administration

Setting goals for the school

Planning and preparing the school budget
Determining school hours

Setting the school calendar

Providing textbooks

Distributing textbooks

Accrediting new schools

Relations with teacher unions

Informing the community about school activities

Fullan (1982), after reviewing the school reform literature, concluded that
educational reforms live or die by the success of their implementation at the school
level. The effective schools and school improvement movements have consistently
shown that in-school contextual factors are critical for effective student learning.
Heneveld and Craig (1996), following a review of these two types of research
studies, identified eighteen key factors that influence student outcomes. They have
grouped the eighteen factors into four categories: supporting inputs from outside the
school, enabling conditions, school climate and teaching leaming process inside the
school (Figure 3). Heneveld and Craig argue that all of these factors interact with
each other and are themselves influenced by the context surrounding the school. It is
their interactions and integration amongst them in a school that determines school's
quality. A close look reveals that all these factors that determine a school's
effectiveness are largely missing in our public schools.

Figure 3: Factors that Determine School Effectiveness

Supporting inputs Enabling School climate Teaching/learning
conditions

1. Strong parent and 1. Effective 1. High 1. High learning
community support leadership expectations of time

2. Effective support fromthe | 2. A capable of students 2. Variety in
education system teaching 2. Positive teacher teaching

3. Adequate material support force attitudes strategies

3.1 Frequent and appropriate | 3. Flexibility 3. Order and 3. Frequent
teacher development and discipline homework
activities autonomy 4. Organized 4. Frequent

3.2 Sufficient textbooks and 4. Hightime in curriculum student
other materials school S. Rewards and assessment and

33 ~ facilities incentives feedback
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Conclusions

The paper has argued that the continued poor performance of the Nepalese public
education system originates not from the lack of resources but from the systemic
barriers that emanate from the existing structures and practices of educational
organization and management. Responding to these challenges will require a
fundamental restructuring of educational governance, especially of the way how
schools are organized and managed and the way roles and responsibilities of head
teachers, parents, school management committees and teachers are defined. It is high
time to seek a departure from the existing centre or district-based model of
educational management to that of a school-based model of management. This is not
to suggest that the Ministry will have no role in a devolved system of educational
management. To actualize the notion of school-based management, the government
will have to remain very much in the driver’s seat. But, the role of the government
will change from that of a provider and manager to that of a facilitator and regulator.
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Evaluation System in Primary Education of Nepal:
A Historical Perspectives

Tirtha Raj Parajuli, Ph. D.”

Background

Evaluation plays a very significant role in improving education system. It is a means
used not only for measuring the quality of education but also for making wise
educational decisions. At the instructional level, evaluation identifies the strong and
weak aspects of instructional activities and helps in making objective decisions.
Evaluation, for example, recognises early enough when a pupil is endangered to fail
and help to control pupil fail. Hence, the term evaluation covers a wide range of
decision-making activities in education. But the term is synonymously used for
examination in Nepal.

Examination, which is one of the several means of evaluation, is widely used means
for the evaluation of students’ leamning in Nepal. Other means of evaluation are
rarely used in schools and in higher education. Thus, our teaching at all levels of
education is examination oriented. In schools, students are evaluated through
terminal, half-yearly and annual examinations. Even in Kindergarten, children get
used to examinations, something we won’t find anywhere else in the world. These
types of examinations have not only encouraged rote memorisation on the part of
students but also have caused a high educational wastage in Nepal. This paper is a
brief historical sketch of the efforts made towards the improvement of evaluation
system in primary education of Nepal.

Evaluation System Before 1971
The Provision

Various suggestions and efforts were made in improving the system of evaluating the
pupils’ progress since 1940. The Education Ordinance published in 1940, with a
view to make examination system more systematic and dependable was remarkable
step of evaluation. It set the following regulations for the examination:

a. Cumulative record of each student be kept and parents be briefed about it twice a
year if possible;
b. Assessment to be made twice a year;
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c. Pupil failing for three consecutive years in the same grade to be dropped from
school;

d. Question papers and answer sheets of the yearly examination be kept intact until
the next examination period; and

e. Parents to be informed about the performance in the examination of their
children.

Actual Practices

This ordinance, in essence, influenced the examination pattern for a long time. The
pattern of examination, well up to 1971, consisted half-yearly and annual
examination for all grades. Students were promoted or detained on the basis of
performance in the final examination held near the termination of each academic year
(NEC, 1985:40). However, during 1950s and 1960s two national level education
commissions provided various suggestions in improving the evaluation system.

The Nepal National Education Planning Commission (NNEPC) formed in 1954,
observed the prevailing schocl~ wasting human energy and values having many
failures and dropouts. The reason, according to the commission, was undue emphasis
given to the final examination even at the primary level. Thus, it recommended to
make the evaluation as comprehensive as possible as to achieve objectives of
education The commission suggested to use observation, self-rating, performance
and other devices of evaluation frequently with a view to help the pupils to improve.
[t stated:

“Evaluation must be continuous and record should be kept for each pupil so that
he may know from time to time how he is progressing. If this is done there is
little need for traditional “final examination” as the teacher knows in advance
whether the child has progressed with the average of his group” (NNEPC,
1956:103).

It has further suggested to issue a certificate indicating completion and in general the
quality of work, and a recommendation regarding future schooling plan as
determined by his strengths and weaknesses. Similarly, the All-Round National
Education Committee (ARNEC) of 1961 recommended to make examination oral
and action-oriented. On the basis of evaluation of knowledge, skill, and attitude on
specific aspect, pupil is subjected to be promoted. But these suggestions could not
come into actual practice until 1970. By and large, the progress of the pupil was
determined by annual examination held at the end of each academic year. Hence, the
National Education System Plan (NESP) for 1971-1976 commented “... the present
examination system ... has encouraged a tendency of leamming by rote ... (it) has not
been able to make the true assessment of the capabilities of the students” (1971:5). It
was only after the adoption of NESP in 1971 that a comprehensive evaluation system
was put into effect.
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Evaluation System During 1971-1991
The Provision

The NESP (1971) targeted to take the following steps to improve the evaluation
(examination) system:

a. Provision for Internal Assessment
For continuous and comprehensive assessment, a new scheme of evaluation was
implemented (See Table 1).

Tabie 1: Evaluation Scheme for Each Primary Grade and Subject

Means of evaluation Frequency Full Marks (%)
Quarterly Test 3 30
Observation of skills, attitude and class participation Continuous 20
Final Comprehensive Test | 50
Total 100

b. Provision of Recording System for Students’ Progress

It was made compulsory to maintain a progress record of each student according to
the above-mentioned scheme. Teachers were supposed to attach a copy of progress
record while publishing the examination results. For convenience and proper use of
internal assessment, Ministry of Education, Examination Sub-Section published
internal assessment directive booklet for the use of teachers and the schools. This
booklet included information about different means and uses of intemal assessment
and the types of forms each teacher and school was supposed to maintain about
students’ progress.

c. Provision of External Examination at the End of Each Level

At the end of primary education students were to be promoted on the basis of the
examinations conducted by a team of district school inspectorate officials. Twenty-
five percent weightage was also given to each grade progress of the first three grades
in the level-wise examination.

d. Improvement of the Nature of Questions and Methods of Scoring

The plan stressed on devising scientific questions for providing objective grounds for
assessing the achievement of students. The plan stated “Standardised tests will be
developed for subjects that are amenable to such a procedure”(NESP, 1971:41).

Actual Practices

Right after the implementation of NESP efforts were made to execute the new
evaluation scheme in the schools. But the use of intermal assessment and
comprehensive evaluation of students' progress could not take roots in the education
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system. “During the early 1970s, primary school teachers developed and
administered quarterly tests, and included participation in classroom activities,
homework and performance in unit tests in evaluating pupil’s progress. However,
this practice was discontinued after few years” (BPE Master Plan, 1991:267-268).
One main reason was that the teachers could not realise the feasibility and utility of
internal assessment. Other major reasons were the lack of training and professional
support to teachers, and inadequate fund to support evaluation and assessment
activities.

Similarly, efforts made towards improving the nature of questions and methods of
scoring as well as developing standardised test could not materialised during 1971-
1991. As primary teachers had not received any training in the setting, marking and
moderating of exam paper, they did not pay any attention to the reliability and
content validity of the examination they prepared (BPE Master Plan 1991:268). As a
result, the achievement levels of students in different subjects were not a true
indication of their level of knowledge.

The system of district level examination at the end of the primary cycle continued
during this period, but the proposed system of adding marks to each grade to the
level wise examination did not continue. The practice of using results of examination
in providing feedback for the teachers and the curriculum/textbook developers was
almost non-existent.

Evaluation System Since 1992
The Provision

Considering the deficiencies in the prevailing student evaluation practices, the
Primary Education Curriculum (PEC, 1992) proposed a continuous evaluation
scheme similar to that proposed in the NESP The PEC (1992) has proposed formal
and informal evaluation system. [t has also given stress on decentralising the student
evaluation program and in communicating the progress made by students to teachers,
guardians and school administration. In order to maintain level-wise qualitative,
district level examination at the end of primary cycle is to be continued. The
evaluation scheme as proposed by PEC (1992) is presented in Table 2.

Table 2: Evaluation Scheme for Each Primary Grade and Sub ject

Means of evaluation in
First Test ] 10

Second Test | 30
Observations of skills and attitude Continuous No

Unit Test At the end of each unit No

Final Examination | 60

Total : 100
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The PEC also mentioned the type of student evaluation report. According to the
report each subject teacher has to prepare the standard of questions including
promotion criteria. According to the proposed scheme, each subject teacher has to
submit a student evaluation (progress) in a given format to the head teacher within
two weeks time after each terminal test and final examination. In addition to this, a
teacher has to submit a written report consisting of the following things:

e Students’ attendance
Students’ achievement
Reasons for high/low pass percentage
Teachers' view on improving or strengthening the situation
Things which the head teacher/school administration has to help or do
(PEC, Part 11 1992: 17)

Regarding the quality and standard of questions, the PEC stresses on making them
reliable and valid. Question paper of each subject must be set in accordance with the
learning outcomes and cover them equally (PEC 1992 II: 18). Furthermore, PEC II
1992 states that a test must consist of 30 % easy, 50 % medium and the remaining 20
% difficult items. The PEC II 1992 also stresses on the use of short answer type
questions for grade 1 to 3 and long as well as short answer type questions for the
remaining two grades - 4 and 5.

For promotion, students have to secure at least 32% marks in internal evaluation and
the final examination in each subject independently. Students who fail in one or two
subjects in grades 1-3 are to be given opportunity of chance examination before the
new session starts. In the Education Regulation (1992) it was mentioned that the
students can also be promoted on the basis of recommendations of the concerned
teacher.

Actual Practices

In spite of several recommendations and provisions made for the improvement of
evaluation procedure since long there has been no substantial change observed in
actual practice. Evaluation has not been taken as a continuous and inseparable
instructional process in teaching and learning. Evaluation of students’ learning is
limited to terminal, half-yearly and yearly examinations. Improvement in evaluation
system has not been effective. No progress is seen towards test standardisation,
preparation of model questions and so on (HLNEC, 1998:181). In a latest review, the
following facts were observed:

e The primary schools (private and public) have been conducting two
quarterly tests and final examination to assess the students for the whole
academic year. Teachers in general have not maintained any record of
informal evaluation nor have they given any weightage for it. Some
private schools, however, are conducting monthly and unit tests but no
weightage has been given to the scores of these tests.



e The weightage assigned for the quarterly tests and the final examination is
not uniformly followed in schools of non-BPEP districts. Some schools
have assigned 80% weightage to the final examination and only 20% to
both the first and second quarterly tests, whereas others have given 20%-
25% weightage to each of the quarterly tests and only 50%-60% for the
final examination.

e The examination conducted in primary schools is neither helping the
students to leamn nor helping the teachers to improve teaching. Rather, it
is encouraging the students to memorise the contents in the textbooks.
Again, the announcement of examination and preparation leave for the
examination alert students and threaten them to memorise the lessons
taught in the class.

e The test items used in the question papers are mostly low in quality in
terms of the reliability and validity. The questions are set on the
conventional mode that encourages the students to recall the information
from the text. Teachers do not include all the necessary learning outcomes
of the concerned subject in the test. They also do not use marking
schemes in scoring the answer copies of the students.

e All districts are conducting external examination at the end of grade
five*.

e Head teachers and teachers have not felt the need to follow the direction
given in the curriculum and the education regulation. It is observed that
the school level teachers and head teachers have not understood the
seriousness of the need to improve student evaluation system. (BPE
Master Plan 1997: 322-324)

* District level examination at the end of grade 5 is no more in practice since 2001. Each school is
given the authority to conduct final evaluation at the end of grade 5.

Besides, test results are used just to pass or fail the students. Thev are not used for
improvement of instructional process. In public primary schools, teackers as well as
the head teachers do not share the evaluation results with students, teachers and
parents. Such lack of regular monitoring, evaluation and feedback system has
resulted under-achievement and high failure rate of students at primary level. The
"grade repetition" factor was found to have a negative effect on learning achievement
(EDSC, 2001:94). Therefore, with a view to making primary education for all and
qualitative, the Ninth Plan (1997-2002) stated the policy of implementing continuous
evaluation system and liberal promotion policy to upgrade students from class 1 to 3
on experimental basis. Accordingly, the country is piloting Continuous Assessment
System (CAS) in grades 1 and 2 in five Compulsory Primary Education Districts
since 1999. This piloting is going to be extended in grade 3 in the coming academic
year 2002-2003. Students' workbooks based on prescribed curriculum are developed
and distributed to the districts for bridging gap between curriculum and textbooks.
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Teachers are also given short-term training on conduction of regular evaluation under
CAS. Portfolio for each subject has been developed on three-point scale in order to
identify areas of competencies achieved by each student and to treat accordingly.
However, monitoring and evaluation of the effectiveness of CAS and liberal
promotion policy is yet to be improved on the recommendation of evaluation study.

Problems and Issues

The above-discussed situation clearly indicates that there is a big gap between the
provisions made for the evaluation of students' learning and actual practices. It has
now raised several problems and issues.

a. There is no clear guidance for the adoption of a comprehensive evaluation system
that encompasses knowledge, skills and attitudes to be acquired by the students
during and at the termination state of primary education. As a consequence,
student evaluation is merely confined to paper-pencil annual examination to
determine whether to promote or detain a student. The prevalent examination
system does not evaluate the performance of students on objectives of affective
domain (BPE Master Plan 1997:326). Furthermore, teachers are rarely convinced
and adequately prepared for the preparation and use of different tools of
evaluation needed for continuous and comprehensive evaluation. There has been
further concern about the standards of primary education as the authority to
conduct final evaluation at the end of grade 5 is given to school.

b. The total absence of sharing the results of evaluation with students, parents and
other teachers as well as using it in improving instruction at the school level and
in refining curriculum/textbooks and other materials at the national level has
created a great loss and wastage in education.

c. The test items used for the primary level tests are of low quality in terms of the
reliability and validity. Different schools are conducting terminal examinations in
their own ways. Similarly, there are no standards set for scoring answer books.
The lack of standardised test has hindered the inter-schoo! and inter-district
comparison of achievement levels, and has also rendered it difficult to determine
the true progress made towards achievement levels of students at primary level.
(BPE Master Plan, 1991:269).

d. Though there has been more than two years of CAS implementation in grades 1
and 2 of five districts, the effectiveness of this system has not yet been studied.

Summary and Conclusions

More than six decades several provisions and practices for the improvement of
evaluation system at primary level in Nepal were made. But we have not been able to
make transition from a state of absolute absence of evaluation to a simple and
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systematic evaluation of pupils’ progress. New evaluation systems are introduced
without considering the school resources and adequate teacher preparation and their
full support. Sometimes evaluation criteria are changed without considering its far-
reaching negative effects. Therefore, a gradual and integrated approach in evaluation
system is required in order to enhance learmming atmosphere, to monitor pupil
progress, and to raise achievement level of primary students.

The plan for assessment must embrace a whole range of ways in which children
undertake their learning. This requires continuous assessment of students by teachers
throughout the school year. Therefore the current practice of allocating marks to
quarterly and final examinations must be changed. Evaluation of students’
performance must be based on unit tests, home works, group works, project works,
attendance, observation, quarterly-tests and final examination. There should be
adequate teacher preparation in order to accomplish these tasks properly. This can
be done only if primary school teachers are provided recurrent professional support
services to enable them adopt appropriate evaluation methods in continuously
assessing pupil progress in the classroom. Teacher preparation should include not
only planning and writing the tests but also the things like: how to test the children
tackle practical activities and problem solving, how to test communication skills,
including speaking and listening, how to test group activities, and how to conduct
systematic observation. It is also quite appropriate that the teacher who has seen the
students in action all year should be able to add his/her judgements to the results of
the students external assessment test. There is also a need for integrating continuous
assessment and school evaluation program within teacher training program.

If we are to maintain standards, the provision of national curriculum document alone
is not sufficient. Among other things there should be an external test devised and set
for use in all primary schools all over Nepal. Development and use of standardized
achievement tests can be an appropriate measure for this. Such provisions may help
us not only in maintaining standards but also in reducing slopp* and lackadaisical
attitude to leaming in school. Furthermore, the use of standardized tests can help to
make inter-school, inter-district, and inter-region comparisons of achievement levels.
Therefore, there is a high need for developing several sets of standardized
achievement tests for the primary level.

One of the major problems of the present evaluation system is that there is no
communication between school and parents. There should be, therefore, a mandatory
provision of sharing of information between schools and parents about their
children's progress. On the other hand, parents should also be concerned about the
progress of their children at school. Parents should try in finding out how their
children are progressing at school. They need to response the reports and results of
tests of their children. They need to look children's workbook to find teachers'
comments. They need to go into school and ask the class teacher about their
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children's progress. They need sometimes to ask the children about their progress and
the school.

There is an immediate need of an effectiveness study of both newly introduced CAS
and liberal promotion policy in grades 1 and 2 so that improvements could be made
on time.
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School Funding Modalities in Nepal

Dr. Shiva Raj Lohani’

Introduction

School education in Nepal is divided into primary (grades 1-5), lower secondary
(grades 6-8), secondary (grades 9-10) and higher secondary (grades 11-12), and
proficiency certificate level under universities. From the standpoint of financing,
schools in Nepal can be grouped into three categories: (a) government-aided schools
(GASs), (b) schools run in facilities of GASs with community support, (c) private
secondary schools opened and operated with non-profit motive, and (d) private
secondary schools opened with profit motive. Under the present financing policy of
the government, government aided schools get Grants-in-Aid (GIA) from the
government to meet 100% salary of approved teacher-posts and partial operating
cost of schools. The community-supported schools, mostly the proposed schools
waiting to get government financial support, have also received GIA to meet salary
of one or two teaching positions. The private schools are financed from student fees.
The higher secondary schools (grades 11-12) are yet not part of the school education
system and are governed under Higher Secondary Education Board (HSEB). Some
of the community supported higher secondary schools have also received GIA to
meet salary of one or two teacher positions. The DOE/MOES statistics shows data
under two categories namely government aided schools (category a) and private
schools (category b, ¢ and d). The Education Act Seventh Amendment (2001) has
envisaged two types of schools, namely community schools (that are eligible for
GIA) and corporate schools (which are private: profit making as well as non-profit
making). This paper presents discussions on funding modalities of community
schools.

Government Funding Modalities

Currently government provides support to community schools from its regular
budget through GIA and development budget through School Improvement Plans
(SIPs).

Teacher Post Based GIA

The present GIA system covers mainly the teachers’salary. Based on approved
teacher quota, Ministry of Education and Sports provides grants to schools through
District Education Office (DEO). DEO distributes grants to schools in consultation
with District Education Committee (DEC) chaired by Chairperson of District
Development Committee. This system is simple from administrative points of view,

* Freelance Education Economist
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but is not effective to achieve equity and efficiency goals of government financing.
The Basic and Primary Education Master Plan (1997, p245) noted that the current
GIA system:

o Makes teachers feel that they are the employees of the government rather than the
staff of the school they serve

e Neglects achievement and accountability aspects

e Makes virtually no allocation for quality components

Encourages reporting of higher enrollment figures by schools through the
inclusion of under aged /over aged children to get additional teacher posts
Ignores actual number of teachers in the schools for allocating budgets

Ignores the role of locally elected bodies in channeling fund to schools

Treats all students on equal footing regardless of economic status

Puts schools under severe financial constraints to meet operational expenses

Block Grant Based GIA to Local Authorities

Public Expenditure Review Commission (PERC) recommended an alternate GIA
system, which provides block grant to locally elected bodies namely Village
Development Committee (VDC), Municipality and District Development Committee
(DDC). Although this recommendation is in the spirit of Local Governance Act, it
would create more problems than solving present challenges. As most of the teachers
are recruited centrally and GIA basically consists of teachers’ salary, teacher
management will be a Herculean task for locally elected bodies. In the absence of
operational administrative system at the VDC level, financial management of the
block grant fund including distribution of grants to schools, keeping accounts,
reporting to district and central level agencies will be a great challenge in
operationalizing this new system. Government piloted some elements of this option
in selected VDCs and the experience of piloting is not that encouraging. These
arguments suggest that this option is not feasible during short run and medium term.

In this context, Mid-term Expenditure Framework (MTEF, 2002) submitted in the
Nepal Development Forum, 2002 suggested empowering the local bodies and
moving slowly towards decentralization. To mobilize local people in education
development, Education Act Seventh Amendment has introduced the concept of
Village Education Committee (VEC), which is chaired by VDC chairperson. VEC
will monitor the schools regularly within the VDC, identify local resources and
mobilize them for the development of schools.

Formula Based Block Grant to Schools

The Education Act Seventh Amendment intends to introduce block grant policy
gradually for funding community schools by replacing the present teacher post based
GIA system. Under the proposed system, lump sum grants will be provided to



schools directly based on objective school funding formula, which takes account of
unit cost per student and socio-ecos.omic status of the community served by the
school. The school funding formula should establish capping on salaries and
instructional materials within the block grant.

The proposed system allows to link funding with school performance such as student
achievement, equity and efficiency. Schools will be allowed to mobilize additional
resources from local governments, communities, philanthropic organizations, fees
from parents with due consultation with and authorization from SMCs. Since cost-
sharing approach has been adopted at all levels after primary education, the block
grant amount should make provision to ensure that those who cannot pay are
supported and those who can pay are charged fees as decided by the SMCs.

Development Funding

Basic and Primary Education program (BPEP II) has initiated the bottom-up process,
in which each school prepares a School Improvement Plan (SIP) through micro-
planning exercise. SIP includes an action plan for the physical and instructional
improvements of the school. Guidelines have been developed for SIPs and to
operationalise the bottom-up planning process and a set of eligible expenditures have
been identified. Three kinds of funding mechanism have been tried as follows:

o Modality A: Each school having SMC is eligible to receive Rs 2000 to meet the
expenses of teaching learning material developments and other improvement
activities. For this, schools are required to submit a plan for school improvement
indicating the existence of SMC in the school.

e Modality B: Under this modality, a school can get up to Rs 11,000 as matching
grant to implement its school maintenance and rehabilitation plan,

* Modality C: An eligible school can get Rs 15,000 to finance its SIP for increasing
enrollment of school going age group especially from the backward community
and raising instructional quality of the school. A school, which has girls GER and
NER less than 100% and 60% respectively, is eligible for this fund. Under this
modality, based on the evaluation of SIPs schools are provided funds to finance
activities identified by them.

SIP process is currently under trial and BPEP II is gathering experience in this
exercise. SIP funds are channeled through DEOs directly to schools that meet the
requirement for the fund release.

BPEP also has a plan to fund Village Education Plans (VEPs) prepared by VECs.
VEPs activities may include enrollment drives, participation in micro-planning and
school mapping exercise, school maintenance, school supervision, establishment and
operation of NFE and ECD centres, monitoring of teacher and student attendance,
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mobilization of local resources, review and follow-up of annual programs and
creation of supportive atmosphere for the implementation of the BPE activities and
programs.

Secondary Education Development Program under preparation is also planning to
support Community School Improvement Planning (CSIP) exercise. Lessons learned
from the SIP exercise under BPEP would help to build CSIP funding mechanisms for
SEDP.

Community Funding

The Education Act Seventh Amendment introduced the concept of community
schools. A school, which is owned and managed by the community generating
resources with minimum support of government and with maximum support from
voluntary organizations and user fees can be defined as a community school. The Act
has reinstated the roles and responsibilities of the community in the management of
community schools. Parents’ representation in SMC has been emphasized. The role
of government is to provide technical support and necessary resources to schools
based on objective norms and criteria. This provision would promote community
partnership, ownership and increased community financing for school education. In
order to promote the concept of community financing, the following action from the
government are recommended:

o Establish a set of strategies including: (i) ensure stability in the policy, (ii) assure
that government support will continue, (iii) continue providing teachers, and
materials, (iv) provide matching grants so that community will make efforts on
their part, (v) provide tax incentives,

e Provide information and guidance especially on pedagogical aspects of
schooling, accounting and budgeting procedures and organizational and
professional techniques,

o Establish a well-defined regulatory framework necessary to institute a school-
based management, guaranteeing greater autonomy, authority and responsibility
to individual community schools. The elements of the framework may include
(i) fix objective criteria for registration of school, (ii) regulate teacher
qualification and salaries through teacher and head teacher licensing, (iii) ensure
that schools do not discriminate against marginal groups, (iv) develop
mechanism to enforce national curriculum with flexibility in medium of
instruction and optional subjects, (nationally defined curriculum, but local choice
for materials and technical support based on needs), and (iv) fix building
designs, minimum school size, and fee ceilings.



Conclusions

This paper has identified problems and prospects of alternate school funding
modalities in the context of the Education Act Seventh Amendment and the
experience gained from BPEP II implementation. It should be noted that reforms in
education financing is a gradual process requiring adjustments in both funding
criteria and procedures. For example, it is not possible to include salary of currently
permanent teachers in the block grant as they have been hired centrally with given
terms and conditions. However, with the attrition of teachers due to various reasons,
SMCs can be authorized to recruit teachers in the vacant positions from among
candidates possessing teaching license and they can be paid from salaries included in
the block grant. Similarly, the implementation of a block grant system linking
financing with performance requires a strong inspection and monitoring system,
which currently does not exist. Hence, the main criteria for assessing the
commitment of the government towards reforms in education financing should be the
formulation and adoption of a time bound well-defined reform plan by the
government.
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Dual Audience 1nteractive Radio Instruction
As An Approach To Teacher Training

Dr. Hridaya R. Bajracharya
Background

Learning is central to educational development of a person. Teaching should
therefore emphasis on facilitation of learning. In the past oral exchange of
information, or to provide chances of practising the knowledge and the skills
acquired from teacher constituted core of teaching and learning. The contexts have
now changed much. Today, educational technology permits alternative mode of
learning. Students now have better choices. Nevertheless, the role of teacher remains
important. Students need teacher for guidance through curriculum and learning
activities and for setting and achieving the goals suitable to their age, aptitude and
contexts. So the best approach to provide effective environment for leaming is to
enhance the capacity of the teachers with educational technology.

Today, educational technology is increasingly being used in self-learning mode and
distance leaming mode. These modes have proven to be effective and efficient for
teacher training as well as for model guided learning for students. In this line the
Distance Education Centre, Ministry of Education and Sports has launched a
program called Dual Audience Interactive Radio Instruction (DA-IRI) with the
support of UNICEF, Nepal. The main objective of the program is to train the
teachers in their regular classrooms using pre-recorded audio-cassettes.

DA-IRI Teacher Training consists of a series of 50 audio-cassettes (25 English
lessons for fifth graders and 25 in Mathematics lessons for third grade). The program
provides recurrent teacher training in new teaching methods for English and Math
teaching. The pilot study also includes two introductory cassettes designed for use
during the regular class, and guide teachers and students as they try out new teaching
strategies. The programe promotes new teaching strategies such as student-to-student
interaction, use of teaching materials, and linking content to real life situation.

The approach taken in this training is to walk the teachers and students through pre-
designed interactive classroom activities. For this, the recordings consist of students
as well as teachers specific instructions for activities based on the curriculum
objectives and contents. The process addresses two audiences -- student and teachers,
learning instruction to the students and teaching instruction to the teachers, thus the
name Dual Audience Interactive Radio Instruction. The program is designed for
radio broadcasting to cover wider number of the teachers, hence the name Radio
Instruction. On the average the recorded IRI program duration is about 30 minutes.
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The program was piloted in fifty schools, 10 schools each in 5 districts Ilam
Nuwakot, Kapikwastu, Dang, and Dadeldhura. The pilot schools were paired with
matching non- pilot schools for the purpose of impact assessments. This pilot was
conducted with the help of a team of consisting of field formative evaluators, DEC
personnel, teachers and the experts. The school supervisors from the office of
District Education Office (DEO) were designated as the formative evaluators.
Formative evaluators were engaged to facilitate use of the program in the classroom
as well as identify problems and issues and make suggestions for improvement. A
study was conducted in 2001 to assess the effectiveness of the piloting. This article
is based on the study outcomes.

The main objective of this article is to reflect on the potential of DA-IRI method as

an approach to teacher training, recurrent training in particular. The article is

focuses on the following aspects:

1. Nature of IRI program and its impact on classroom.

2. Impact of IRI program on student leamning and achievement.

3. Transfer of teaching skills from IRI to non-IRI classes.

4. Views of head teachers, teachers, formative evaluators and DEOs regarding IRI
approach and method.

Nature Of IRI Program And Its Impact On Classroom

DA-IRI is an approach to teacher training. Like in any other teacher training
approach it has potential for incorporating interesting and useful features.The
experiences of the piloting showed that this approach has better prospects in the
following aspects.

Modelling Good Teaching Practice: The IRI program has been designed to provide
model classroom activities.The program walks the students and the teachers through
interesting activities helping the teachers to have comprehensive experienc: of a
model classroom. It emphasised on helping teachers and students t. acquire the skills
necessary for a good class through rigors. Because of the rigors it was also
anticipated that it would develop desirable classroom habits among the teachers and
students. The emphasis has been on the student-centred classroom activities.

The IRI programs engaged teachers and students in entertaining activities: how to
ask appropriate and stimulating questions, how to develop and use instructional
materials which can be locally constructed. The program demonstrated both to the
teachers and students the importance of listening, pausing for framing appropriate
answer and providing time for the response. It helped teachers to realise that students
should be provided adequate time to answer and to provide immediate reinforcement.
Time management is another important aspect of modelling good teaching practice
that this approach has addressed.
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Involving Students for Joyful Learning : Making classroom interesting and joyful
is another focus of the DA-IRI program. For this the IRI program format has been
designed to provide opportunities for singing along with the audio play, listening
story and responding to the question related to the story, and participating in guided
activities. This approach provided the students ample opportunity to engage in joyful
learning. The teachers, students and head teachers highly appreciated this approach.
Almost all teachers and students of the IRI schools identified the use of songs,
stories, games, role play, activities, group work, IRI program as joyful leamning.
This has attributed to high participation of the students, and their increased
motivation for active learning.

Another important and useful strategy that has been demonstrated in the program, as
indicated by some of the teachers, is questioning skills. Teachers have found it very
useful to spread questions throughout a lesson, providing adequate time for the
students to answer the question, reframing the question when needed and providing
feedback to the students. Frequent questioning practice was found to be highly
motivating to the students.

Providing Opportunity for Learning Interaction Skills: IRI program provides an
opportunity for various forms of interactions such as radio-teacher, radio-teacher-
student, radio-student, teacher-student, and student-student (peer, group). Such
multiple interaction opportunities are instrumental in developing students' interactive
skill, concentration and keenness.

Joyful, child-centred activity in one hand and immediate responses required to
answer the radio teacher seems to have increased concentration and keenness in
listening on the part of students. Also the interactive activities have inspired the
students to imitate and playfully pronounce words in a rhythmic way (pen/fen) thus
helping develop their English speaking.

Encouraging Use of Instructional Materials: The DA-IRI program has been
developed to incorporate simple instructional materials that can be made locally.
Both the teacher and students are required to collect/develop instructional materials
to be used during classroom activities. For example, stones, grains, and other locally
available materials have been used for teaching basic mathematical concepts. Word
card, pictures, number card, geometrical shapes are to be found hanging on the walls
of IRI schools for handy use.

The important aspect of collection and use of material relate to motivation of
children to connect their study to their home, environment and play. It has been a
very successful aspect. Often, students took initiatives to bring materials in the class
thereby providing impetus to teacher action for the use of instructional materials.

Making Learning More Relevant To The Students: IRI program has been found
to illustrate how to develop concept in the children by relating learning to the lives of
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the students. Mathematical concepts are based upon the everyday problem that
students are likely to encounter. !dentifying particular condition, naming objects,
setting based upon the given clue is also found to increase imaginative and creative
aspects of the students. Similarly, English language is related to normal and frequent
usage expected.

Prompting Healthy Competition: As sensed by the field researchers and as
expressed by the teachers, the IRI program is helpful in setting productive
competition in the classroom. When students are selected for modeling, working in a
pair or group or when they are asked to collect teaching/learning aid, students are
found to compete with each other. Such a productive competition is found to be
helpful to motivate students and enhance their learming. Students were also found
keenly observing what classmates are doing and whether or not they are correctly
following the instructions provided.

Impact Of IRI Program On Student Learning And Achievement

As observed by the teachers, formative researchers, head teachers and the students
there are distinct features in IRI program that are advantageous. In the IRI class there
was higher students' motivation; more opportunity for students' involvement; joyful
classroom activities; clear-cut instruction for collection and use of instructional
materials and follow-up activities. IRI class helped the students and the teachers in
following ways:
¢ Increased students' concentration on lesson.
Enhanced students' listening and response capacity.
Changed Teachers' role from lecturing to facilitating.
Enhanced students' motivation.
Made learning enjoyable with interesting classroom activities such as story
telling, singing, and games.
e Helped teachers to experience providing clear direction to follow in the IRI
classes.
Helped teachers and students conscious about time limits.
Increased in students' attendance.
e Promoted planning and preparing materials for the classes in accordance with
the audio instruction.
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Impact On Student Learning And Achievement: The study assessed
achievements score of 282 students (136 from pilot schools and 146 from non-pilot
schools) in various areas of knowledge and skill related grade three mathematics.
Similarly, 230 students of Grade Five (118 from pilot schools and 112 from non-
pilot schools) were selected for the achievement test. Various skill areas like writing,
reading, listening, and speaking in English and numeric and work problem were
analysed in mathematics.

The average achievement levels of the students of the pilot schools in both subjects
were found higher than those of the non-pilot schools as the following table shows.

Table 1: Student's Achievement in Pilot and Non-pilot Schools
| I

FM N % Mean

118 52.01 42.13

81 - Pilot 122 47.14 38.19

99 68.87 5.51:

test for in 8 Pilot 93 51.25 4.10
64 84.53 12.68

test radio 15 -Pilot 48 67.26 10.09

136 39.65 34.10

86 Pilot 146 29.20 25.12

N= Number of students; SD= Standard Deviation, FM = Full Marks

Transfer Of Teaching Skills From IRI To Non IRI Classes

It was clearly observed during the study that many. of the skills leArned by the

teachers from IRI sessions were also found used in non-IRI class. The following are
some of the important aspects of the skills transferred:

Use Of Play-Way Method: Songs, story, games were usually found to have been
used in non-IRI classes by the participating teachers. Engaging students in activities,
asking students to play role models, engaging students in physical activities were
easily adopted by the teachers in their non-IRI classes.

Use Of Teaching Materials Developed In IRI Program: Teachers and students
constructed/collected a number of useful teaching leamning-materials like number
card, word card, geometric shapes, counting materials, and in few cases blocks,
locally made weighing machine as well. These teaching-leaming materials were also
used rigorously in non-IRI classes. Also, teachers developed such instructional
materials for other classes as well.

Student Centred Learning Activities :IRI classes are modelled to provide students-
centred teaching-leamning program unlike the traditional classroom teaching-learning
which is often dominated by teacher's lecture. Although teacher lecturing is almost



normal (habitual) mode of teacher activities in the classroom requiring extra effort on
the part of teacher to practice altermative mode, the IRI teachers nevertheless made
consistent efforts to use activity based classroom practice. The IRI participating
teachers found the skill of operating student centred activities useful and effective
and therefore made efforts to employ in other non-IRI classes as well.

IRI participating teachers were found spending more time in students' involvement in
activities. Approximately half of classroom time was spent in students involvement
in activities in Mathematics and about 38% of the time in English classes. Students
spent their time in class work activities in using instructional materials, class
discussion, answering question and so on.

Motivation For Informal Learning: IRI program, particularly specifically English
subject, demonstrated that listening and practice are important to speak English
better. This realisation motivated the teachers and the students to listen to the news in
English and English songs. Some of the students were found to have improved their
spoken English by practising rhyme in playful manner.

Student-Student Teaching / iearning (Peer): Student-student interaction is
another aspect built in the IRI program which the participating teachers found useful
and therefore made efforts to employ in non-IRI classes as well. Student paring for
number card activities has become interesting classroom practice in mathematics
class of the IRI schools.

Taking Classroom Activities Beyond School :Students of IRI school, it was found
that they would play the games learnt in IRI programs such as command and action
game, touching nose, eyes, ears of English subject program and making various
shapes by walking and identifying the shape. They enjoyed playing such games at
their homes as well.

Views of Personnel Involved in DA-IRI

IRI program has shown its positive impact upon the teaching behaviour of the
teacher and greater involvement of the students in various sorts of classroom
activities. As the format of IRI program emphasises the student activity and
involvement, naturally teachers have an ample opportunity to learn child-centred
techniques through practice as well. Stakeholders realised the higher value of IRI
program for better learning of the students and for enabling teacher to use better
teaching techniques.

Head teachers of participating schools, participating teachers and formative
evaluators considered IRI program effective and impressive. Teachers found IRI
approach helpful in making teaching easy because of

o Fewer lectures and more activities.

o Games, songs and stories increase students' motivation and concentration.
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Well articulated model for classroom activities.
Clear guidance and instructions: activities guided by simple audio
instructions that the students could easily follow.

e Students' motivation for active participation thereby enhancing the
attendance.

According to the teachers, lack of clarity in some of the audio-tapes because of the
speaker voice and sometimes because of the poor quality of the tape were problems
in the class. Similarly, irregularity in pause time, inadequate time to interact and time
for activities are other concerns of the teachers. Time provided for the teachers and
students to carry out activity or to answer questions is found to be insufficient in a
number of cases. Teachers as well as students complained about time off «:xperiences
while they are still half way to answering a question or doing activity or even when
the teacher is still writing on the blackboard. It is particularly challenging when there
is a need to introduce new song and innovative activities in an interactive way in 25
minutes time. It is more difficult when it involves lengthy questions or complicated
words.

Formative evaluators and the head teachers are of the view that IRI programs are
interesting change to the traditional methods, it is helpful to monitor fulfilment of the
curriculum objectives. They felt that this method made both the teachers and
students active in the classroom and that it helped to make teaching learning
enjoyable with stories, songs and games.

All the teacher, formative evaluators and the head teachers expressed their
reservations regarding the continuity of the program. Their concerns relate to
availability of the equipment to the schools, and the fund for their maintenance and
operation. They hoped for follow-up program to come.

The IRI program is curriculum-based. It does not deal with the textbook so that the
program does not cover all the lessons of the textbook. So it is found that teachers
and students are familiar only with the IRI lessons. As most of the teachers are not
familiar with the curriculum or they are not used to with the use of curriculum it
would be better to make the program textbook-based.

Beyond Pilot

Obviously, DA-IRI program has proved its potentiality as an effective approach to
providing teacher training. It could be used as a regular teacher training method
(fixed program based training as well as short term recurrent training). This
approach is desirable because it is simple, easy to handle, could be used to cover
large scale training as a radio broadcast program and it could be cost effective.
However, there is need to further develop the technique, materials and the approach
to make it more effective and free of problems. Some of the needs include
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o Making the program textbook as well as curriculum-based instead of making it
exclusively based. The program/script should be textbook-based so that teachers
could make preparation according to the lessons of the textbook.

e There is also a need for revision of teachers' guidebook that cover materials
required for the particular program so that the teacher would be able to arrange
those materials in advance.

e (Care should be taken that the instruction in IRI program should be given in
simple Nepali language even for conducting English subject. The script of the IRI
program should fit for everyone. Simple language and vocabulary should be
used so that everybody can follow the program. The vocabulary should not
belong to a particular community. There should be use of short and simple
sentences in the program. This will help both the teacher and children to
understand and grasp the program easily.

e The program developers should be trained on both pedagogic as well as technical
aspects in the development of such programs.

Overall, IRI program could be used as an effective approach to recurrent teacher
training. This training could also be used effectively for supplementing/ reinforcing
other types of training. For example, it could be in-built with Whole School
Approach to teacher training. This program had also being tested through radio
broadcast in the same 5 pilot districts having covered larger number (700) schogls.
Because he test was satisfactory it has already been decided that this mode of
training will be adopted as a part of overall teacher training scheme in BPEP.
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Professional Development of Instructors

Dr. Agni Prasad Kafle "

Teaching is a very complex profession. It is a science because instructors need to
know the subject content as technical competencies. It is an art as well because
instructors must transfer their technical competencies through an artistic process of
teaching methodology. Strong professional competencies and abilities are essential to
becoming a good instructor. According to Travers and Rebore (1990) “superior
intelligence, compassion, humor, respect for children [leamer], and patience are
necessary ingredients for good teachers” (p. 1). In order to remain an effective
instructor throughout life two things are important: first, the instructor must remain
scholarly by continuous learning or reading and keeping abreast of the latest
information in the profession; second, the instructor must seek opportunities to work
with trainees and the community. Willingness to work with communities, school
clubs, professionals, and related peers can develop interpersonal competencies and
genuine desire to become a teacher (Travers & Rover, 1990; Tyner, 1996).

Main Goals of Professional Development of Instructors

While reviewing the global literature, Austin (1986) listed four goals of professional
development for beginning teachers: (a) improve teaching performance of beginning
teachers, (b) increase retention of promising teachers, (c) promote professional and
personal growth of teachers, and (d) satisfy the certification requirements. Hatcher
(1995) advocated that the work ethic is more important to be successful in the job.
Hatcher stated that "more people fail at or lose their jobs because of personal
qualities or inappropriate attitudes than insufficient knowledge or skills" (p. 1). Cole
(1991) emphasized two psychological aspects of the professional development of
teachers. The first aspect is that teachers can learn or develop better when they work
together as equals, support each other by sharing ideas, and support each other better
by giving and receiving feedback. The second psychological aspect is socialization
of teachers. In order to make an affinity with the school community, teachers must
be able to socialize with students, fellow instructors, parents, administrators, support
staff, senior teachers, and professional associations. These aspects are important
when entering into a new profession of teaching.

Professional development of vocational teachers is intended to make them competent
and knowledgeable (Heath-Camp & Camp, 1992); to bring changes in knowledge,
beliefs, and instructional practices; and to develop new insight in their own teaching
practice (Crawford,1997). Professional development is a lifelong process for
teachers. Finch (1999) stated that "teachers are taught and coached from start to
finish" (p. 5). According to Camp and Heath Camp (1992), the goal of an induction
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program in the professional development of beginning vocational teachers is to
provide a guidance and mechanism for a smooth transition in the teaching
profession. The researchers mentioned eleven major components in the professional
development of the vocational teachers. Those eleven components are: (a) provide
administrative support, (b) provide orientation on relevant topics, (c) provide a
research-based handbook, (d) provide a structured mentoring program, (e) form a
peer support group, (f) involve teachers in in-service workshops, (g) provide
coaching and get reflection from teachers, (h) provide an individualized professional
plan, (i) provide provisional and emergency certification courses, (j) establish and
operate a professional development centre, and (k) appoint a professional
development coordinator to carry on teacher development program. Proposing a
professional development model for vocational teachers, Camp and Heath-Camp
(1992) suggested that the professional development program can be designed in a
complete system which involves all the educational authorities, professional
teachers, and teacher training institutions.

Problems in Professional Development of Instructors

Basically, the content, teaching methodologies, and facilities are the main three
elements of the teaching profession (Wright & Custer 1998). The problem begins
when teachers start feeling weak, inadequate, and inconfident in all or one of these
teaching elements. Engvall (1997) looked at teachers' problems from a socio-
economic point of view. He mentioned that teachers are among persons of little
importance, low paid, and having a tradition of group dignity. Bernier and
McCelland (1989) looked at the teaching profession from an administrative and legal
process of professional standards. They mentioned that three legal processes, (a)
accreditation of preparatory programs, (b) licensing of professional personnel, and
(c) standards of practice are essential to become a professional. In the case of Nepal
all these processes are in the immature stage, and neither national standards nor a
teaching license is effective yet. Camp and Heath-Camp (197?) perforraed an
intensive study on the problems of vocational beginning teachers at various stages of
both Non-Teacher Education Certified (NTEC) and Teacher Education Certified
(TEC) groups across the United States. The researchers identified a total of 1,777
problems of beginning first year vocational teachers. When comparing the problems
of TEC and NTEC teachers, NTEC teachers reported a total of 1,100, and TEC
teachers reported 677 problems. All these problems were categorized into eight
major headings: (a) teacher's internal feelings, (b) pedagogy, (¢) curriculum, (d)
program, (e) students,(f) peers, (g) system, and (h) community. According to the
study, the biggest or most important problems were interactions between teachers
and students and between teachers and decision makers of the education ‘system.

Indicating the scenario of poor communities, Travore and Rover (1990) mentioned
that there are several challenges for even good teachers, while poor and
malnourished leamners come from the homes which do not value the respect for
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teacher and formal education. Paulo Freire (1994) saw a big gap between the teacher
and the student in the traditional type of rote memory teaching and schooling
system—what he called “banking type of education”. Some of his sharp comments
about the education system, teachers, and teaching are: “the teacher teaches and the
students are taught; the teacher knows everything and students know nothing; the
teacher confuses the authority, with his or her professional authority, which she or he
sets in opposition to the freedom of the students; the teacher is the Subject of the
learning process, while the pupils are the mere Objects”(p. 54).

Professional Teaching Standards

The National Board for Professional Teaching Standards (NBPTS, 1996) emphasized
five propositions for professional standards of the general education teachers in
America:

In proposition 1, NBPTS mentioned that teachers are committed to the leamning of
students. Skilled teachers (a) can give individual attention to each and every student;
(b) can read the interest, abilities, and prior knowledge of the student; (c) can listen
to the students, observe performance, and behavior of the students. Accomplished
teachers avoid favorism. Teachers' overall mission is to develop the students' self

concept, character aspirations and civic virtue
b oo = 1tml 5/26/99).
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Proposition 2, as defined by NBPTS emphasized on teachers' expertise on subject-
matters, factual information, and applicability of subject on various situations.
Professional teachers, therefore, keep abreast of the latest development of
curriculum, and literature of the subjects they teach
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Under proposition 3, NBPTS certified teachers are responsible for managing and
monitoring their students' learning. Professional teachers should be able to use time,
multiple-methods, and multiple-media effectively and efficiently to meet their
teaching goals. In the mean while, trained professional teachers consider students'
individual learning style, learning pace, and mental abilities. Learning can be painful.
Learning can be a fun. What makes difference is the knowledge, art, and the teaching
ability of the teacher. (http://www.nbpts.org/nbpts/standards/prop-3.html 5/26/99).

NBPTS Proposition 4 mentioned that accomplished teachers think systematically and
learn from experience. Professional teachers are models of educated people and have
virtues like curiosity, honesty, tolerance, faimess, creativity, risk-taking, and problem
solving. They are engaged in life-long learning which they want to inculcate in their
students as well. Professionally alert teachers always strive for deep knowledge,

sharp judgement new findings and theories.
e e e O, S el Wi~ S SN 7.\ . )
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Proposition 5 considered teachers as members of the leaming communities.
Professional teachers like to work callaboratively with other professionals on
instructional policy, curriculum development and staff development. They
appropriately utilize school and community resources for the benefit of their future
generation. Such teachers find ways to work collaboratively, and creatively with
parents and local communities
5/26/99).

Regarding vocational education standards, the NBPTS, as cited in Lynch (1997),

proposed the following 13 points that can create an ideal learning environment:

1.  Accomplished vocational teachers must have knowledge of students and human
development to meet the needs of the students.

2. Accomplished vocational teachers must have knowledge of subject matter of
core general subjects and technical subjects and abilities in setting instructional
objectives, delivering instruction, and facilitating students learning.

3. Accomplished vocational teachers create a positive learning environment based
on democratic values and love for learning so that students gain confidence,
skill, and develop leadership abilities at the work place.

4.  Accomplished vocational teachers must respect diversity in order to provide
equal treatment, faimess, and quality learning for all students.

5.  Accomplished vocational teachers always keep abreast of advanced knowledge
of vocational subjects that enhances performance based student leaming and
abilities for productivity and service.

6. Accomplished vocational teachers use many assessment tools in order to
monitor students learning abilities and assist them in better learning.

7.  Accomplished vocational teachers help students have workplace readiness by
providing employability skills and work place culture.

8. Accomplished vocational teachers encourage students in maintaining and
balancing multiple life-roles by understanding competing demand and
responsibility in the world of the work.

9.  Accomplished vocational teachers foster social development in students by
providing social abilities such as self-awareness, confidence, leadership, civic
values and ethics.

10. Professional development cannot be confined within the school only. It also
has some vital role beyond the school as outreach programs.

11.  For outreach, Lynch (1997) further noted that accomplished vocational teachers
use a reflective approach throughout their lives by analyzing their own
effectiveness and quality.

12. Collaborative partnerships of vocational teachers with colleagues, community,
business and industries may help students to learn from a school-to-work
transition.

13.  Accomplished vocational teachers make contributions to colleagues and their
professional community for institutional and personal development.
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Finally the standard of NBPTS for vocational teachers was family and community
partnerships that involve both to achieve the educational goals of students.

The Holmes Group, which consisted of university deans and a number of chief
members from major research institutions, believed that the following four points
would improve the teacher education system in the United States: (a) an
intellectually sound program, (b) awareness and reward system for teacher
knowledge, skill, and disposition, (c) an appropriate criteria for teaching profession,
and (d) the working environment that benefits the professionals (Holmes Group,
1986).

Similarly the National Commission on Teaching and America's Future (1996)
recommended five major areas of reform in teacher education: (a) being serious
about standards, (b) reinventing professional development of teachers, (c) fixing the
recruitment criteria and selecting qualified teachers, (d) rewarding teacher for
knowledge and skills, and (e) schools should be created for the success of teachers
and students.

Professional Teaching Skills and Competencies

Lynch (1997) suggested that carefully and comprehensively defined national
standards, skills, and competencies help teachers maintain their professionalism and
also help the system to assess teachers' professional knowledge and skills. In Lynch's
comparative study, teachers can be prepared for Prosser's essentialism or Dewey's
progressivism or Steffe and Gale's constructivism. Prosser's essentialism focuses on
teachers' occupational skills and the latest technical expertise. Dewey's progressivism
focuses on teachers’ abilities in identifying students’ interests, innate abilities, natural
curiosity, and motivation. According to this principle, the teacher must be versatile to
solve the problems. In constructivism, the teacher is prepared for knowledge of the
subject matter, teacher's beliefs, and teaching and learning. In addition, teachers are
prepared as facilitators and as models for diagnostic teaching (Lynch,1997).

Teacher competencies as defined by the Department of Education of Virginia (1996)
“is an instructional method that enables students to master the knowledge, skill, and
behaviors (competencies) required of people who fill specific jobs or life roles. The
instructional content of CBE [Competency Based Education] is based on the duties
and tasks performed by competent workers, citizens, and family members” (p. 37). In
competency based method of teaching, the instructor must follow given standards
and inform his or her trainees in advance how they will be evaluated on their
performance on each duty and task (Department of Education Virginia, 1996).

Olson (1994), with support of the College of Education Professional Development
and Research Committee at the University of Akron, studied competencies of two-
year college technical instructors and technical trainers. According to Olson, most
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common and most important competencies were: “(a) knowledge of subject matter,
(b) ability to solve problems, (c) effective communication skills, (d) discussion and
group facilitation skills, (e) ability to write effectively, (f) ability to set priorities and
use time effectively and (g) knowledge of adult learning theory” (p. 75).

Teacher Competencies in Nepal

No research has been found valid and up to date with professional standards and
competencies of teachers in general in Nepal. However, John Collum (1994) has
made a first attempt to prepare a competency list for technical education and
vocational trainers in Nepal. After the establishment of TITI in 1991, the trainers,
advisors and leaders of TITI have developed more than 140 Skill-cards on teaching
competencies. Although those cards are of high quality, the importance, the
applicability range, and priority in school-based instructor training is still to be
analyzed and determined. Those 140 competencies are related to instructional skills,
teaching methodology skills, instructional management skills, school management
skills, occupation related technology skills, safety precaution skills, and Audio
Visual Aids (AVA) material preparation skills. A clear and concise Skill Card,
Research File, Diskettes, and CDs have been prepared for each skill/competency. All
those cards and research files are documented in archives systematically. Although
all competencies look attractive, the importance and priorities of competencies in
relation to instructors professional training are still to be decided. All the
competencies are listed alphabetically irrespective of importance, priority and need
(http://south-asia.com/TITI, 7/15/1999).

Issues in Teacher Education in Nepal

Preparation of general education teachers and vocational teachers in Nepal started
with the beginning of Aadhar Shiksha (Basic Education) in 1947, which was based
on Gandhian philosophy. In 1947, the Basic Teacher Training Centre provided one-
year and two-year courses including vocational subjects for teachers in disciplines
such as agriculture and spinning at a primary level. For middle school, teachers were
trained in basic crafts: agriculture, spinning, weaving, metal crafts, and wood works,
including language (Nepali and Hindi or Sanskrit or English), mathematics, social
sciences, general science, drawing, health education, religious education, and general
knowledge. Higher basic schools had more choices in general subjects but the
vocational subjects offered were the same as in middle schools. Social customs, like
the caste system, influenced people’s attitude towards education. Students had a low
respect for vocational education. The implementation of vocational education was
poor. As a result, vocational education lost its popularity and the Basic Teacher
Training Centre was eventually closed in 1953 (Aryal, 1970; Sharma, 1980; Wood,
1965).

Based on the recommendation of the National Education Planning Commission
(MOE, 1956), a considerable number of normal schools were established in different

Distance Education 147




parts of the country for the training of the primary education teachers and a College
of Education was established in Kathmandu for the preparation of secondary
education teachers. Both pre-service and in-service teacher training programs were
running smoothly side by side. In the 1960s and 70s the education system expanded
rapidly due to two reasons: first, Rana autocratic rule was thrown away in 1950 after
the end of British colonization in India and second, a social awareness for mass
education was brought by the newly established multi-party democratic movement of
the 1950s and 60s. One-party political system called the Panchayat System replaced
the multiparty political system in 1960. People's love for education continued and the
number of schools increased dramatically. Although the demand for trained teachers
could not be fulfilled by these teacher training centres, the value and popularity of
teacher training was growing in the 1960s and 70s. Virtually all teacher training
programs were supported by the United States Agency for International
Development (USAID). Many multipurpose high school principals, teacher
educators, and Ministry of Education officials were sent to study in the United States.
This opportunity brought educational, cultural, and managerial exposure to those
personnel, and most of them have been providing leadership in the educational
programs of Nepal ever since (Chitrakar, 1995).

In 1971, the National Education System Plan made one year teacher training
mandatory for teachers. However, in 1980, the government, in the seventh
amendment of the Education Act [By-Law] announced, "teacher training would no
longer be mandatory to tenure in teaching" (Chitrakar, 1995, p. 15). Chitrakar
commented that:
The existence of the Institute of Education (formerly the College of
Education) became more insignificant . . . pre-service teacher education
remained unnoticed and the trend of hiring teachers in the schools without
formal training remained common . . . . The consequence is seriously
damaging. In my experience, children in many rural primary schools did not
make any sense of schooling . . . As a result, chaotic education atmosphere
has been reproduced one generation after another. (Chitrakar, 1995, p.15).

After that the value of the teaching profession degraded day by day. Consequently,
efficiency and effectiveness of the teaching and learmning process was affected
severely in schools. Panday (1999) commented that poor efficiency of political
leaders in the last few decades was more responsible for the downfall of education
along with the overall development of Nepal. Regarding the teaching profession in
Nepal, Panday further expressed, "The larger scene, however, is one where
incompetence is inbred in an environment where teaching is no longer an honorable
profession . . . " (p.17). The following questions can be raised on ongoing problems
in educating teachers and organizing teaching as a profession.

e Should the goals and content of teacher education be determined by the needs of
the global labor market?
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e Should national licensing and certification be implemented?
Should tests required for national licensing and certification determine the content
of teacher education programs and courses?

o Should career ladders for teachers be based on levels of certification?

o Should teachers be trained?

o Should teachers unions enhance professional development of teachers?
e Should teaching profession be separated from politics?
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Enhancing Quality Education
Through School Supervision: A Model for Discussion

A.B. Bhandari'
Introduction

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

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

Teacher absenteeism is another major factor which contributes to cause low quality
of education. Baker (1988) has concluded that there is high absenteeism among
teachers in Mexico, New Guinea, and Sri Lanka, and it is especially acute in rural
areas. The valid argument about the teacher absenteeism is that it has negative effect
on student regularity which inspires to occur similar behaviors among students. In
Nepal, teacher absenteeism has been voiced by parents in different context of
communities which can be heard in various educational forum. Kafle (2001) has
stated that teacher absenteeism in Bardia district is a serious problem which has
severely affected school performance resulting into a low achievement level of the
students.

Teacher attrition rate, if reduced to a significant percentage, a number of benefits can
be experienced. First, economic and social returns increases. Second, additional
education inputs to new teachers decreases. Finally, production capacity is assumed
higher than new teachers leading to high internal efficiency of education system.
Gatwa (1986) has derived a conclusion that a nominal attrition rate of 2 percent
would triple the number of teachers who need to be trained just to maintain the
current number of teachers. Attrition rate of Nepalese teachers is estimated to be
more than 5 percent and the rate is expected to be mounted even higher due to
emerging inconvenience context of a country.

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

Discussions made above are the factors which have strong causal relationship with
poor quality of teaching. Those aforementioned factors can be removed with
implementation of appropriate supervisory system, is a central point of this
discussion paper. This paper has started with historical perspectives and moved to
underpinning theoretical assumptions, briefly discusses Asian experiences and finally
suggests a model for school supervision in Nepal for wider academic discussion.

Historical Perspectives

School supervision system in Nepal can be traced back to 1951. In 1951 the
autocratic hereditary Rana Government was abolished with the popular movement
of the people. Before 1951, Rana regime was not in favor of providing access to
education for people, consequently, school inspectors were involved in controlling
and discouraging over the growth of schools.

The political and social events of 1951 directed to the expansion of education which
resulted into establishment of Directorate of General Education with the division of
school inspector in 1953. Seventy five posts of sub-inspectors were created to assist
block development officer of village development project in the area of primary
education as an employee of education ministry and lower-secondary and secondary
schools were under jurisdiction of Zonal Education Office in 1960.

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

Educational reforms are largely dependent upon a well organized supervision
system. The supervisors and inspectors shall visit the schools from time-to-time,
evaluate their working and offer advice and incentives to the school teachers to
their jobs more effectively in order to insure proper and effective enforcement of
national education program in the schools (NESP. P.49)

Following NESP, supervision section in the Ministry and the post of primary and

secondary school supervisors in district education offices were created. Objectives of
school supervision enlisted were (i) inspection of physical facilities and classroom
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teaching of teachers (ii) organize in-service training (iii) work towards the gradual
improvement of instructional standard.(:iNESP, p.50).

Creation of specialist section in Regional Educational Directorate (RED) and shifting
supervision unit from Ministry to Curriculum Development Centre were two major
works done on the recommendations of mid-term and full-term evaluation of NESP,
respectively.

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

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

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

its existence.
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Theoretical Assumptions

School supervision is a notion evolved from the idea of controlling to supporting
school education system. Basically, whatever the idea it is, supervision goes around
enhancing teacher's performance and school performance which may include both
administrative inspection and instructional support and is to be carried out by an
individual or a team. Instructing, Mentoring and Coaching are three terms within the
framework of supervision frequently used in education to identify the educational
status, regarding teacher development and school performance.

Supervision, as a form of instructing (teaching to teach), is to be followed teaching or
pedagogic process (Stone, 1984). According to him preparation period, observation
period, after observation period, re-plan and re-instruction period are the steps to be
followed in the process of supervision. Mentoring, is a school-based activity under
taken by a senior teacher (academic and experienced) to provide some support and
guidance for junior teachers (Mc Intyre and Hager, 1994), is also popularly known as
in-school supervision. Regarding coaching, Schon (as cited in Stones, 1984) argues
that teaching is learnable, coachable but not teachable because it contains a large
element of artistry such as architecture, psychotherapy, management, engineering
etc.

In addition to above terminology within the framework of supervision another
terminology used is “clinical supervision" which was originally devised in the
context of the USA in order to move away from hierarchical (inspection to
supervision) and to be systematic and developmental rather than judgmental. The
process followed in clinical supervision as discussed by Smith are pre-observation
meeting (expectations, procedure and focus), observation and post observation
(debriefing and discussion). The general conclusions derived from literature studies
on the relationship between teacher learning and school setting by educational
researchers are listed below.

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

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

» In-school / extermal supervision-internal as well as external criteria and
mechanisms for monitoring progress are necessary for teacher (Hopkins et. al,
1997).

» Individual / team supervision-if teaching is viewed as individual enterprise then
source of authority for supervision comes from bureaucratic, psychological and
technical-rational process and if it is viewed collective practice then sources of
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authority to supervise would be professional and moral applications
(Sergiovanni, 1992).

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

Asian Experience

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

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

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

Supervisory Functions: Visiting schools under their Jurisdiction for pedagogic or
administrative purpose has been considered as a core task of supervisors in almost all
countries. Zonal Education Office of Sri Lanka has adopted the system of organizing
at least two team supervision visits per week to cover 100-150 schools per year in
addition to 3 days per week visits by Master teachers. In Bangladesh, 15-20 schools
in every month are expected to be inspected by ATEOs whereas Deputy Education
Officers in Uttar Pradesh need to spend 150 days per year on school visits however,
they can delegate this duty to their subordinates.
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Second core task of supervision is reporting because school visits eventually leads to
producing reports. Sri Lanka supervising system demands to produce three copies for
school, higher authority and own office. In Bangladesh each category supervisions
need to submit reports to their immediate supervisors and these reports are collected
by Directorate of Primary Education through which a consolidated report needs to be
presented in the monthly meeting of the Primary and Mass Education Division
(PMED) of Department of Education.

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

School / Supervisor Ratio: Low school / supervisor ratio definitely can play
effective role for influencing of functions school system. But , it is too difficult to say
that what ratio would be reasonable and worthy because it depends upon the types
of responsibilities, transportation network mechanism and logistic support made
avilable for supervisors. The table presented below is borrowed from IIEP Vol II
p-38, which compares school supervisor ratio across surveyed countries.

Table 1: School Supervisor Ratio Across Surveyed Countries

Countries Supervision by School ratio Teacher ratio
Bangldesh ATEOs 18.6 80
Korea Junior supervisor 3% 63
and supervisor
Nepal Supervisor 329 173
Supervisor + resource persons 16.3 85
Sri Lanka SLEA officers 10.6 193
pr1ER Master teachers 44.0 796
Uttar Pradesh ABSA (all posts) 67.9 188
ABBA (occupied posts) 83.2 231
Note: For Bangladesh, Korea and Uttar Pradesh only primary schools are taken into account, in Nepal

and Sri Lanka both primary and secondary schools are considered. Information given on supervisors +
resource persons' of Nepal represents 40 districts of BPEP- [ system.

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

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

Training: Korea and Sri Lanka were viewed as having the system of induction
training. In Sri Lanka, SLEAs officers were given 6-12 months residential training
before entering into education administrative service and Master teachers were
forced to attend 10 days residential training as Master trainers. Korea has
developed 60 hour and 30 hour training for supervisor and junior supervisor
respectively even though supervisors don't require to take these training ccurses.
Even having said so, a survey conducted in 1990 reported that all of them had
received some hours of training and one third had received more than 100 hours
training in an average year.

Career development: Career development indicates the scope to make up the career
ladder. Career development system within supervision framework surveyed in above
countries were viewed that every country has adopted some kind of promotion
system for those who enter into education cadre varying probability of being
promoted. But those who enter into supervising system from teaching force had to
rely on teaching cadre, specially Master teachers of Sri Lanka and resource teachers

of Nepal.

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

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

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

Similarly, low weightage involved activity was also reported differently in the
surveyed countries. Analysis of the data indicated that activities like in-service
training in Bangladesh, report writing in Korea, other in Sri Lanka and plan
preparation in Uttar Pradesh were weightaged as 12.8%, 4.7%, 6.6% (for SLEAs)
and 3.1% (for Master teachers ) and 1.8% of their workload respectively.

A Proposed Model

A case study on school visit is illustrated below, which may match with the activities
of Nepalese supervisor during school visit. Studying this typical school visit might
hel inhavin a ro riate blend of su s stemin a coun

Case study: Pakistan
This case study is based on feeling expressed by a secondary school teacher having 13 years of
teaching experience regarding typical school visit.

"Typically, the supervisor arrives five minutes before school starts and as soon as the bell rings, he
gets hold of the register (where teachers sign in every moming to record their presence). He then
has 'explanation call' of all the teachers who are late. They beg and plead, and the lady teachers
especially, they cry, and tell him that that was the only day they were late. The bus tire got
punctured, or their child was sick. One excuse after another."

Asked if the supervisor visited the classrooms, the teacher said:

"Yes, he goes into the classes sometimes. He will ask for the class in which his own subject is
being taught. For example, a supervisor with'a background as an Urdu teacher, will go into an
Urdu class and ask the students to explain the meaning of a verse. Even if the students know, they
and the teacher are all so nervous, they forget. Then he asks the teacher, "How long have you been
teaching?' she witl say 'Ten years, sir', and replies, 'How come the students don't even know this?
What rubbish have you been teaching them for so long?" All this in front of the students!
Sometimes he also goes through a few copybooks. All he wants to see is the teacher's signature on
the copybook, to make sure she checks it. He doesn't know or care what is written in there..."

The teacher was asked what happened after the visit. He replied:

“Nothing happens afterwards. For that, {the supervisor} would have to enter it into the 'service
book', which is the official record of a teacher's career. Nobody does that. They don't want to hurt
the teacher's chances of promotion. Who knows how many children he or she is bringing up on that
sala 7"

Source: Ali, M.A. (2000, IIEP).

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

Conceptual Framework

Department of Education (DOE) e Policy framework
(overall school supervision in general e Central level team supervision
LRSs Supervision in Particular) e  LRSs supervision
e Consolidated report dissemination
e  Supervision assessment
Regional Education Directorates e Regional level team supervision
(RED) (5) e Consolidated report to DOE
(School supervision in general e  RSs supervision
RSs supervision in particular) e Consolidated report dissemination
1 —— Sk
District Education Office (DEO) (75) e Individual supervision
School supervision in general e Joins team supervision
LRSs and RSs supervision in particular | ¢  Venue for meeting SSs and RPs
e Consolidated report to RED
¢ Consolidated report dissemination
Lead Resource School (LRS) (205)
(Intensive school supervision within | ¢  Individual supervision
cluster) e Team supervision
e Reportto DEO
Resource School (RS) (1116) ... | ®* Report dissemination at cluster level
(Intensive school supervision within
| cluster

Schools in a cluster

The Conceptual Framework has suggested to have four-tiers of supervision system-
Central level, Regional level, District level and Resource School level. Central level
supervision has stressed to perform supervisory activity at Lead Resource School
through team supervision and regional level supervison also includes team
supervision as a focal point. District level and RS level supervision are expected to
be performed by individual supervisor and RP in their respective supervisory area.
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However, central school of a cluster needs to organize a team supervision in a
respective RS level in addition to individual supervision. The structural and cultural
adjustment to be made and dilemma to be likely encountered in each level of
supervision are pointed out. Before this, assumptions made in imagining this type of
supervisory system are listed below.

e ADB technical team has already submitted Secondary Education Development
Plan to MOES which has suggested to establish 200 lead resource contres from
among 1331 RCs of BPEP system for professional support to other RCs. Based
on this plan, 205 resource centres who can provide academic and professional
support for the teachers' development need to identify as Lead Resource Schools
(LRSs) from best RCs representing one from each electoral region. Supervising
LRSs will fall within the responsibility of DOE. LRSs also will have to be
encouraged to introduce the system of mentoring in order to provide support and
guidance for their junior teachers by senior teachers.

e The post of school supervisors of the district need to be rationalized on the basis
of resource schools determined for the particular district. Surplus in the number
of school supervisors made by the process of rationalization can be deployed
them in needy institutions like PTTCs, SEDUs etc. Five- seven resource schools
depending upon demography of a district can be appropriate for deciding one
supervisory area. However, two more schools from each cluster to be included in
one supervisory area could be reasonable for monitoring RP's school visit. A
proportional representation in total number between level of schools in a
supervisory area needs to be reflected. The schools included in a supervisory area
do not need to be supervised by RP.

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

Central Level Supervision

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

e Finalization of guidelines, performance indicators, and format for supervising
and reporting subject to be circulated to all institutions who hold supervisory
activities of school level.

o Constitution of supervisory team consisting 3-5 specialists and 1-2 other experts
of department system based on number of schools to be supervised, as planned.
This type of supervision will include explicitly, the components of instructional
supervision like instructional strategies, curriculum implementation, lesson
demonstration, facilitation of action research, and need-assessment for
intervention. However, ratio of administrative inspection and instructional
supervision ratio is suggested to be 25:75.

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

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

DOE is also suggested to use SLC result in identifying subject areas where national
achievement seems poorly performed, if subject areas are to be prioritized. Duration
of visit is suggested to be 25 working days (one month for one team.). A short
orientation program for supervisory team is also desirable.

Regional Level Supervision

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

Centre school of the cluster needs to be empowered with the mandate of supervising
school within cluster. RP recruited from RS management should be assigned in
monitoring the system information as desired by EMIS system of DOE and resource
school as a whole should be made responsible for sharing information and delivery
of materials within own cluster. RS should also be instructed to organize team
supervision within cluster with their human resources and other experts within a
cluster. The duration of such team visit is suggested to be 7 working days and
number of schools to be supervised will be determined by the resources they have or
based on approved plan. RS level supervision needs to include both inspection and
supervision with the ratio of 75:25 having provision of both individual and team
basis supervision. RS needs to prepare report based on collected reports from
individual RP and team leading to submission to DEO. RS also should be instructed
to disseminate yearly report stating strengths and weakness in RS level seminar. RS
level supervision also needs to focus on joint planning, class observation and
inspection of- physical facilities and recording/ reporting system.

Possible Issues and Solutions

Numerous issues may immerge in the debate forum in adopting aforementioned
supervisory system. First, additional resources would require to implement
envisioned measures. The principal fact is that quality costs much. However, budget
allocated for monitoring activities in central level institutions are reported to be
under-utilized and budget estimation under travelling cost are also not consumed as
estimated. So, realizing the need of supervisory activity as an effective tool that
contributes into student achievement is a major concern. Reallocation of budget head
carefully and centralization of monitoring budget in DOE might be possible solution
for resources needed in this concern.

Second, utilization of teaching force for supervisory activity may hamper school
teaching, can also be raised as an issue. But, a good plan, trying to identify potential
“teachers from retired and dropped teaching group might be fruitful. Creation of
teacher posts in a pool to be financed by project related components can also
promote this concept. According to education regulation, schools can injoy two
months long holidays either in summer or in winter depending upon demography of a
country. So utilization of teaching force, who are enjoying long vacation into those
areas where schools need to open, for superv1sory activity, could be reasonable idea
for less hampering in teaching.

Third, out sourcing for supervision tasks breaks the capacity development of
bureaucratic supervisors, has also some logic behind it. Experience leamed from Sri
Lanka. Bangladesh and Korea might be instrumental to revise entry requirements for
supervisor in a long-run by making provison of recruiting supervisors from various
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sources with the system of competitive examination. Another best idea is the
approval and implementation of FRD plan presented on the mid-term review
meeting held on March 2002. The plan talks much about a continuous coherent staff
development program combining quality induction training with regular in-service
opportunities in order to enhance capacity of RPs and school supervisors.

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

Conclusions

Academic preparation, pedagogical skills, professional commitment and psycho-
socio related factors (motivation, regularity, and attrition) have positive correlation
with quality of teaching. Supervision system of Nepal has revealed either role
conflict between school supervisors and resource persons, or undefined role between
the institutions under MOES system. However, DOE initiated team supervision for
20 districts in this fiscal year can be regarded as encouraging step towards the growth
of instructional supervision even though it was started without academic preparation.

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

Since this is a discussion paper in nature which demands inputs, comments and
suggestions from concerned personalities and institutions in order to develop and
implement appropriate blend of school supervision system in a country. The model
suggested above can be an area of research study to identify the need of a country
and to explore possibilities of adoption. However, actors of education field can
express their experiences how this model can contribute to promote student
achievement in a real sense. Moreover, developmental partners (donor community)
can show their interest in piloting this much talked modality to provide feedback to
the Government leading to further implementation.
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Early Childhood Development for Improving
Internal Efficiency of Primary Education

Dr. Kishor Shrestha’

Effective Early Childhood Development programs not only contribute to the all-
round development of children during the early childhood period but also can have
significant impact on children’s enrollment and retention in primary schools and on
improving the efficiency of primary education. Common sense as well as an
increasing number of studies suggest that children who develop well are more
productive in later life. Fostering healthy child development results in fewer
requirements for remedial programs, high retention, low dropout and high promotion
rates.

There are compelling reasons for having positive effects of early childhood
development on children’s attainment and internal efficiency in primary education.
Many early childhood development specialists however argue that early separation of
parents and child, and formal and inappropriate educational experiences and harmful
peer pressures could be irreversibly detrimental for the child’s development (Moore,
R.S., & Moore, D.N,, 1990). It is, therefore, important that the program be well
designed and effectively implemented.

This paper deals with an analysis of the qualities of a well designed and effective
early childhood development program, a critical assessment on how early childhood
development can improve efficiency in primary education and present some
examples of early childhood development programs having positive impact on
improving efficiency of primary education. At the end, a conclusion of the paper is
presented.

Qualities of a Well Designed and Effective Early
Childhood Development Program

A poorly designed early childhood development program can be detrimental and
harmful to young children in their proper growth and development. There are good
examples of ways to improve care and enhance early childhood development in a
variety of settings. These include programs of home-based support and education of
parents or other immediate care-givers, child-centred programs of community
development built around integrated attention to the child, and centre-based
programs of many kinds. It is important that any form of early childhood
development program should have important qualities. In order to design and
implement quality early childhood development program it is important that the
program has the following basic components:

* Senior Researcher, CERID, T. U.
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Child-centred and Gender-sensitive

In order to make the program child-centred and gender-sensitive the program should
focus on interactive activities and encourage the child to actively leam and practice
new behaviors. Interaction and actions are important for child’s leamning.
Development and leaming occur continuously as a result of interactions, with people
and objects, in the environment.Children are active participants in their own
development and leamning. Leaming involves the child's own construction of
knowledge through exploration, interaction with materials, and imitation of role
models: It is important to emphasize on individual and small group activities with
much movement and physical activity with minimal sedentary activity, and
encourage the child's autonomy, responsibility, exploration, and problem-solving.

The care and all other activities of the program should be appropriate to a child’s
stage of development. It is essential to recognize that there are age-appropriate foods
and age-appropriate care. The program should consider the individual needs and
interest of the children and extend services accordingly. The caregivers should
therefore be warm and attentive to the child’s needs and pay attention to all the
children without any discrimination. In the enrollment and in carrying out indoor and
outdoor activities there should not be any discrimination between girl and boy child.

Holistic Development of Children

Cognitive, social, cultural, physical and emotional dimensions of a child are
interwoven. The child’s whole context, the physical surroundings, the emotional
context, relationships with others, and the immediate needs at any moment affect a
child’s development. It is universally recognized that young children cannot be
educated without concern for health, safety, and physical care. A child development
program should therefore emphasize on fulfilling both physical and psychosocial
needs of a child. One of the basic principles of child development is that the child’s
development cannot be compartmentalized into health, nutrition, education, social
and emotional variables. All of these are interwoven in a child’s life and develop
simultaneously. Progress in one area affects progress in others. Similarly, when
something goes wrong in any one of those areas, it has an impact on all the other
areas. :

Converge Health, Nutrition, Early Stimulation,
Water and Sanitation Services

The multidimensional nature of child development calls for a convergent program
that includes health, nutrition, early stimulation, water and sanitation services. It is
important to recognize that the needs of the young child are interdependent and
therefore any measure for the development of the child must be based on the holistic
approach and implemented within the frame of an integrated structure. The
integrated approach can be useful in many ways. It can give equal emphasis to the
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psychosocial and physical needs of the children. It can minimize the cost of the
program by preventing the duplication of work and by increasing the efficiency of
the functionaries. To provide integrated services, an institutional integration of
various organizations responsible for delivering services related to health, nutrition
and education of the child should be initiated.

Involve Parents and Community People in the Program

The child’s own home, the neighborhood and social networks have a powerful
influence on the child’s well being. Child development is fostered if the family’s and
community’s knowledge, culture and cultural patterns are respected. Children leamn
through interaction with people, places and things.The parents and community
people need to be encouraged to participate in child development program activities.
The program developing the family and community need to be taken as an integral
part of ECD program in order to foster child development and ensure sustainability
of child development programs.

Recognize that Children's Needs are Different from Adults

Children at early childhood stage have developmental needs and capacities that differ
from the needs and interest 'of the adults. Children’s attention span at this stage is
considerably low as compared to that of the adults. Each child at this stage leamns in
his or her own ways and develops at his or her own pace.

How does Early Childhood Development Improve
Efficiency of Primary Education?

There are a number of compelling reasons that support improving internal efficiency
of primary education. However, as discussed earlier, it is important that an ECD
program should be effective. The major factors responsible for improving the
efficiency of primary education are discussed here.

Child-related Factors

An effective ECD program develops a series of necessary qualities for the children
that help them to enroll in primary education and improve their performance. The
ECD graduates tend to have the following qualities:
Ability to be away from the parents and family members
Proneness to attending the school/centre
e Ability to communicate with outsiders
e Ability to introduce ownself
o Interest in singing, dancing and playing individually and in groups
o Independence in taking care of basic physical needs and personal health
habits such as using toilet, putting on and taking off clothes and shoes,
washing hands, eating, taking care of personal belongings, etc.
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o Using pen, pencil, writing pad, books, etc.
e Ability to color, paint and draw
e Ability to read and write some alphabets and numbers

All these qualities are directly relevant to a child for his/her well adjustment and
better performance in primary school. The health and nutrition related services at the
ECD centre make a child physically fit—free from any physical deformity and
ailment. Early stimulation activities undertaken in the ECD centre make a child
psycho-socially competent to enter primary school. The foundation laid during the
early childhood years largely determines the achievement of children in primary
schools and later life. Children’s habit of attending the centre, active participation in
learning activities, ability to adjust in group, reading and writing competencies are
the major factors that positively affect the efficiency of primary education.

Family/Parent-related Factors

A well-designed ECD program not only targets to develop the children but also
supports the parents and family members in increasing the level of their awareness
aoout child development and increases their participation. As a result of it, the
parents and child care-givers at home become aware of the various needs of children
and they develop a habit of taking care of children and continue to provide necessary
supports for children’s education at primary level. Such a behavior not only
increases the enrollment rate of children in primary education but also positively
supports in improving their internal efficiency.

School-related Factors

The availability of ECD program in the community directly helps in reducing the
under-aged children from Grade 1 in primary schools whereas non-existence of ECD
services in the community is likely to increase the number of under-aged children in
Grade 1 in primary schools. The early childhood development program under the
Basic and Primary Education Project was initially started to serve the purpose of
making separate under aged children who came to primary schools along with their
elder brothers and sisters or who happened to get enrolled in Grade 1 under the
assumption that this grade is the customary entry point to formal schooling. It was
expected that the provision of Shishu Kaksha would both directly help in the
teaching and learning activities at the primary grade by removing the under-aged
children, and that it would prepare the under-aged children for joining Grade 1.

Some of the examples of ECD programs having positive effect on improving internal
efficiency in primary education are presented below:
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Some Examples of Improving Internal Efficiency in Primary Education as the
Result of Early Childhood Develugment

Internal efficiency is measured in terms of indicators such as promotion, repetition,
dropout and the retention rates. Various kinds of early interventions can improve the
preparedness of children for school, in terms of their physical growth, mental
capacities, and social adjustment. These pre-school gains can lead, in turn, to
increased enrollment in school, and to improved progress and performance in school.
At the intemational level this is evident from a review by Myers (1995) of nineteen
longitudinal studies, all carried out in countries of the Majority World and all of
which compared children who had participated in various kinds of pre-school
interventions with children from similar settings who had no intervention. In that
review.

Ten of the fourteen studies that reported effects on repetition showed there was less
repetition and better progress through school for children who had participated in an
early childhood program. Of the four that showed no effect, one was carried out in a
system with automatic promot:on so no difference would be expected.

One of the internationally acclaimed ECD programs of India known as Integrated
Child Development Services (1CDS) Program, which is providing ECD services to
more than 20 million children a year in India has demonstrated positive impact on
primary education. The National Institute of Public Co-operation and Child
Development (NIPCCD) conducted a major national study of this program in 1992.
Kaul (1993) reports that about 300 studies of this program have been conducted
either by NGOs or by the Universities.

On the basis of the findings of the various studies conducted so far by different
organizations and individuals, NIPCCD (1992) concludes:

In primary schools, children from ICDS areas were having better competencies in
language, cognition, conceptual development and behavior parameters than their
counterparts in non-ICDS areas. Improvement in enrollment and scholastic
performance further indicated a positive impact of pre-school education component
of ICDS. (p. 5)

Of all the children (6-14 years) currently in primary school, 85 percent in ICDS and
15 percent in non-ICDS areas were with pre-school experience. This point towards
better school enrollment in ICDS areas than in non-ICDS areas and the role-played
by pre-school education in retention at school.

Disaggregation of information about children in the age group 5-14 years, both in
ICDS and non-ICDS areas, indicated that 89 percent children with pre-school
education experience were found to be continuing their education in primary
education as compared to 52 to 60 percent without pre-school education in both
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ICDS and non-ICDS areas. Lesser percentage of children with pre-school education
was found in the never enrolled category, both in ICDS and non-ICDS -samples. The
findings clearly indicated the positive role played by pre-school education in
promoting enrollment in elementary school, reduction in dropout rate and greater
retention in primary schools.

In Nepal also most of the ECD programs have been successful in making positive
effect on children’s lives-especially in improving the children’s general behaviors
and achievement in primary schools. The studies conducted so far and the
information and data available reveal the following facts with respect to the effects of
ECD on children and efficiency in primary education:

The most popular early childhood development programs of the Production Credit
for Rural Women (PCRW) and Small Farmers Development Projects in the 1980s
revealed positive effects of the program on children. The evaluation study of Child
Care Centres of PCRW conducted in 1989 revealed that children who joined primary
school after attending Child Care Centres performed better in primary schools
(Centre for Women and Development and UNICEF, 1989). Similarly, the Small
Farmers Development Project of Agriculture Development Bank found the children
enrolled in the Child Care Centres were also found more disciplined and physically
and mentally better prepared to enter formal schooling (SFDP/ADB, 1995).

The Centre for Educational Research Innovation and Development (CERID) had
conducted two studies that assessed the impact of early childhood development
program of the Department of Education, Ministry of Education and Sports on
children’s performance in Primary Schools. The first study was conducted in 1997
and the other in 1998. The first study found that the children with ECD backgrounds

have demonstrated the following behaviors in Grade One:

* Children became familiar with the school environment well before joining
the formal school.

* Children were attending the school regularly.

* Children actively participated in classroom teaching-learning and extra-
curricular activities.

» Children felt at ease with teachers.

* Children were less hesitant and were rarely frightened.

Another study conducted by CERID in 1998 found that in primary schools, the
promotion and retention rates of the children with ECD backgrounds were
significantly better than those among the children without any ECD background.
The proportion of children retained in the schools was significantly higher among the
children with ECD backgrounds. These children performed better than the children
without ECD backgrounds in terms of promotion as well. The statistics show that
among the children enrolled in Grade 1 with ECD background 57 percent of them

170 Distance Education



were promoted . Urade 2 in the following year. However, of the children enrolled in
Grade 1 without ECD background oniy 41.2 percent of them were promoted to
Grade 2. Similarly, the dropout rates for children with ECD background was 24
percent and for children without ECD background was 28 percent.

In another study conducted by CERID entitled In Search of Early Childhood Care
and Development (ECCD) Indicators: A Contribution to the EFA Year 2000
Assessment (A Country Case Study) the primary school teachers who have children
with ECD exposure were asked to state if they found any difference between the
children with ECD exposure and the other children who had not been to any ECD
program. In this study all the teachers interviewed mentioned that the children with
ECD exposure were better in terms of adjustment in the schools and their
participation in teaching-learning activities. They mentioned that these children were
more confident, actively participated in classroom, leamned to read and write faster
than the other children, and actively participated in playing, singing and dancing
activities without hesitation. The teachers also mentioned that the children with ECD
exposure could make friends easily, became involved in group-activities and were
punctual and regular in attending school. All these characteristics tend to improve the
internal efficiency of primary education.

Conclusions

On the basis of the information available in country and abroad it is evident that a
well designed and effectively implemented ECD program can improve the internal
efficiency of primary education.

In Nepal, there is a need to conduct a comprehensive and longitudinal study of the
impact of various ECD programs being run by government agencies, national and
international organizations, and private organizations. There is a lack of information
regarding the effects of ECD programs being implemented by various INGOs, NGOs
and private organizations on children’s performance in primary schools.The
organizations implementing ECD programs should be encouraged to maintain a
record of children’s enrollment to formal schools after graduation from ECD centres.
Similarly, the primary schools need to be encouraged to keep a cohort flow record of
the children with ECD background and also maintain a record of promotion, dropout
and repetition rates by disaggregating the children with and without ECD
backgrounds.
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Issues on Language Policies and Practices in Nepalese Schools

L. N. Poudel’
Introduction

There are contrasting views on educational language policy. Single language policy
and dual/multi language policies contrast each other. The argument behind single
language policy for multilingual country seems to be weak in relation to the
children’s cognitive development and linguistic human rights. Opposing cultural and
linguistic homogenization, various socio-cultural psychologists and socio-linguists
have expressed their views with their support of the cultural and linguistic diversities.
One of the bases of cultural and linguistic diversity is bilingual/multilingual
education policy, which is also a basis of linguistic and cultural human rights.

Nepal is a multicultural, multiethnic and multilingual country. There are more than
60 ethnic groups having their own native languages in the country (CBS, 1991).
Besides, there are a number of dialects within different native languages. ‘Nepali’ is
only the official language. There are two different practices in terms of medium of
instructions in schools. About two thirds of schools (mostly public schools) are using
Nepali as the medium of instruction whereas the others (mostly private schools) are
using English for the same purpose. But genetically, none of the Nepalese students
speak English as their mother tongue. Issues of linguistic human rights and cultural
identities are simultaneously emerging. In this respect the paper will respond the
following questions:

e To what extent are the child’s language and cognitive development related?
e Do the present language policies and practices of Nepal reflect the linguistic human rights?

There are different theoretical bases in relation with the language and child’s
cognitive development. Roughly speaking, we can classify these theories into two
broad categories: the cognitive conception of language and the communicative
conception of language (Carruthers and Boucher, 1998). The former views the
language, as a crucial part of human cognition whereas the latter views language as a
medium of expression of human belief and thought. However, my presentation will
be based on the cognitive concept of language, especially Vygotskian perspective.

In the beginning of the paper, the main purpose and related problems along with
theoretical bases of the paper have been presented with some introductory
background. The paper describes the relation between language and cognition with
the basis of Vygotskian cognitive concept of language. In this paper meaning of
linguistic human rights along with different UN declarations have been discussed.

* Curriculum Officer, CDC
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The Nepalese case of linguistic human rights also included in the paper. Final space
of the paper is allocated to the conclusions of the presentation.

Language and Cognition

There is a dichotomy in relation between language and cognition. We can roughly
group different views about the relation between language and cognition into two
opposing categories. The first view believes that language has an important role to
the cognitive development. That is, one of the basic means of human cognition and
thought is language. This is what we call cognitive concept of language. It has the
view that human thinking is in natural language and its sentences are the vehicles of
thought (Carruthers and Boucher, 1998).

The second view about the relation between the language and thought is
communicative concept, which is basically different from cognitive concept in terms
of role of language to develop cognition and thought. This concept has the view that
the language is a means of communicating thought. Therefore, such communicative
concept of language has a view that language is nothing more than additional but
subordinates aspect of peoples’ belief and thought (Carruthers ar.d Boucher, 1998).

In this paper I am not going to debate or argue either of these concepts. However, my
presentation is based on Vygotskian cognitive concept of language. The cognitive
concept of language does not deny the role of language as a means of
communication, but it emphasises on the function of language to develop cognition.
According to Carruthers and Boucher, cognitive concept of language means that
language constitutes the thought rather than it is required for or is a necessary
condition of thought. So, the requirement of language for cognition is included
within the constitution.

Vygotsky’s theory of cognitive development is based on the assumption that “speech
plays an essential role in the organization of higher psychological functions”
(Vygotsky, 1978:23). The higher psychological functions as described by Vygotsky
are the cognitive activity of the child. It is the mediated activity and is usually
performed by the use of signs and tools. So, the higher psychological function or
higher behavior refers to the activity that is performed through the combinations of
signs and tools (Vygotsky, 1978). Vygotsky argues that one of the main tools and
sign for mediated activity is speech, which develops the child’s complex
psychological function with the help of language.

Relation between language and cognitive development can be viewed with the help
of an example. When a child tries to solve a problem, she speaks herself and
identifies the processes and steps for the solution. At the same time, if she could not
solve the problem, she will appeal with the adult or friend. In this way, child’s
problem solving activities are first directly related to her internal speech and then the
external or social speech. This example shows the role of internal as well as external
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speech to the cognitive development of child. K.Bulher’s idea about the ral¢ ot
Janguage to the cognitive development also supports this relation. He states:

The achievements of the chimpanzee are quite independent of language
and in the case of man even in late life, technical thinking or thinking in
terms of tools, is far less closely bound up with language and concepts than
other forms of thinking. (Quoted in Vygotsky, 1978:21)

The above example and Bulher’s idea support the conclusion made by Vygotsky as
“children solve practical tasks with the help of their speech, as well as their eyes and
hands ” (1978:20). Language has cognitive as well as communicative functions and
both of these functions of language are taken as the bases of higher cognitive
activities. This argument also supports the Vygotsky’s statement:

Language enables children to provide for auxiliary tools in the solution of
different tasks, to overcome impulsive action, to plan a solution to a
problem prior to its execution, and to master their own behavior. Sign and
words serve children first and foremost as a means of social contact with
other people. (1978:28)

While talking about the relation between thought and language, Vygotsky’s writing
explains that language is a determining factor of thought in which language is a
linguistic tool of thought as well as the social-cultural background of child. In other
words, “the child’s intellectual growth is contingent on his mastery of the social
means of thought, that is, language.” (Vygotsky, 1962:51)

Piaget and Vygotsky have some common views about the language and thought. For
example, both of them argue that thought and languages have different origins and
initially follow independent roads of development. At about the age of two years,
these roads intersect. When the thought becomes verbal and speech rational, thought
and speech become overlapped. At this stage children are able to discover the
symbolic function of language (Bymes & Gelman, 1991). Interaction between
thought and speech produce verbal thought, which is a tool of higher mental
processes or cognitive development.

The main difference between the Piagetian and Vygotskian cognitive concept of
language is in the social system, and their use of language and cognitive
development. According to Piaget, speech gradually socializes as child develops. He
assumes that egocentric speech precedes socialized speech. But Vygotsky assumes
that the egocentric speech is always socialized. He argues, “The earliest speech of the
child is therefore essentially social” (Vygotsky, 1962). For Piaget, language is a
necessary but not sufficient condition for construction of logical operations.

There are some contrasting as well as overlapping parts of Vygotskian and Piagetian
views. However, Piaget has emphases on the language for cognitive development.
Considering the role of language for the development of cognitive power, the inner
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and outer speech of a child is obviously taken as his/her first language, that is, the
mother tongue. In this regard, the first language of a child has a dominant role for the
cognitive development of the child. Various writings and research findings conclude
that second language proficiency is a function of first language proficiency
(Holmarsdottir, 2001; Appeal and Muysken, 1987). Skutnabb-Kangas and
Toukomma (1976) identify the needs of conceptual-linguistic knowledge for the
academic language skills, which are also related to the Vygotsky’s idea about
scientific language. However, the every day language that involves surface fluency is
not sufficient for scientific concepts. In other words, teaching through child’s first
language facilitates child’s cognitive development and second language
development. Holmarsdottir also concludes, “children not taught in their native
language lack conceptual knowledge needed to better develop their language skills in
their native tongue and in a second language” (2001:31).

There is a close relationship between language, culture and cognition as in socio-
cultural based theories of cognitive development (Diaz, Moll and Mehan, 1980;
Scribner and Cole, 1981; Luria, 1982; Vygotsky, 1962, 1978; Wertsch, 1985). In this
rezard, the question raised by Henry Trueba (1991) “How do we create a culturally
appropriate learning environment in order to maximize cognitive development of
children?” is an important pedagogical issue. He opines that recognition of mother
tongue and home-school culture is an important aspect in acquisition of literacy in a
second language. When we turn to the Nepalese case, there is lack of research on
relation between language and cognition of the children. In other way, some studies,
show that teaching of primary school students having other than Nepali as the mother
tongue is one of the major problems and causes for their low participation, low
retention and low achievement (CERID, 1997; MOE, 1997).

Linguistic Human Rights

It is difficult to identify universally accepted meaning and definition of linguistic
human rights. For example, linguistic human rights for linguistic minority group may
differ from the meaning for linguistic majority group. It is necessary to search the
meaning of linguistic human rights, which are equally applicable to both majority
and minority groups. When we think of linguistic human rights, they generally link
with the rights to the linguistic minority groups. Let me start with the Skutnabb-
Kangas’ (2000) definition of linguistic human rights. She differentiates necessary
and enrichment-oriented linguistic human rights. Right to identify with; maintain and
develop one’s mother tongue (s); access to an official language; maintain relationship
between the other tongue(s) and dominant language and access to language related
formal primary education are necessary individual linguistic human rights. Rights for
minorities and indigenous people to survive as a distinct groups with their own
languages and culture are the necessary collective linguistic human rights. The right
to learn foreign languages in school is enrichment-oriented linguistic human rights.
Basically, necessary linguistic human rights are related to the basic needs and
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prerequisite for survival. Enrichment oriented rights are for good life and above the
basic needs.

On the one hand, linguistic majorities have been enjoying linguistic human rights.
They are getting their education through their mother tongues, and in most cases
their language is an official language. In the same way, they have also identified with
their mother tongues and this identification is accepted by every one including school
and other authorities. On the other hand, the situations generally reverse in case of
linguistic minorities. In these situations, linguistic majority communities are
normally not aware of linguistic human rights.

Educational language has an instrumental as well as ideological role (Skutnabb-
Kangas, 2000). As an instrument, language is a medium and as an ideological
message, it is cultural content. In this respect, mother tongue has an instrumental as
well as cultural significance. But to ensure equal participation on social and political
lives, minority people have to leam dominant language and culture. In this regard,
Skutnabb-Kangas’ proposal for individual linguistic human rights in education is
more comprehensive. Her proposal is that the linguistic human rights should
guarantee the relation to the mother tongue, official language and drawing profit
from education.

There are several declarations including different UN declarations in relation to
various types of human rights. There is not any UN declaration that directly deals
with the linguistic human rights. In the UN declarations, there are different types of
non-discrimination prescription oriented declarations, in which none of them has
adequate provision to support for the minority languages. For example, the following
UN declarations, in which language related rights, have been mentioned as a non-
discrimination prescription. Article 2 of the Universal Declaration of Human rights

declares:
Everyone is entitled to all the rights and freedoms set forth in this
Declaration, without distinction of any kind such as race, colour, sex,
language, religion, political or other opinion, national or social origin,
property, birth or other status.

It does not state linguistic rights but it stands with implicit non-discrimination
prescription. In article 26, right to the education has been mentioned, but it is silent
on educational language. In article 2.2 of the International Covenant on Economic,
Social and Cultural Rights, language has been mentioned with race, colour, sex,
religion, etc. as an implicit non-discrimination prescription. But in the education-
related article 13, the language rights have not been mentioned. There are not any
educational clauses in International Covenant on Civil and Political Rights. The
article 27 has spelt out the rights of linguistic minority as non-discrimination
purpose. The UN Convention on the Right of the Child states some of the non-
discrimination and tolerance prescription on culture, language and identity, for
example, articles 8,28,29,30. But there is not any explicit statement.
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While analyzing above-mentioned UN declarations, the articles related to language
are presented with the general implicit non-discrimination prescription. There is
absence of explicit statements on linguistic rights. However, these declarations
provide some basis for the states. In this regard, Skutnabb-Kangas’ conclusions cover
the positions of above-mentioned UN declarations. She maintains “the education
clauses are no stronger than covert assimilation-oriented toleration of minority
mother tongues”(Skutnabb-Kangas, 2000, 1994).

The UN Declaration on the Rights of Persons Belonging to National or Ethnic,
Religious and Linguistic Minorities has declared some of the minority rights
including linguistic rights. For example, the articles 1,2 and 4.4 express linguistic
minority rights only with implicit non-discrimination prescription. But the article 4.3
has spelt out some of the linguistic rights for minorities. It mentions, “States should
take appropriate measures so that, wherever possible, persons belonging to minorities
have adequate opportunities to learn their mother tongue or to have instruction in
their mother tongue.”

This article represents, to some extent, basic linguistic human rights. However, it
covers only elementary levels but does not cover all of the necessary linguistic
human rights. So, it does not indicate the enrichment-oriented linguistic human
rights. At the same time, it raises different questions, which need to be clarified while
developing state policy .on this matter. Some of such questions are, ‘What are the
appropriate measures?’ ‘Does it make any sense with the conditions wherever
possible?” ‘What do we mean by adequate opportunities?” ‘Does it not create
confusions with mother tongue medium instructions and teaching mother tongue as a
subject?’

On the one hand, UN declarations seem to be non-promotional, and on the other
hand, it is only a recommendation, in which states do not need to comply with. The
UN Draft Universal Declaration on Indigenous Rights is- a step forward proposal for
linguistic human rights in comparison with the UN declarations. It states in relation
to the right of indigenous people as, indigenous people have,

e The right to develop and promote their own languages, including an own literacy language, and to
use them for administrative, juridical, cultural and other purposes.

e The right to all forms of education, including in particular the right of children to have access to
education in their own languages, and to establish, structure, conduct and control their own
educational systems and institutions.

This draft represents the overt maintenance-oriented promotion of minority mother
tongues.

There are a number of commissions, associations, human right groups who are
interested in human rights. Some of them have declared their agenda with opposing
human rights vio lations as well as linguistic violations in different parts of the world.
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But it is difficult to ensure every one’s linguistic rights without a consolidated
universal declaration of linguistic linman rights. At the same time, it is important to
formulate language policy with consideration of linguistic human rights in relation to
their own social and linguistic specialties of individual state.

The Nepalese Case

I have already mentioned that Nepal has implemented one language instruction
policy and a foreign language as a compulsory subject from grade four. There is also
an increasing tendency, especially in private schools, of using English language as
the medium of instructions. There is also a provision for teaching mother tongue as
an optional subject right from grade one with the management of school/community.
In December 2001- the Curriculum Council of Nepal (the apex body to decide school
level curriculum) has decided to teach English as a compulsory subject from grade
one, but it has not been implemented yet. In these situations, general review of major
policy document and sources or bases of policy will be presented with the
comparison of the present practice. At the same time, language policy and practices
will be analyzed with respect to linguistic human rights perspectives.

In the early 40’s, teaching primary grades were in Vernacular and the trend was
continued up to 1971. The National Education System Plan (1971-76) replaced it
with teaching through Nepali language policy and teaching English as a subject from
grade four onward (but the provision is teaching one of the five UN languages)
(Koirala, et al, 1992). After 1990, politicians and various ethnic groups raised the
issues of language. Even the different human rights groups raised the issues of
language with human rights perspectives. At the same time, discussions on language
related pedagogical issues were conducted. The Constitution of Nepal (1990) has
made a provision for teaching through mother tongue but it is not mentioned as the
job of the state/government. It is included as the fundamental rights of the
community in which they have the rights to open and manage education through their
mother tongue. In the article (18) of the Constitution these rights have been included.
As the cultural and educational rights it states:

Each community residing within the kingdom of Nepal shall have right to
preserve and promote its language, script and culture. Each community
shall have the right to operate schools up to the primary level in its own
mother tongue for imparting education to its children.

These provisions of Constitution have ensured that there are not any legal barriers
for the community to preserve their language and culture as well as imparting
primary education through their mother tongues. Though it is not obligatory for the
state. The article (6) declares that Nepali is the language of the nation and the
official language, whereas all languages spoken as the mother tongue are taken as
the national languages. In spite of the concept of national languages their status and
recognition have not been mentioned in the Constitution. However, in the article 25
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(2) of the section, the directive principles of the state include the social objectives of
the state. The objective is to eliminate all types of economic and social inequalities
and to establish harmony with castes, tribes, religions, languages, races and
communities. Similarly, article 26 (2) has mentioned the state policy for maintaining
the cultural diversity and strengthening national unity “by promoting healthy and
cordial social relations amongst the various religions, castes, tribes, communities
and linguistic groups, and by helping the promotion of their languages, literatures,
scripts, arts and culture.”

These Constitutional provisions on directive principles and policies of the state are
not obligatory to the state but it is the priority for state policies. This implies that the
state needs to intervene to maintain cultural and linguistic diversity. So we have to
overview government’s language policies and practices to identify Nepalese situation
in terms of the promotion of different languages and linguistic diversity. That is to
say, Nepalese constitution has given a room for linguistic human rights and
promotion of different languages (mother tongue) but the sufficiency and
appropriateness have to be identified through the analysis of policies and practices on
languages.

However, the Nepali language, which has been declared as the medium of instruction
in the existing education code-1971 (revised) and education regulation-1996
(revised), contradicts with the constitutional spirit on language issues. In the same
way, the curricular provision of teaching mother tongue only as an optional subject
in primary grades does not ensure the right to get primary education in mother
tongue. If we analyze the language policies and practices of Nepal in terms of
linguistic human right perspectives, we find that it does not fulfil the necessary
conditions of linguistic human rights. For instance, present policies and practices
force to use Nepali as the medium of instructions. Despite the policy support, another
noticeable practice is an increasing tendency of using English as the medium of
instructions in schools, especially in private schools.

The Ninth Five-year planing document (1998) states that initial work for providing
primary education in different national language will be done. But the implementing
strategy for this policy has not been developed, even though this is the last year of
the plan.

A study report on bilingual education prepared by CHIRAG has recommended for
the provision of using local languages to teach courses other than language. There is
a reservation in this report to implement this provision. The reservation is that it
should be applied in the situations of total domination of a language. (CHIRAG,
2001) But this reservation raises some questions. For example, ‘Which language can
be used in the mixed language situation?’ ‘Does it ensure the rights of the each
minority language group?’ This reservation does not match with another conclusion
made by this report. The conclusion is “learning academic language is much easier in
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the familiar language. It is much difficult to learn the other courses through that new
language”(CHIRAG, 2001). However, this study of CHIRAG has contributed
through analysis of classroom practices and learning difficulties of non-Nepali
mother tongue students. Furthermore, it suggests different pedagogical measures
including teacher preparation and to overcome the leaming difficulties arise from
language factor. On the other hand, when we discuss the linguistic human rights of
the non -Nepali mother tongue students and their identity with language, such
pedagogical answers with language switching (shifting) model of bilingual education
seem to be insufficient for the children whose mother tongues are other than Nepali.

Despite these constitutional provisions and planning documents, there are lack of
supporting policies and Programs for teaching through mother tongue. Furthermore,
the classroom practices have not been changed and the contradictions with policy
sources, policy documents and practices have resulted that there is no change in
practice. Therefore, the medium of instruction is still a major cause of low
participation/ enrollment, low retaintion and low achievements of the students for
non-Nepali mother tongue students (CHIRAG, 2001; Ministry of education, 1997:
CERID, 1997; EDSC, 1997). In such situations, language policies and practices need
to be revised through relevant studies. Furthermore, appropriate bilingual education
has to plan on the basis of needs. It is necessary to reflect children’s cognitive
development, individual linguistic human rights and cultural/linguistic diversity on
the language policies and practices of the state.

Conclusions

Issue related to the medium of instructions is not a single dimensional. The
appropriateness of medium of instructions has a great role for children’s cognitive
development, linguistic human rights and identity formation. There are strong
supports for the policy of teaching through mother tongue especially in early grades.
The present practices of various states are not seen so encouraging for different
linguistic minority groups. The Nepalese policies and practices in this regard compel
to use single language, Nepali, as the medium of instructions.

Nepalese language policy is trapped with different notions. On the one hand, notion
of national unity through linguistic uniformity, one language policy of Panchayat
regime, assimilating tendency with Nepali language and domination of Nepali
mother tongue community in different aspects of political as well as social lives have
influenced the language policy of Nepal. On the other hand, it is influenced by the
rise of multiplicity along with the multiparty system, linguistic human rights
movements and educational and theoretical movements for better construction of
knowledge and cognition and identity ¢onsciousness of different language groups.

Nepalese language policies and practices seem to be weak in terms of individual
linguistic human rights. The language policies and practices for Nepal may not be
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carried directly with any theoretical model though it is a good base for the starting of
discussions. Therefore, the policy has to be developed according to the needs of the
community considering theoretical model as the base of identifying the needs.

Finally, to fecilitate children’s cognitive development, and to ensure linguistic
human rights, mother tongue plays crucial role. While formulating and practicing the
language policy, we have to think a bilingual education model for the purposes of
identification, function and competency. However, realising the diversified
situations of Nepalese society, a single model of bilingual education may not work
efficiently. For this, different strategies and Programs have to be developed through
relevant studies.
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Teacher Education: Some Issues and Challenges

Sunita Malakar

Introduction

In Nepal quality education has become a popular slogan in the context of school
education from the last few decades. It is widely known that one of the main aspects
of quality education is teacher education. But despite the efforts made by the
Ministry of Education and Sports to increase the percentage of trained teachers in the
school system, the number of trained teachers has remained relatively low. The latest
statistics (1999) indicate that there are 44.5%, 32.6% and 50.6 % trained teachers in
primary, lower-secondary and secondary level of school education respectively. In
spite of the priority placed by the government in the training of primary teachers, the
percentage of trained teachers has not increased so far. Moreover, the quantity of
trained teachers produced by the various teacher education system has not been able
to cope with the recruitment of the untrained teachers in the system as well.

Historical Perspectives

Since the dawn of democracy in 1951, the teacher education system was initiated in
the country. In 1949, the first teacher education institution was established. However,
it was discontinued within a short period (in 1953). The College of Education, as the
first degree granting college was established in 1956 upon the recommendation made.
by the Nepal National Education Planning Commission (NNEPC, 1954).

National Education System Plan (NESP.1971-76) has very much emphasized the
importance of the teacher education and has made compulsory for the recruitment
and promotion of the teachers. It became a popular program because it was made not
only mandatory but also consolidated the teacher education system in the country.
Furthermore, it took all possible measures to make school teaching an attractive
profession. It went to the extent of building a career ladder as a built-in component of
training (pre-service and in-service). Unfortunately, the mid-term evaluation report
of NESP made the teacher education system more complicated and an academic
disaster by proposing the policy of providing minimum training to many instead of
full training to the few.

In the mean time, College of Education was renamed as Institute of Education. now
called Faculty of Education and was upgraded to umbrella institute in order to co-
ordinate all the training institutions. Various types of teacher education programs
were conducted for primary, lower-secondary and secondary teachers by the Institute
of Education during the period of 70s and 80s. Furthermore, primary teachers were
grouped into two types — SLC passed and SLC not passed and the teacher education

" Deputy Director, DEC.
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program was made "A" level and "B" level respectively. Numerous structures of 'B'
level training was conducted. Some of the examples were campus-based B-level
training program, Remote Area Teacher Training, Equal Access of Girls to
Education, Distance Leaming Program, On-the-Spot Primary Teacher Training
Program, Radio Education Teacher Training Program etc. According to the
recommendations of the Royal Commission on Higher Education 1983, the degree-
oriented programs are conducted by the Faculty of Education. TU and short duration
in-service training programs were the responsibility of the institutions of the Ministry
of Education and Sports.

Present Status

Teacher education is categorized into two program: non-credit program and degree-
oriented program. With realization of a central level teacher education centre,
National Centre for Educational Development (NCED) was established in 1992, as
an educational manpower-training wing of the Ministry. Under this centre nine
Primary Teacher Training Centres were established throughout the country to
provide in-service training to primary level teachers. However, NCED provides
various types of short-terin training to educational personnel as well. Similarly,
Secondary Education Development Centre (SEDEC) was created in 1997 to carryout
responsibilities of non-credit teacher education for lower-secondary and secondary
level teachers.

The Faculties of Education of four various universities (Tribhuvan University,
Kathmandu University, Mahendra Sanskrit University and Purvanchal University)
are providing teacher education programs of different levels (B.Ed., M.Ed., Ph.D
etc.) Moreover, the Higher Secondary Education Board is conducting proficiency
certificate level (I.LEd.) through its 10+2 schools. All these institutions are
functioning in order to fulfil the immediate need of both supplying the trained
teachers and clearing the backlog of untrained teachers who-are already in the
teaching job.

The National Centre for Educational Development is made an apex body of non-
credit teacher education including certification and recurrent training for primary
level teachers. The total in-service training program is divided into four packages.
NCED has developed curricula having each of 2.5 months (330 hours) as the
mandate is given. According to the policy, first and fourth packages are considered
to be face-to-face mode. These two packages are conducted through nine PTTCs
under the direct supervision of NCED. Second and third packages are conducted
through resource centres in distance mode under the guidance of the Distance
Education Centre (DEC) which was established in 1994 (previously Radio Education
Teacher Training Project).
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Distance Education Centre conducts its teacher education program through radio
broadcast, printed materials (self-instructional and radio lesson summary) and
contact sessions in concerned resource centres of the districts.

The current structure of teacher education curriculum developed by the NCED for
primary level teachers are as follows:

First 2.5 Month (1** Package) Second 2.5 Month (2" Package)
Education Foundations [ 45 Education Foundations I1 45
Nepali Teaching 90 English Teaching 90
Mathematics Teaching 90 Environmental Science 90
Social Studies Teaching 60 Physical Education 30
Practice Teaching 35 Creative and Expressive Arts 30
Examination 10 Practice Teaching 35
Total 330 Hours Examination 10
Total: 330 Hours
Third 2.5 Month (3" Package) Fourth 2.5 Month (4" Package)
Primary Education and Child Development, Curriculum and
Community Development 90 Leaming Theory 90
Nepali Teaching 35 English Teaching 35
Mathematics Teaching 35 Environmental Science =
Social Studies Teaching 35 Physical Education 17.5
Practice Teaching 35 Creative and Expressive Arts 17.5
Practice Teaching 35
Examination 10  Examination 10
(Electives-choose one) (Electives-choose one)
Classroom Organization 90 Evaluation Techniques 90
or or
Non-Formal Education 90 Teaching / Leaming Materials 90
or or
Home Science 90 Physical Education 90
Total: 330 Hours Total: 330 Hours

Evaluation in both modes (face-to-face and distance mode) have same procedure i.e.,
40% internal evaluation and 60% external evaluation (paper-pencil test). Pass mark
is determined to be 50% in internal and 40% in external for each subject
independently.

Teacher education for lower-secondary and secondary level teachers was one of the
main component of the Secondary Education Development Centre (SEDEC). It
conducts the teacher education program through 25 Secondary Education
Development Units (SEDUs). In the beginning it conducted 10 months (2 months
residential and 3 months internship in participant teachers' school in each time i.e.,
2 + 3 and 2 + 3) in three subjects such as English, mathematics and science.
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But in 1996 this program was discontinued on the recommendation of loan revision
mission because of high unit cost and only 15,000 teachers could be trained during
the project period (METCON, 2001). After discontinuation of 10 months teacher
education program. SEDEC developed 2.5-month basic teacher education for lower-
secondary and secondary teachers in 6 core subjects. Two and half month program is
divided into one month residential and one and half month school-based practice
teaching.

Issues and Challenges

The teacher education system in Nepal is guided by the need of clearing the backlog
of the untrained teachers. Moreover, the unchecked entry of untrained teachers in the
teaching force is creating another problem. In fact, the essence of teacher education
program is "quality" and in its absence, teacher education becomes not only a
financial waste but also a source of overall deterioration in education system. Due to
the expansion of schools and increment of number of students year by year on one
side the question of coverage of teacher remains as a striking issue but on the other
side the challenge lies in making the teacher education more responsive, effective
and efficient in so far as its quality is concerned. Hence, the concerned personnel
have to think how to bring quantitative expansion and qualitative growth of total
teacher education system side by side.

Some of the major issues and challenges in the current scenario of the teacher
education are as follows:

a. The primary level teacher education program has been made as 10 months.
The piecemeal approach of teacher education i.e. one package at a time, is
taking a lot of time. Upto now only 46 percent of the primary teachers on the
job have 1" package (face-to-face) training out of 4 packages. With the
current capacity of NCED (to train 4,725 teachers per year through 9 PTTCs,
it will take 12 years to provide training on first package only without
recruiting the new untrained teachers and not violating the rules and
regulations once set for teacher education. In fact, the issue is the lack of
consistent adherence to the policy. However, recently a new curriculum for
primary teacher education has developed in three phases namely-first, face-
to-face, second, distance mode and third, internship which can be considered
as an innovative step. In other words they are designed as Basic Training
(330 hours), Content and Professional studies (660 hours) and Practical
Applications (330 hours). The new curriculum has been developed on the
basis of the teachers' competency-needs.

b. Distance Education Centre conducts second and third packages in distance
mode and has a capacity of 10,000-teacher education per package per year.
But it has to wait for conducting continuous training because of
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comparatively low capacity of NCED teacher training program. That is the
second and third packages completers have to wait for fourth package (face-
to-face conducted by NCED). Furthermore, there is a lack of provisions to
ensure that all teachers get all the four packages in a planned period of time in
the current teacher education program. At the same time, there is no
continuity of the training provisions of a same teacher for all four packages
because different teachers are selected at different times. Due to this situation
from 1993 to June, 2001 only 3,763 teachers have completed 10 months (four
packages) teacher education program.

The present teacher education program is focused on in-service teachers only
(NCED-face-to-face and DEC-distance mode). There is still no provision of
pre-service teacher education made mandatory. Absence of institutions to
provide pre-service training is a major policy issue for the government. About
twenty private PTTCs have no capacity to enroll the desired number of new
teachers for pre-service training. Actually the enrollees in these institutions
are not having the quality training as well. This is recreating the problems of
having untrained teachers in the teacher education system. Moreover, it is a
challenge in providing trained and qualified teachers in the teaching force as
per the need of the schools. However, recently a 10 months pre-service
primary teacher education curriculum has been developed by NCED.

Teacher education needs to be regarded as a continuous process.
Technological advancement, innovative techniques and know-how have
made teaching a challenging job. But in our context, most of the teachers are
still in the same traditional way of teaching i.e. "chalk and talk” and not of
using even the basic educational technology in actual classroom.

The methods of teaching followed in the schools are different from those
advocated and actually implemented in teacher education. They just observed
the formality of finishing the prescribed number of lessons with little caring
for the soundness of pedagogy involved in the process. In many cases,
lectures are dull, monotonous and uninspiring, Due to which leamers do not
take interest in learning. As a consequence of this the quality of teaching /
learning is very low.

The quality of teacher education depends upon the updated curricula, activity
oriented pedagogy, supportive classroom, conducive school environment and
time-to-time refresher training to the teachers. Furthermore, monitoring,
supervision and evaluation of the teacher education play a significant role in
improving teachers' professional quality. But the present context of teacher
education program is guided by the ¢oncern of expanding quantitatively only
and has not thought of aforementioned qualitative aspects due to which the

Distance Education



teacher education program is not directly applicable to the classroom
situation.

g Lack of motivation, lack of feeling responsibility and attractive incentives
have a long-term effect on the professional competence of the trained
teachers. Study reports showed that most of the trained teachers are found not
practicing the knowledge and skills they have learned in training to the actual
classroom. This, however, has failed to bring the expected performance of the
students.

h. Different institutions have developed different teacher education programs
based on their own perceived needs. However, there is no clear institutional
linkages and co-ordination among them yet. For example, besides NCED,
DEC and SEDEC, DOE, BPEP resource centres (1331 in number) provide 10
days recurrent teacher training as well as technical and professional support
to the cluster schools. Moreover, about 20 private institutions (under NCED),
higher secondary schools (under HSEB), Faculty of Education, T.U. and
Kathmandu University are offering various types of programs such as pre-
service, in-service and degree-oriented teacher education.

i The improvement of teacher education lies on the provision of amount spent
on it. If one looks at the financial support for teacher education the amount is
relatively less (below 2%) in Nepal than the total budget practiced (less than
6%) in other countries. Hence, it is difficult to have effective and efficient
teacher education. BPEP I has made provision of 4.38% for teacher education
(including certification 1.1% and recurrent 3.28%). However, BPEPII (1999-
2004) has managed 20.83 % (i.e., 5.44% for certification and 15.39 % for
recurrent training) out of total basket funding. Similarly, SEDEC had spent
28.6% amount on teacher education (14.6% for certification and 14% for
various recurrent training).

j. In inhancing professional skills of primary teachers and effective teaching/
learning in the classroom the teacher educators or the trainers need to be
qualified and experienced especially in the primary education. They should
have refresher training time to time so that they can develop better and
practical curriculum and provide effective wraining. On the contrary, the
institutions like NCED (including PTTCs), DEC, FOE and even the private
PTTCs do not seem to have such trained specialists in primary education. At
this status, one cannot expect a sound curriculum and provision of quality
teacher education.

k. The concept of resource centres (RCs) in bringing about improvement in the
quality of teaching of the teachers through regular supervision and teacher
education was in practice from a long time in Nepal. But up to the present
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time it could not play any significant role in performing effective classroom
instruction. In addition the RCs are not developed as resourceful as should be.

Thought for Future

Teacher education is one of the most important sub-systems of the overall education
system. It plays a significant role in developing sound and quality education in the
country. On the contrary, it is not happening in the teacher education programs in our
context. The issues and challenges mentioned above indicate that there is a need of
improvement and reorient of the present teacher education system in the various
areas such as access, quality, concerned institutional capacity. Moreover, teacher
management, including teacher recruitment, student-oriented classroom teaching,
practical teacher education curriculum and delivery etc. need to be improved. This
can be done through:

a.

190

Teacher education should be made mandatory for teaching at the school level.
The modalities and strategies of teacher education need to be shifted more
towards open learning and distance mode (Radio, Television and other
appropriate and viable media) and other alternative approaches. Untrained
teachers should not be given opportunity to join the teaching profession
anymore.

Pre-service teacher education should be given to new teaching force and
should be made as an entry requirement of school teaching. For this pre-
service program need to be institutionalized and should be made available on
a continuous basis focusing on child psychology, sociology and pedagogical
understanding of how children learn in different subjects.

There should be a provision of a need-based recurrent waining program each
year and refresher inputs at an interval of every five years of their initial
training for those teachers who are already serving the schools as the Human
Resource Development Plan insisted. More meaningful, interesting, teachers'
need-based and practical aspects of school-based activities should be included
in these inputs. Furthermore, all the teacher education institutions should
have developed adequate and appropriate teacher educators in the concerned
areas. Otherwise, it is better to stop the teacher education of the present type
without improving the capacity to provide quality training.

A monitoring and follow-up mechanism should be established on a regular
basis within the framework of NCED activities to ensure the quality control
of the teacher education system. Based on this, feedback should be given
from time-to-time to the teacher educators and teachers' training institutions.
If necessary, teacher education curriculum and packages should be revisited
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accordingly. The process of teacher education program should emphasize on
providing adequate skills with innovative practices.

e. The highly theory-oriented teacher education concept should be replaced by
need-based and competency-based, activity-oriented teacher education. The
delivery of teacher education should be based on more use of appropriate
educational technology and knowledge for better planning, better
organization, increased meaningful communication and proper evaluation of
students as well as teachers.

i The teacher education institutions should be made resourceful in terms of
physical, technical and personnel involved in this respect. Institutional
linkage and networking should be formed by co-ordinating through an
authorized national body for teacher education.

g. The quality of instruction in primary schools depends upon the academic
qualifications of the teachers as well. Several studies have revealed that the
present academic level of SLC holders is inadequate to teach at primary
schools. Hence, the concerned agencies need to reconsider the academic
qualification for a primary teacher so that they will be able to handle the
present curriculum and textbooks effectively and efficiently.

h. Though the resource centre concept is very useful, it has not provided support
services as expected. It is due to several factors. Some of them are lack of
educational supplies, training materials, audio-visual equipment, technical
competence, capacity and commitment for developmental work of the
resource persons etc. In order to make RCs more functional there should be
the concept of Lead Resource Centres (LRCs) need to be identified from
among 1331 RCs of BPEP system as suggested by Secondary Education
Development Plan.

| Recently a provision of teaching license system is going to be introduced for
the teaching force. It is mentioned that there will be competition test among
teachers with teaching license in selection and appointment of new teachers
through School Management Committee and only trained teachers are
elligible to sit in licencing test. In the mean time, the serving teachers will be
provided a temporary teaching license for the time being and within five
years they have to receive a permanent one otherwise they have to quit the
teaching job (HLWCE, 2001). It is a positive aspect of the government policy
for quality education if it is operationalized properly and boldly.

" There should be an impact study of the teacher education program on the
quality of instruction in order to build an improved teacher education
program. Furthermore, conducting action research by training institutions
need to be encouraged.
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Special Scheme Envisioned

MOES has been running various types of training through its institutions. Thinking
the current reality as well as the needs, a long-term (15 years), a medium term
(10 years) and short term (5 years) vision is developed. There are some special
schemes proposed by MOES for those teachers who are already in the teaching cadre
for a long time but still untrained. They are,

a.
15+ years of RC-based flexible training scheme using self- Competency-based Certification
R/ 1 leaming materials and/or short-term courses Examination
years of age
through P/TTCs, DEC and RCs

10 Years of 3 Packages Competency Recommended  RC-based Tcac_hcrrl
teaching of RC-based ;St;(a:::nation flexible training scheme g;:ﬁf;::g:
experience module using self- leaming
training (150 materials and/ or short-term
hrs) courses through PTTCs,
s DEC, and RCs
C.
5 Years of 3 Packages of DEC - based Competency Recommended  RC-based
teaching RC-based training based flexible training scheme
experience module package Examination using self - {caming
training (150 materials and/ or short-term
hrs) courses through PTTCs,
Teacher
Certification
Examination

Though the above models of teacher education seem reasonably good, however, the
concerned agencies need to be prepared for this change. The curriculum and training
materials should be developed accordingly. Moreover, there should be co-ordination
among all the teacher education institutions in implementing the prescribed
curriculum of model-based teacher education.



Conclusions

Despite the various efforts made upto the present time, more than SO percent of the
primary teachers are still untrained. If the existing teacher education system is going
to be continued, it needs to be reorganized, restructured and revised in order to bring
school-based quality education. As per the seventh amendment of the Education Act
1971, the MOES has to train about 40,000 untrained primary school teachers within
five years, At present there is no section in the MOES to plan for proper teacher
education. The NCED is not only adequately staffed but also it has no professionally
qualified teacher educators. If the MOES has to create a sustainable system of
teacher education program, it should build professional as well as instructional
capacity in the central and regional training centres. Moreover, MOES should
develop NCED as a central body of teacher education and all other training
institutions should keep under the umbrella of the NCED i.e. under the guidance of
NCED. Then only the teacher education system of the country will sustain.
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Information Technology Education in Nepal

Hari Khadka®

Background

Nepal is one of the world's poorest, most backward and least developed landlocked
country sandwiched between two gigantic neighbors, China in the north and India in
the east, west and south. The total population of the country is about 23.1 million
according to the population census of 2001.0ut of this population about 85% people
live in rural areas and the population growth rate is 2.27. But the development
activities are far behind to meet the needs of this rapidly growing population. Also,
more than 40% of the total population is living below the poverty line and only the
57% peoples are just literate. Among these literates also, a very low portion of the
population has attained higher degrees and only a few percentage is highly qualified
and skilled. But almost all the qualified and skilled peoples are concentrated in the
urban cities, especially in the Kathmandu valley, the capital of Nepal. Therefore, the
rural peoples are still compelled to live their life in their own traditional ways and in
misery and isolation, far away from the modern and comfortable life style. In fact
they are down trodden, marginalized and do not have any access to modern facilities.
They are very much ignorant of technological advancements in the world.

Nepal is well known for its natural beauties and also it is rich in natural resources.
But due to dependence on traditional means, lack of skilled human resources,
capable and strong leadership, prevailing corruption has compelled the country to
remain as it was, backward and poor. Failure to accelerate along with the world’s
technological advancements, Nepal is unable to utilize its human and natural
resources properly, which otherwise could have lead us towards development and
self-dependence like Singapore, Taiwan, Korea etc.

Many years have passed since the landing of a spaceship on the surface of the moon.
Many countries have been industrialized, many countries which were behind us
made progress and have become self-dependent but the condition of Nepal &
Nepalese is gradually deteriorating. Those countries which made progress and
became able to uplift their living standards is due to their commitment and proper
utilization of technological inventions and advancements at proper time and place
with honesty. Technology has become the basic building block of every nation and is
a heart of every activity at present. None of the countries will be able to build the
infrastructure for development and bring her people into main stream of national
development without utilizing the technology. It is also impossible to uplift the living
standard, become self-dependent and attain progress and prosperity. It has also
emerged as the largest source of income generating activities. But Nepal has been

" Electronic Engineer, DEC
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unable to tap the technological advances and also missed the agricultural and
industrial revolutions in the past. Both of these revolutions lead few countries into
success, prosperity and all round development of their nations.

The 21* century is known as the age of "Information Technology (IT")" and the
world is being driven by IT revolution. Invention of computer lead to the rapid
development and prosperity of IT. It is another gigantic step towards the prosperity
of mankind. Though much other technological advances were making the world
narrow, the IT has crossed the geographical boarders and barriers and converting the
world into a single society in the form of cyber village. IT is a very rapidly growing
field, which provides many opportunities for employment, income generation, open
learning, advertisement, business, commerce etc. It is also equally important to
increase the knowledge, competitiveness and efficiency. Millions of professionals
and workers are engaged in this field. Many countries have made it one of the main
source of their national GDP. Our neighbor China has made a big progress in
hardware sector while the another neighbor India has made the similar progress in
the software sector. But Nepal, sandwiched between these neighbors though not left
far behind is still lagging and struggling to realize the power of IT in the real world,
otherwise which is especially suitable for all round development of landlocked
country like Nepal. Therefore it is the right time for Nepal to accelerate the
development of IT and if the country misses the IT revolution as it was with
agricultural and industrial revolutions, the country will be left stranded with a huge
unrecoverable gap between it and rest of the world.

IT in Education: Creating New Horizon and Opportunities in
Teaching and Learning

The world is drawn into the drawing room with the invention of Internet, and hence a
person with a good skill can surf around the world easily sitting in his room, in front
of a computer. Internet is a big sea of information where every information about
every aspect and every part of the world can be found. It has possibilities for use in
almost endless range of locations and purposes. Education sector is also not an
exception of these enormous opportunities provided by IT. Access to information is
as central as education to building human capabilities and it also gives content to
knowledge. IT has changed the ways of thinking, behaving, learning and teaching.
The world is being driven by information and information has become the power.

Since the information and creativity gives competitive edge, students and teachers
should be critical thinkers and users of information to succeed in their life. Along
with the advancements in IT, the objectives of learning has changed significantly
from the acquisition of routine facts in a classroom ‘setting to the acquisition of
information through drill and practice (Shakya, 2001). Information is no longer

" IT is a term used to define the combination of computer technologies with the telecommunication
technologies.
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subject to the libraries of an institution. Information can come from anywhere, at any
time and any place.

World Wide Web (WWW) has provided the opportunity of information sharing and
gathering, sharing opportunities and experiences, critical thinking, problem solving,
complex reasoning, collaboration and communication. It has changed the way of
delivering the curriculum. The traditional ways of classroom teaching using
blackboard and chalk has been significantly changed into the smart classroom which
is equipped with inodern multimedia facilities. Education sector is therefore, is not
isolated from the developments in IT sector which has deeply influenced the
education, changed the teaching and learmning environment, the objectives and the
strategies instead of the mere acquisition of the routine facts in a typical classroom
setting. IT has provided an easy, time saving, and personalized way for study,
opportunity to enhance skill, broaden the knowledge, participate in discussions and
seminars etc. It has changed the leamning paradigm from passive or role learning to
self directed leaming. The www and the development in the multimedia have made

‘the knowledge dissemination instantaneous and available to masses. Students can

gather information in an easy way, select and structure the concepts themselves using
different IT tools. Similarly, they can select the modes and paces of leamning
according to their personal choices using various tools e.g. drill and practice,
multimedia presentation, self-test modules etc. It helps in getting prompt response
from the teacher, instructor or the friends using e-mail and also helps in building a
strong intellectual bond between teachers and students. Students can become more
active, can raise personalized questions which can't be asked in a face-to-face mode.
Repeated teaching of subject matter according to the students demand can best be
served by computer. Therefore, one of the best use of computer and the web is as a
learning device.

Distance learning is the another sector emerged, widely spread and influenced the
educational institutions and students along with the IT and specially the www. It
provides the opportunity of leamming any where, any time. Its popularity is
categorized by its flexibility in time, modes and comfortability. The regular
classroom activities can be found in the net. Students can become a part of global
classroom without being physically present, attend lectures, seminars, conferences,
discussions in real time happening anywhere in the world (Shakya, 2001). This type
of distance learning also provides poor nations access to higher quality education and
training in advanced countries and can be one of the means of cost-effective
solutions for bridging the digital gap. This mode of teaching/learning could also be
much better means for Nepal where places are inaccessible due to geographical
barriers. The www is the source of knowledge not only for students and teachers but
has become the marvelous gift for engineers, doctors, researches, scientist and every
other person including common man.
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Education On IT: Developing Human Resources to
Accelerate Development and Prosperity

We are living in the age when technology is the dominant discourse of the society.
The technological strength and technological know-how determine the wealth of a
nation. The economic progress is now fully driven by the knowledge and the
industry-based economy has been transformed into the knowledge-based economy.
The countries with a strong telecommunication infrastructure, skilled human
resources in IT and access to the information and hence knowledge are supposed to
be progressing more rapidly than the others. Hence, IT has been embraced with
highest priority by most of the nations for their all round development. On the one
hand, it has emerged as the largest source of national GDP and on the other hand, it
provides better health services or education to poor and rural people, to increase
agricultural productivity etc. IT is equally important for better quality of life (e.g. E-
governance, e-commerce, open leamning, data conversion, tele-medicine etc.). It is
also emerging as a powerful tool in transforming social, cultural, economic and
political life of every society worldwide. It is a pervasive input to almost all human
activities and it is breaking the barriers to human development by breaking the
barriers to knowledge, participation and economic opportunity (UNDP,2001). |

IT is deeply influencing the every corner of life, society and the nation. There is a
high demand for IT professionals and workers and is increasing rapidly. The demand
is too high compared to the supply in developed nations also. Therefore, to fulfill this
shortage the demand is tuming towards the third world, where the labor is cheaper
and unemployed. The IT professionals and workers are getting more lucrative,
prestigious, high salary jobs and less chance of unemployment. Therefore, the young
students are mych attracted towards the IT education and the pressure on IT related
educational institutes is increasing in developing countries also, as it has been the
case with developed nations. Nepal is also not isolated to this uprising scenario. The
IT sector is considered as one of the key and most potential economic sector for
Nepal. The IT institutions and industries are growing unprecedentedly in Nepal also
and are providing the services like software development, medical transcription, call
centres, GIS, digitization of maps, data entry etc. within the country and outside. IT
is evolving as the biggest and fastest growing industry. The product of IT industry is
800 billion US dollar worldwide and is increasing at a rate of 15 percent per year. It
is estimated that the product of IT industry will be 5,000,000 million US dollar by
2008. The government of Nepal has also approved the IT policy 2057(2000) with the
national vision of exporting the IT related hardware and software of around 10,000
million rupees (Nepalese currency) within the five years and placing Nepal on the
global IT map. Similarly, according to the worldwide report on IT published by the
World Bank, Nepal office in 1998, it is indicated that within the 15 to 20 years Nepal
can export IT services of 1,000 million US dollar and that will increase by 30 percent
per year. These figures show that there are possibilities of unprecedented increase in
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investment in IT related industries and institutions all over the world including
Nepal. Moreover, to fullfil these targets there will be a high demand of skilled IT
human resources within the country and abroad. Therefore, if we are able to place
Nepal on global IT map then it could be naturally more significant than its global
physical status. Moreover, it can prove an effective mean in eradicating the poverty
and uplifting the living standard of peoples along with the prosperity. But the
problem is the extraordinary rapidity of change that technology encapsulates.
Therefore to-diffuse and handle the rapidly changing technology and to integrate new
technologies into the existing systems and network, skilled, trained and qualified
human resources are needed. The success or failure of individuals and nations
depends on the hands of skilled and qualified human resources. Hence, keeping in
mind the opportunities brought by IT and to explore the maximum benefit from the
bright future of IT, we must accelerate providing education on IT, producing highly
qualified and skilled human resources, from top level to operator level while
reducing the digital divide.

Historical Background of IT Education in Nepal:
Started with IBM 1401, the 2"® Generation Computer

The history of computer in Nepal is not very old. Though the fixed time span can not
be given for different stages of computer development, depending on the activities
that took place at different periods the development process of computer in Nepal,
can be divided into three stages. Introduction of computer for the first time in 1970 is
the milestone and also a first step taken towards the development of computer in
Nepal, nearly after three decades of invention of computer. In the month of Shrawan
2028(1970), IBM 1401, the 2™ generation computer system was brought into use for
population census purposes for the first time. This computer was hired on monthly
rent, which was later bought by National Computer Centre (NCC) in three hundred
thousand rupees on 1* December 1978. In 1974 National Computer Centre was
established to develop computer expertise among civil service workers, to widen the
use of computer in different fields and also to handle national and governmental IT
issues. In the same year, a "Computer Seminar" was organized for the first time to
high light the computer activities. In 2034 BS(1979), NCC conducted training in
"Autocoder Computer Programming” in cooperation with IBM World Trade.
Similarly, the NCC organized a workshop of computer users for the first time in
2035 BS(1979/80) and in the same year it provided a three week training on
advanced computer programming (Fortran 4). In 1970 Central Bureau of Statistics
(CBS) trained 15 persons for data processing purposes of population census of 1971
and it was the 1st training as well as 1% step towards the computer literacy and
education. In this way the initial phase of computer development in Nepal was very
slow and sluggish based on the o generation computer while the rest of the world.
had already entered the 4™ generation by the end of 1970s.. During 1970s, the
computer was mainly used for data processing purposes only. The NCC was the only
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national focal point of computer. It was busy in creating the computer awareness
among the govemment and private organizations.

For the 1981 census, some staff of NCC were trained in UK. In 1982, NCC
established a training division for the first time. The activities during 80s are vital for
all round development of computer in Nepal. The latest computers were brought into
use .The demand for the computer hardware and software was increasing at a rapid
pace in the government as well as the private organizations. The government passed
some crucial laws like Industry Enterprises Act and the Foreign Investment Act,
which opened the way for foreign investor's to invest in Nepal. In the same year the
foreign company MIPS Pvt. Ltd. started retail operation in Nepal as the dealership of
Apple company and similarly an American investor established a Nepal based
company "DSI" which started one year computer training course to develop in house
skilled human resources. This period is remarkable for the modern development of
computer that provided the entry point into modern computer world. Therefore, these
activities during the 80s can be categorized as the 2" phase of computer
development in Nepal.

The 1990s and onwards can be seen as the golden days of Nepal's computer world
during which the computer industry started blooming up rapidly. The formal
computer education at school and college level was started from 1990 and 1994
respectively, the computer association of Nepal (CAN), the professional body of
computer expert's was established in 1992 which is playing active and leading role to
establish computer infrastructure in Nepal. The intermet wave arrived in Nepal &
some ISP providers started their services, Ministry of Science & Technology (MOST)
has been established in 1998 which is trying to bring IT into national mainstream of
activities. During this period the Nepalese computer world has seen a quantum leap.

Present Scenario: High Demand of IT Education but
Shortage of Top Level Professionals

Nepal has a very short experience in computer education. It has still not crossed its
infancy period in this sector. In 1990 only the formal computer education was started
when the introductory computer curriculum was introduced in grade 9 & 10 as an
optional paper in school level. But due to the lack of infrastructure and skilled
technical human resources a very few schools only are conducting this course. Now,
though there are more than 37,000 schools, only students from 272 schools have
appeared in SLC with computer as one paper, till last year - 266 students from 22
govemment secondary schools and 4,148 students from 150 private schools. But
most of these schools are from within the Kathmandu valley. Similarly around 400
junior private schools are conducting informal computer classes.

The Ministry of Education & Sports(MOES) introduced the computer course in
higher secondary level (10+2) in 1999. But still only 47 institutes affiliated to higher
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secondary education board are conducting the computer science course. Like at
higher secondary and secondary schools level, the country has a very late start of
computer education at university level. It was 1994, when Kathmandu University
started bachelor of engineering in computer. Tribhuvan University started the
engineering (B.E.) course in 1998 and B.Sc. in 1999. After the establishment of
Purbanchal and Pokhara universities many institutions started conducting the
computer courses in affiliation with them. TU has started the ME course in
"Information and Communication” from December 2001, is planning to start M.Sc.
from next year and is in a stage of introducing the computer course in M.Ed also.
Some private colleges are conducting the M.Sc., MCA and MIT courses. At present,
there are all together 21 colleges and institutes which are offering computer
education with different names like BE, BSC, BCA, BIT, BIM, BCIS, BITM etc.
There is a high pressure on IT related institutions and the attraction of the young
generation towards IT is increasing rapidly. Though, more than 100 thousand
students try to seek admission in IT related courses each year, but in Nepal, very few
students, only around 1200 get admission in different colleges affiliated to foreign
universities and four universities in Nepal. But the govemment has yet not been able
to introduce the computer course in other faculty like humanities and social sciences.

Like formal education, the demand for informal education is also increasing. CTEVT
conducts computer courses and at present there are 165 institutes under the CTEVT
umbrella and only seven are conducting 3 years diploma courses. After the
completion of the course, students are supposed to be able to work as skilled middle
level manpower. The Ministry of Science and Technology is also conducting the
skilled and semi-skilled level computer training with an objective of producing
50,000 middle level professionals and operators in total within two years. Similarly
there are around 1000 private computer training institutes all over the country which
are conducting short-term and long-term non-formal skill oriented computer training
programs. Few of these institutes are renowned, provide very good theoretical as
well as practical knowledge and quality training and they also have aftiliation with
reputed institutes and colleges abroad like India, Singapore, UK etc. Though the
quantity of institutes is growing rapidly, but due to the lack of an apex body for
coordination and control, the quality of most of the institutes and colleges is left
unchecked and hence these are turning to be profit oriented instead of providing
quality service. If the quality of these institutes is checked and regulated properly,
these training institutes and schools can certainly be able to provide a strong base for
entry level expertise in IT.

Though many institutes are imparting skill oriented training and universities are
producing more than 1000 graduates every year, the shortage of top level IT
professionals is still being felt. There are very few peoples with Master degree and
almost negligible with doctorate in IT sector, which is one of the serious problem for
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the country like Nepal where the IT sector could be a potential source of economy &
could be a major contributor in poverty alleviation.

Digital Divide: A Serious Social Crisis Created by
Information Inequality

We are living in the age of knowledge and information. It has opened the doors of
opportunities for every person and nations including the poor and underprivileged to
live a more comfortable and prosperous life. On the one hand the world is looking
forward and the peoples have high hopes that new technology will lead to healthier
lives, greater social freedom, increased knowledge and more productive livelihoods
{HDR]. It is hoped that the IT will soon bring the transparency of government,
universal access to information, the formation of new international communities,
health and life enhancing information to ordinary people, technical know how to
farmers, prosperity of democracy, globalization of market etc. On the other hand
there is danger that the gap between rich and poor could widen alarmingly. The
present widening economic gap between developed and developing nations is due to
technology gap and similarly one of such gaps the world is facing today along with
the development of IT is information inequality, which is changing into deep social
crisis. This inequality has created a new problem called "digital divide". It can be
defined in many ways like the divide between north and south, haves and have nots
educated and uneducated, rich and poor, rural and urban peoples or linguistic or
cultural divide etc. Digital divide is a term which can be used to differentiate
between haves and have nots in terms of their result oriented access to modern IT
facilities specially the internet and hence the www with interactive participation. It is
not an artificial and intellectual concept, but has become a prominent problem and
subject of discussion worldwide as the world economy is being driven by knowledge
based industries and every day life has become intertwined with it. But, the poor,
backward, illiterate, rural people and hence, the have nots have no access to modern
facilities and technologies. Hence, such backwardness is generating and widening the
digital divides in the society and is appearing as a serious threat in creating a stable
and equitable society.

For the country like Nepal, where still nearly 50 percent people are illiterate and
government is struggling to make people literate, the technological gap is much more
serious. It is much difficult to spread the technological advances to grass root level
and make accessible not only to common man but also to students, teachers and
others. Though the government has already approved the IT policy 2000 defining IT
sector as the priority area and few professionals are competitive and able to reduce
the technological discrepancies between Nepal and rest of the world, the technology
gap within the country between haves and have nots, educated and uneducated, rural
and urban and among the educated once itself is alarming. Though the government
has made the internet connection free to public schools and the Department of
Education has started distributing computers to public schools, not all the schools,
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teachers and students have opportunity to access to such current technology and
internet connectivity due to lack f telecommunication infrastructure, equipments
and skilled human resources. In Nepal almost all the technological infrastructures
and advances, training institutes, schools and colleges incorporating computer course
in their regular classes are concentrated in the urban and sub urban areas. But the
rural students, teachers and other peoples are marginalized and are deprived of
access to computer, Internet and www. Therefore, there is a maximum possibility of
danger that the gap between the urban and rural people could widen seriously.
Moreover, it is not possible to provide computer literacy to all and within a short
period of time to fill the digital gap due to the impediments imposed mainly by our
poor economic condition, lack of technological infrastructures, literacy, English
language proficiency and access to computer. Therefore, to reduce the digital gap in
the near future, we should at least be able to make computers accessible to all the
schools, make computer education a part of our education system and create more
training opportunities at non-formal level also.

Recommendations and Conclusions
Recommendations

1. Department of Education (DOE) has started distributing computers to public
schools. It has distributed 64 sets of computer to 25 SEDU schools, 2 sets at
schools of hill region and 3 sets to the Terai region and also provided one
month training to 48 teachers. But 2 or 3 sets of computers are not sufficient
to conduct practical classes for all the students within the class hour. The one
month training of teachers is also not sufficient to teach at grade 9 & 10 and
tackle the technical problems that arise during teaching. Such condition will
help non. Instead, computers could be misused eg. Playing games and typing
letters. Hence, a sufficient number of computers necessary to conduct
practical class should be provided to each school and at least two months full
time training should be provided to teachers both in the hardware and
software sectors.

2. Distributing computers to 30/40 schools in a year will take many years to
equip all the schools with computer facilities. Hence, the number of schools
should be increased to as maximum as possible.

3. Instead of training other subject teachers to teach computer, separate
computer teachers should be employed to make him/ her more responsible
and committed.

4. More than 30% schools in Nepal have no electricity. Hence an alternative
provision of electricity should be made available to these schools.
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5. Every machine needs regular maintenance. The job doesn't end with
equipping the schools with computer hence, a provision for maintenance
budget should be made.

6. Computer science should be introduced as a compulsory subject at school
level.

Basic computer course should be introduced in colleges in non-IT disciplines
also as a compulsory paper.

8. Information technology is changing rapidly. Hence, instead of stagnating the
curriculum for a long time, a timely change should be made in it.

9. The universities and private sectors in IT must be assisted and facilitated .
10.  The IT training institutes should be encouraged and assisted.

11.  An Apex body should be set up to coordinate and control the quality of
private training institutes.

12.  Conducive environment should be created to encourage the professionals to
collaborate with Nepalese entrepreneurs and demoralize brain drainage etc.

Conclusions

Although more and more peoples from all walks of life are getting attracted to IT,
there are still many people studying at different level, holding different degrees and
positions like doctor, engineers, teachers, professors, lawyers, managers etc., who
lack even the operational skill itself and struggling to know all about www. This
indicates the weaknesses within us and our education system in realizing the
importance of subject and adapting it at the earliest, the weaknesses in imparting the
knowledge and enhancing the skills, our dependency on traditional means of
teaching/leaming. Though we are late to some extent, it is not too late to analyze our
strengths and weaknesses, and realize the opportunities brought by IT to explore the
new horizons and perspectives. We have opportunity to learn from industrialized
nations in developing the potential of our people by fostering the creative spirit of
adventure. Only planning and policy formulation is not sufficient. Along with policy,
we need proper tools to materialize the strategies. Though there are many
impediments, a strong determination, commitment of concerned authorities and a
concerted effort can streamline the IT education with our education system and make
the technology accessible to all to develop human resources in order to take the lead
in the age of knowledge and information while reducing the information poverty.
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Teacher's Professionalism and Ten Month Training

Babukaji Karki

Introduction

It is assumed that education is the supreme necessity of human life (NEC, 1992). Itis
a process of human enlightenment and empowerment for the achievement of better
and higher quality of life. A sound and effective system of education results in the
unfoldment of teachers’ potentialities, enlargement of their competencies and
transformation of their interests, attitudes and values (Khosla, 1998). Education has a
special function of strengthening social and educational integrity and mutual
harmony in the development of human resources and upholding moral values.
Similarly, it helps to make a person mentally alert, socially sound, politically
conscious, emotionally stable, physically strong and economically manageable. In
this context, an efficient education system is very essential. The teaching leaming
activity plays crucial role for the success of any education system.

In other words, teachers are special kinds of tools. They not only speak, but also
think and they can serve as a bridging devices, links between the learning potential of
the curriculum (Hamilton, 1996). Similarly, a well-equipped professional teacher can
endeavor to solve major educational problem efficiently. S/He also can provide
educational leadership in society. The pedagogical skill, accountability, academic
knowledge, etc. are necessary for such special kinds of tools. Professional
development of teachers is a very important aspect of teaching. The need for the
professional development of teachers is obviously a matter of high priority in any
concern of educational development.

In Nepal, a majority of teachers need enhancing knowledge and understanding about

the importance of teacher professionalism. At present 46% of the male teachers and
32% female teachers are trained (MOE, 1997 p. 1). A teacher must be a pedagogical
leader and skilled planner, which can be developed through training. Nevertheless,
the above figure indicates that majority of teachers in Nepal need to improve
pedagogical knowledge and skills. Owing to the lack of training most of them are
using traditional teaching-learning methods. In order to address this situation, the
government has made serious efforts for the improvement of the primary education
by investing more than 50% of its total education budget. It has been launching
different programs to improve the quality of teaching,

For example, Basic and Primary Education Project (BPEP) has also initiated teacher-
training programs to address the issues. One of the aims of training is to develop

* School Supervisor, DEO, Kavre
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pedagogical skills in teachers. Thus, the overall objective is to enhance teacher
professionalism. According to Education Act and Regulations, primary teacher
training was decided to be of ten-month duration (1320 hrs) with four packages, each
consisting of 330 hours (2.5month) duration (MOE 1998). The first module is to be
provided to all the untrained teachers within the first three years of BPEP II phase.
The second and third packages are made available through distance mode. At present
the numbers of teachers trained under different modules are 14,771 in the first, 6,963
in the second, 1,773 in the third and 3,763 in the fourth packages respectively

(NCED, June, 2001).

Teacher professionalism covers a broad area. It refers to quality that includes
knowledge of the subject matter, pedagogical skills, and socio-cultural relationship
within the school and society.

To have a better clarity of the concept, it would be better to examine the meaning of
the related concepts 1i.e. profession, professional, professionalism and
professionalization separately.

Profession

It refers to an occupation which requires a long training, involves theory as a
background to practice, has its own code of behavior and has high degree of
autonomy (Dean, 199,p: 5). There may be different levels of a profession needed to
conduct an organisation smoothly. Special knowledge and skill in related field is
necessary to get a profession. These criteria will be determined according to the
objectives of the organization.

Professional

A person who possesses ability to fulfil his job efficiently is known as a professional.
He has substantial background of knowledge and skill acquired during initial tr:ining
and thereafter. A teacher can also be known as a professional " he shows high
capability or skills to teach his pupils and can promote his capability for further
development.

A teacher has to be a life long learner. As Dean (1991) suggested that professional
development is a career of long process starting with initial training and continuing
until retirement. On the other hand, a teacher should have skills of team work with
colleagues, individual counseling for pupils, and contact with parents and local
community, professional commitment, knowledge in action and good knowledge on
surroundings society.

Brue Joyce suggests that a comprehensive program of professional development
should fulfil three functions (Dean, 1991, p: 7).

1, Provide adequate system of in-service training for all teachers.
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= Provide support for schools that will enable them to fulfil their programs.
3, Create a context in which teachers are enabled to develop their potentials.

Many primary teachers show most of the professional characteristics in their teaching
activities. However, majority of teachers are not able to show these characters
perfectly. The low qualifications, ineffective training curriculum and motivations
may be the hindering factors.

Professionalism

It is the characteristics or quality of the profession. Professionalism is the qualitative
excellence in professional practice (Socket 1993, p:8). Linda Darling Hammond
stated that, the basic problem in public education today is finding a way to meet the
diverse needs of students who come to school with varying capabilities, learming
styles, psychological pre-dispositions, family situation and belief about themselves
and about the school.

There are various characteristics of professional teacher. According to Sockett
(1993,p:3) they are as follows:

1, A good teacher is efficient, enthusiastic or passionate about the subject as
well as fair and concerned for individuals.

2 The continuous search for standards and for the best is the heart of
professionalism.

B, The expert professionalism lay in the ability to construct a learning

experience based on carefully chosen questions to take each child’s answers
seriously and make something of it, and to develop the children’s mind
through the use of reason rather than authority.

Professionalization

“The process where by an occupation (rather than individual) gains the status of a
profession, improving the practice is professionalization” (Socket:, 1993, p: 9)
Improving status, providing basic values, professional command, public support,
appropriate financial remuneration and the relation between status and practice more
clearly are the key things for professionalization of a profession.

Characteristics of the Professionalism

The present ten- month teacher training curriculum appears to have addressed the
enhancement of professionalism. The main themes of the curriculum are directed at
the professional development of teachers to equip them with necessary background
and subject matter including pedagogical skills. There might be various qualities of a
professional teacher. Some of them are more relevant while others are less. These
important qualities also differ according to the culture, society and situation.
However, an attempt is made in the following lines to assess this curriculum with

208 Distance Education



respect to the four criteria deemed essential for the development of professionalism
among teachers.

Character

Everybody has his own character, which differs from person to person. The character
of a teacher is an important component of his social and professional view of life.
The character of a teacher is also important for maintaining social norm and values in
a society. The individual character of each teacher is a critical component of
professionalism which includes different sorts of virtues such as patience, courage,
determination, respect for children, commitment, (Sockett, 1993, p: 7) enthusiasm,
creativity, inquiring mind etc. (Combs, 1965). We miss so much of teaching quality
when we ignore character. An ideal teacher has always a clear vision and purpose of
his life. As teachers, in the words of Block (1987, p: 123) “we all have strong values
about doing work that has meaning, being a real service to our customers, treating
other people well and maintaining some integrity in the way we work" (Guskey &
Huberman, 1995, p: 253).

Character is the mirror, which r¢. ects the various attributes and vision of a person. It
can be developed through education within the fertile educational environment. An
efficient, dedicated and well-trained professional teacher is committed to develop the
pupil’s character positively. Motivation, job satisfaction, effective code of conduct,
rules and regulations, social status and appropriate teacher training are the important
things for the development of teachers' characters.

The present ten-month teacher training curriculum consists of various subject
matters, which support to develop the professionalism through providing different
knowledge and skills. The first package includes meaning and importance of
education including different educational planning. (Lesson plan, unit plan etc). It
also describes preparation and application of instructional materials. The references
and supplementary materials provide extra knowledge and skills to teachers.

The present curriculum contains various elements and information to develop the
important qualities essential for teachers, however, what has been observed in recent
years is that the teaching competency of public school teachers is not satisfactory to
the desirable extent, although they are trained under the new curriculum. This has
also been reflected in the low leaming achievement levels among school children of
public schools as indicated by different studies on student learning achievement.
(New ERA, 1995 & EDSC, 1997)

Some studies also indicated that there was no significant difference between the
teaching of trained and untrained teachers. It seems that teachers’ behavior in the
classroom is not only affected by inadequate training but also by various other
external factors. Political interference in promotion, appointment, transfer, facilities
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and incentives are some of the other factors, which divert their accountability from
teaching to become follower of a political party or leader.

The characters of Nepalese teachers are also influenced by similar factors. Presently
minimum academic qualification for the primary teacher is (School Leaving
Certificate) SLC, still 3,634 teachers are under SLC, among them 37% (1,335) are
untrained (MOE, 1996). Many of the teachers are working on a temporary basis for a
long period. Teachers’ transfer, appointment, incentives, etc are generally affected by
politics. The majority of primary teachers are unaware about their job description,
codes of conduct, educational regulations and characteristics of teaching profession.
They use teaching profession as a runway for taking a flight to another profession.
The current situation might obviously have its implication for the development of
character as a major dimension of professionalism.

The effects of these hindering factors can however, be partially removed by
providing knowledge about the importance of teaching profession, teaching ethics,
different pedagogical skills, recent educational regulations, job description and skills
for the development of socio cultural relationship. Hamilton (1998) stated that a
teacher should have adequate understanding of the process of education and its
importance in teaching profession. If they have a sound understanding of the nature
and meaning of education then their self-esteem and self-determination can be
considerably enhanced.

The first package of ten month curriculum includes review of primary education
curriculum, definition and importance of education, knowledge of child development
identifying children individual differences, group discussion, problem solving,
different plans related to teaching, and socio cultural relation etc. These help to
enhance creativity, and teachers' performance, which are integral parts of
professionalism. The training curriculum has also been found successful in making
their students participate in the classroom instruction (Wagley, 1998). This is one of
the basic factors of good teaching.

Commitment to Change and Contiuuous Improvement

A teacher never reaches a plateau of achievement (Sockett 1993). Striving to change
seems inevitable for professional growth of a teacher. Children in classroom are
never replicas of those who have gone before (Sockett 1993, p:7). They are
individuals each with his own particular history, personality, perspective and
problems. Considering a teacher must be purposefully engaged in the renewal
process of their teaching strategies.

The commitment is also a character of the ideal teacher. Well-trained and effective
teachers are those who are both competent as well as committed professional
practitioners. The following commitment areas have been identified to perform an
integral and essential part of the curriculum for teacher education. Teacher should
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have commitment to the learner- i.e.(love for leamer, readiness to help learmer
concerned for all-round development), society- (awareness, community, society),
profession-{accountability, active excellencies — (whatever you do,
do it well) and basic human values -(impartiality, objectivity, intellectual honesty,
national loyalty, consistency etc.). Most of these attributes can be developed through
training.

Commitment to change is essential for continuous growth of teaching profession. A
teacher should always update his knowledge about teaching skills and subject
matters. Training can help to develop these skills. The ten-month training curriculum
includes the contents on the methods of teaching in each subject, child psychology,
nature of child, readiness to learn, creativity, the leaming theories, primary
education, community development etc. The teaching methods applied in training are
based on group discussion, question answer, problem solving and so on. They help to
promote the qualities desirable for a professional, like teachers. The supplementary
subject materials and references are also beneficial for the development of
intellectual and continuous improvement of teaching skills.

The curriculum is split into four Jifferent packages, not provided at a stretch. This
obviously affects the continuity of the training. There is no provision of feedback and
refresher training while trainees are back to their schools. The teaching profession is
affected by various factors in Nepal. The politics is one of them. It plays crucial role
for the development of teachers’ professionalism. The chairperson of this (DEC) is
the chairperson of the District Development Committee. The chairperson is elected
from political parties.' The chairperson of School Management Committee and
majority of the members are nominated by DEC. There is always a majority of
politically nominated members and thus most of the decision will be influenced by
the political ideology.

There are various organizations and associations of teachers aligned with political
parties. Rather than assisting in academic development, these organizations can
influence the teachers’ appointment, transfer, promotion and other facilities, based on
their political ideology. It has been observed that teachers are committed mostly to
influential political parties and politics rather than the educational activities needed
for their professional betterment.

Depth of Knowledge and Understanding

Sockett (1993, p: 7) stated that, "teacher has to have a mastery of what they teach,
without it teacher is something charlatan". More understanding on the nature of the
profession is essential to develop professionalism among the teachers, as knowledge
of the subject matters' important for teaching. The following attributes help in
continuous improvement of teaching qualities:
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Inquiry: It helps to develop efficiency and develop habit of self-renewal that
provides vitality in their daily practice. It includes internalizing norms, habits, and
techniques for continuous learning. It must be fueled by information, ideas,
dilemmas and others contentions in our environment (Fullan, 1995). Stacey (1992,
p:112) puts in this way “A successful innovative organization must have groups of
people who can perform complex learning spontaneously, because in open ended
situations no one can know what the group is trying to learn. The teaching process
must be started without a clear statement of what is to be leamt or how”(Guskey &
Huberman, 1995).

Scientific and systematic innovative work, proper use of instructional materials and
psychological teaching-learning activities helps to enhance the inquiry in a teacher.
The present training methods are based on student centred methods i.e. discussion,
question answer, problem solving, survey, etc. There is also a provision of
conducting a survey on child behavior in the curriculum. The curriculum also tries to
provide relevant knowledge through supplementary and reference materials.
However, the research studies indicate that about 38% trained teachers only were
using the instructional materials in classroom teaching. (Wagley, 1998, p.14)

Mastery: It is a creative work which is developed through action research, reflective
practice, continually clarifying what is important and continually learning how to see
current realities more clearly. Fullan (1995) suggested, that learning in this context
does not mean acquiring more information, but expanding the ability to produce
result, we truly want in life."Mastery involves strong initial teacher education and
continuous staff development throughout the carrier" (Guskey & Huberman 1995 p:
257).

Similarly, purpose of the curriculum is to provide teaching knowledge and skills
through different four training segments. It aims to develop reflective thinking,
creativity and inquisitiveness among teachers. There is a provision of practice
teaching in each package. Teacher can apply their acquired skills during practice
teaching. Almost all-important content areas necessary for effective teaching have
been included in the package. It helps to develop mastery on subject matter.
However, as the training does not require the conduction of all the training packages
at one stretch, it might not be appropriate for the acquisition of required mastery and
competency in teachers.

Collaboration: It is the crucial factor for the proper development of social behavior.
A person, who has a good knowledge about social science, ability to work in
organization and an open-mind, can work with collaborative way. Various alliances
between different organizations, schools and others promote collaboration with
respect to professionalism. The culture of the school and professional development is
interdependent. The collaborative skills can be developed through training. It is the
ability to work in-group for the development of professional skills. Hargreaves (1998
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p: 238) stated that, the activities necessary to develop the collaborative culture are
sharing, trust, support, joint work and continuous improvement. The teaching
methods generally used in training centres emphasis group discussion, interaction,
and internal evaluation for the conduct of daily training activities. The training
packages also emphasized child-centred teaching methods i.e. discussion, problem
solving and different co-curricular activities. Some skills and qualities can be
developed througl collaborative work.

Primary school teachers of Nepal are not accustomed to work in collaborative ways.
Although, it is very encouraging to note that 81% of the trained teachers are found
using group techniques in classroom teaching although only 19% trained teachers
shared experiences with their colleagues (Wagley, 1998, p: 15). In the absence of
collective effort, teaching cannot be improved. There are some contents expected
useful for the development of collaborative skills. They are the qualities of
leadership, community development and school community relationship. During the
training period, trainees work and practice their practical course in-group, which
could develop collaborative skills among the trainees.

Pedagogical Strength

A teacher should have good knowledge about “hows” of teaching, questioning, and
class control (Sockett, 1993). Most difficult thing to capture in the work of teacher is
to get into why they do and what they do, when they do it. Those teachers will
develop their pedagogical strength who have knowledge and skills to translate theory
into practice in teaching learning process.

A teacher should have a good knowledge about teaching methods. The ten-month
teacher training curriculum aims to impart various pedagogical skills among trainees.
Contents like preparation and use of instructional materials, lesson and unit planning
etc. are useful for developing appropriate teaching skills. The acquisition c¢f such
knowledge and skills are useful and necessary for strengthening pec..gogical skills.
As the duration of practice teaching extends for about a week in each model the
chances for the trainees to practice under the immediate supervision of instructors
can be adequately used for better practice. The curriculum explicitly specifies useful
content aimed at developing important understanding and skills, which have further
to be strengthened during supervised practice teaching sessions. However, the
available evidence shows that only 38% teachers really prepared annual plans and
40% teachers developed their lesson plans on their own (Wagley, 1998)

The majority of trained teachers were not having either the annual teaching plan or
the evaluation records of the students (Wagley, 1998). This also included lack in the
preparation and use of instructional materials, which is crucial for pedagogical
strength to be a professional teacher. Most of these discrepancies can be interpreted
in the light of the approach conducted during the implementation of training. More
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appropriate practical training methods were used less frequently during the training
as the available evidence also indicates that majority of the trainers was using
traditional methods of training (Wagley, 1998).

The gaps between the conduct of two packages are also responsible for the
discrepancy in the acquisition of useful knowledge and practical pedagogical skills.
The follow up and provision for refresher training can be considered as a desirable
solution to this problem. In general, the training provided by the NCED through its
primary teacher training centres has been effective. However, effectiveness can be

increased if regular monitoring and follow up of the training is undertaken (Wagley,
1998, p: 24).

Summary

Teaching is a complex job. A dedicated and qualified teacher should have developed
and maintained various qualities. There should be various qualities in a primary
teacher. In my perception, teacher characters, commitment to change and continuous
improvement, depth of knowledge, understanding and pedagogical strength are the
mcst crucial among others.

The present ten-month teacher training curriculum is trying to enhance these
professional qualities in a trained teacher. The curriculum is divided into four
segments including various relevant courses that support the professional
development in primary school teachers. However, the evidence shows that trained
teachers are unable to show the skills in practice according to the curricula intent.
Thus, there is room for corrections on courses and its distributed weightages for the
development of the teachers' competencies. Similarly, different research shows that
there are various hindering factors like poor management in training centres, lack of
motivations toward their job, inadequate knowledge of trainer in related field and
low learning achievement of trainees. It can be improved through refresher training
and continuous feedback after regular supervision.

References

CHIRAG (1995): - Teacher in A Status - Kathmandu, Author.

Combs, A. W. (1965): The Professional Education of Teachers: A - + View Of
[eacher Boston: Allyn and Bacon.

Dean, J. (1991): Professional in School. Philadelphia: Open University Press.
EDSC, (1997): National Achievement of Grade Il Students. Kathmandu, Author.

FOE (1998): Teacher Education for 21* Problems and Faculty Of
Education Kirtipur:

214 Distance Education



Guski & Huberman, M. (1995): Professional in Education: New &
Practices. Newyork: Teacher College Press.

Hamilton D. (1996): about Education. Philadelphia: Open University Press.

Hargreaves A.(1998): Teachers Teachers work and Culture in
the Postmodern London: Cassell.

Khosla D.N. (1998): Based and Commitment Oriented Teacher Education for

School Education, Delhi: National Council for Teacher Education.

Lieberman ‘A’ (ed.), School as_collaborative - Teacher Professionalism and
How? London: The Falmer press.

Louise M. H. & Caven S.M. (1989): on Teachers’ Professional
London: The Falmer Press.

Mananadhar T. B. (1993): Review of and and Current on
Teacher Kathmandu: Primary Education Development Project.

Ministry of Education (1996): Educational Statistics of Kathmandu, Author.

The Master Plan Team (1997): The Basic and Education Master Plan 1997-2002.
Kathmandu, HMG/MOE.

Ministry Of Education (1998): A Plan_of School Teacher in
Kathmandu, Author.

Ministry Of Education, (1999): Basic and Education BPEP  1997-2002.
Kathmandu, Author.

NCED, (1997): Teacher Curriculum. Kathmandu, NCED / MOE.

NEC (1992). * of the National Education Commission 1992: Kathmandu, National
Education Commission, MOE.

New Era, (1995): Achievement - of BPEP Schools. Kathmandu, Author.

PEDP (1993): A Review of and _and Current on - o
Teachers’ (Report no.1), Primary Education Development Project.

Sockett H. (1993): ' ... Moral Base for Professionalism. New York: Teacher College Press.

Wagley M. P. (1998): Effect of the in Classroom A
of the NCED Teacher Sanothimi, NCED.

Distance Education 215



Institutional Restructuring for Localization of
Curriculum Innovation in Nepal

Nakul Baniya
Localization of Curriculum

Localization of curriculum development is a new name for an old idea. The
philosophy behind this is that this type of curriculum brings leamners and teachers
together. Aristotle (as quoted by Hummel, 1997) explains that education should be
limited to what is appropriate for the pupil, taking account of his/her age character
and so on. Further, he argues the importance of education through reason, education
through habit and calls it an active leaming. It covers leaming of language, arts,
techniques, and moral attitudes. In addition, he says education through reason is
characterized by two models: epagoge or leaming by induction and learning by
demonstration. Indeed we learn only through induction or by demonstration.
Epagoge is the path that leads from experience to knowledge. The other one, that is
epagogic pedagogy, is a form of teaching that proceeds example to an understanding
cf cases as science and knowledge. The point of view, which is described above, is
generated or grounded on the basis of the situation and as we know that situation
originates from the society.  Society is based on locality. Thus, localization of
curriculum is in fact essential. But the question arises that can such type of
curriculum be seen in the practice or not?

There.is a lot of debate with centralized curriculum and localization of curriculum. It
is source of frustration at the local level that the curriculum is built in the centre and
people from the grassroots are considered as disadvantaged. Besides, people do not
believe on central curriculum as their own. Beeause, the need and aspiration of the
ground or situation is not usually reflected in the centralized curriculum. Walker
(1997) believes that in such a situation curriculum could be the instrument of
domination and killer of the freedom. Furthermore, curriculum is an integral part of
daily life of the local school pupil. So, local foundation is needed with the delegated
authority and resources for locally admirable curriculum. In this respect it is a social
creation and making a good curriculum is a public responsibility. The question arises
how the appropriate common curriculum could be developed? Which is more
important, the child or the curriculum? Here, Klpatrick views that curriculum is the
experience not the subject. This could be a personal, social, moral, and democratic
vehicle for learning. Again, how should we go about making a curriculum? There are
subject centred, society centred, and learner-centred curriculum. There are different
approaches in curriculum making like the Tyler’s rationale model, Schwab’s
practical and eclectic approach, and Freire’s emancipation approach etc. Freires
curricular ideas are not purely procedural and Tyler does not specify curriculum in
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advance. It means curriculum making is a public and political process. So, it is clear
that in the beginning of this sectiot, T refered Aristotle, Locke, Rousseau, Durkhuim,
and Dewey for philosophical understandings and Habermas, Bourdieu, and Freire for
sociological cultural understanding and Vygotsky for leaming and cognition,
Mikkelson and Bjerg, Klafki, Schulman, Piner, Tylor are refered for practical
theoretical reflection. According to the case, which is described earlier it demands,
the institutional restructuring. Therefore it will be a relevant to refer some aspects of
theoretical reflection.

Institutional Restructuring

As the situation changes, curriculum also changes according to the need and demand
of the pupils. People in the democratic countries entertain the decentralization. For
localization of curriculum innovation too, all the above aspects are needed. Most of
the problems in democracy are solved by dialogue, negotiation, political imagination,
public judgement, and reflection (Harber, 1995). Further, Barbara (1983) describes
both responsibility and accountability are needed in decision-making. For this
Habermas (1979) gave another word “commutative rationality”. Gadmer (1979)
explains this as dialogic character of understanding. Tyack (1995) describes that for
the restructuring of the curriculum, mutual accountability, participative democracy,
local governance, local partnership, local democratic system, vision of learning,
strategic planning and researching, and local institution capacity building are needed.
Additionally, education needs to be a local system of leamning. To be more effective
it should be managed locally as well as nationally and at the level of institution.
Thus, to establish the situation it needs, “wisdom of practice”(Ibid). Elmore (1990)
says, the main dimensions of restructuring are changes in the distribution of power
between schools and their clients, or in the governance structure. For this Callan
(1988) suggests freedom and autonomy. Murphy (1991) describes, excellence,
environment, knowledge, decéntralization, responsibility, and accountability are
needed for the development of school-based curriculum. As Dalin (1999) describes,
curriculum incorporates both content and process, and has six dimensions constantly
pursuing understanding, selecting knowledge content, educating for the future not
for the past, emphasizing images, life long orientation and technology. Furthermore,
he says there are four areas of curriculum framework like, nature, culture, others and
myself. As Tomlinson (1996) suggests, education is not a commodity to be bought,
sold or rationed in market transactions. It is a right and a precondition of freedom for
all citizens. It involves opening up to knowledge, understanding and abilities. For
this quality in education and °‘raised standards” are necessary. These things
dependent on the commitment from all those involved in achieving a common vision.

Above all, Elmore, (1990) says as long as the theme of school restructuring is fluid
and unspecified, it functions well as a rallying point for reformers. In these time-
frame of curricular restructuring quality is being emphasized from 1960s, excellence
is being emphasized from 1970s, decentralization has been emphasized from 1980s,
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and restructuring has been emphasized in 1990s. This restructured curriculum
emphasized quality assessment, standard, and tests. In the process of restructuring,
the curriculum- is developed from phase one to phase two. .In phase one
decentralization and competition are promoted. In phase two, quality and
accountability are guaranteed.

So, the main question is that whether such theoretical phenomena are practical in
Nepalese democratic setting or not? This aspect demands the practical explanation
for the qualitative inquiry. Therefore, I am going to analyze on localized curriculum
of different countries.

Localization of Curriculum in Different Countries

In the foregoing section, I have explained about the philosophical and ideological
root of curriculum, where I have refered to the different thinkers to shed the light on
curriculum from different perspectives. In all perspectives, the curriculum makers do
not neglect the democracy, choice and needs of the pupils. It means they visualize
the need of localized curriculum. Here, are some description of the examples of
localization of curriculum and institutional restructuring to manage it.

The traditional bureaucratic systems of education in many countries are characterized
by a degree of centralized control, a clearly defined hierarchy of authority, and an
extensive set of systemwise regulations designed to enforce compliance in
curriculum characterization. There have been a few evidences that the people at the
local level like parents, pupils, teachers, and school management are not paying
attention to apply the centralized bureaucratic curriculum. Nepal is not exception to
it. But in the countries like UK, USA, Sweden, The New Zealand, Australia,
Denmark, and Norway, the impulse towards democratization of curriculum is
intense. Here are some of the examples given:

The U.K.

The UK government moved from a decentralized into a highly centralized system of
curriculum decision-making. The other advantaged that the modem societies
particularly in Europe appeared to be moving in the reverse direction. There are
centralized and decentralized tendencies in social and economic transformation. This
has resulted in a very high degree of centralized control over the curriculum. As
Goodson (1994) describes, centralization of curriculum control is the response of a
nation that goes into a state of “moral panic” and economically as well as socially “at
risk”. The other reason is that the traditional grammar school is a subject of
nationhood, which surrounds the “national identity”. The contemporary curriculum
making policy is a subject of social and economic changes. The question can be
asked that why the central authorities are not giving the responsibilities to make
curriculum decisions to the school and their local communities.
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The situation has been worse by the introduction of centralized and bureaucratized
national curriculum in 1988. Obviocslv there is long continuum, possible level of
choice, and freedom for students in terms of curriculum. For example, in Summerhill
School UK, despite a national curriculum, school offers some optional subjects and
allows some self-directed course work. Paradoxically, however, complete freedom is
not necessarily democratic. Most societies are confronted with serious forms of
inequality and prejudice-in Britain racism is a major problem. Therefore, a
democratic school that doesn’t expose its pupils to anti-racist and anti-sexist
education is not democratic because racism and sexism are themselves anti-
democratic in that they do not regard people as being equal and having the same
rights simply because they are human. A democratic school therefore must be
involved in the promotion of equal opportunities at some points in the curriculum. In
this regard, there are three types of errors. One, the current error of most of the UK
schools is to select the authoritarian as the predominant approach. Second, the error
of radical thinkers is to make the autonomous or the only right way. The third error
from another radical tradition is to make the curriculum democratic, the exclusive
approach. The question arises, how appropriately curriculum can be built-in in such a
situation. The answer as Churchill says, “Democracy is the worst system of
organization-- except for all the others” .The above explanation demonstrates that
UK has the tradition of formal control (centralization) and curriculum aspects could
not be an exception. However, there is a delegation of authority too at the local level
for the preparation of optional curriculum.

The U.S.A.

In his major address, President Clinton proposed “human capital agenda” by
emphasizing the importance of human development for the future of the nation.
Under his policy statement there are five major national priority areas and among
them curriculum is the major one. Furthermore, he (1994) said, “the higher the
employee’s credentials, the higher her or his rate of productivity.” (Brown, et al,
1997). So, he thanked the state and local education authorities for their efforts in
localizing the curriculum. In the USA, curriculum is amended or developed in both
ways — "top-down" and "bottom-up." In fact, the process of making curriculum is
"loose-tight". This symbolizes the decentralization and centralization, prefers
"restructuring" and "choice", and contextualize the national issue in the life of the
classroom. Resisting consolidation needs autonomy and accountability, which
-promotes efficiency. Therefore, to develop a "collaborative approach" they
established a “collaborative body” of the Curriculum corporation especially after the
“sputnik shock”. Thus, in the USA, each state enjoys the freedom to experiment with
its own curriculum and within a state each school district can pursue its own program
and within a certain limits school and teacher are responsible to choose their own
syllabus. They can design their own courses without being told what to teach by an
official organization. (Brown et al, 1992).
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Denmark

The curriculum decision-making complexity is being easier in Denmark because it is
localized. It resolves the dilemma in favour of a radical reduction of centralized
alministrative regulation. It provides more decision making power to school
authorities who are supported to construct the curriculum by networking the local
agencies rather than planning in isolation. The Danish system, on the other hand, is
described as moving from high procedural but low output control, called * steering at
a distance”.

Papua New Guinea

An attempt was made to equip students with the skills and competencies, which
would be useful for village life. The same efforts are made to develop intellectual
skills in a range of practical subjects. These practical subjects are considered as
appropriate to the development needs and resources of the immediate community
(Currin, 1982 as quoted by Bacchus). Furthermore, the community helps the school
authority to build local curriculum in the following ways:

* For religious and moral education, various religious groups and local political
parties provide help.

= For health education, the district nurse, sanitary inspector, other local health
officials provide support.

* For agriculture education extension worker, progressive farmers render their
services.

= For arts, local music, dance, and wood carving, the local artists and craftsperson
provide help.

In such a way curriculum changes are successfully implemented. The medium of
instruction is the local language in which they are most familiar. Other important
thing is that they work together and share the potentials of each other, help each
other, and work together.

The Localized Curriculum through Self -learning Module

The language experience approach was tried out by Nepal National Depressed Social
Welfare Organization in Tharu community of Chitwan district. The impressive study
done by CERID over this language experience approach found that leamers are
making rapid progress in recognizing the letters. This approach of localized
curriculum has certain key potentials like: it is self-leaming modules concept and
practice, background information on the topic and activities, an integrated approach
to reading, writing, literacy and local knowledge.
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There has been observed high levels of contradiction between earlier case and this
case. Why is it so? Why is formal schooling so rigid and tight and tried to keep
knowledge in prison? What is the cause behind it? Whereas in the non-formal sector,
flexibility of autonomy has been sustained. Due to the flexibility, I guess learning is
being excellent and the LEA program is promoting innovation in the localization of
curriculum in this sector. Why does the government does not like to share this
experience in the formal school?

On the basis of this case, theoretical pre-understanding practices of different
countries, and localized curriculum practices through self-leaming modules, I went
to the field. I spent one week there and through observation, document review, and
interview, collected the data and information. Therefore, in the next section I am
going to make interpretation and analysis of the data derived from the field. While
doing this I will relate the theories, practices, and cases.

Analysis and Interpretation

On the basis of the previous theoretical understandings and examples of the practices
in formal and informal setting, I derived data from the field, generated themes,
analyzed and interpreted them. Besides, I tried to compare and contrast the data with
my theoretical and practical understandings.

Localized vs. Centralized Curriculum: School is a place where future generations
are produced to act locally, nationally and internationally. The localization is based
on conversation, negotiation, and all these things are after all democratic practices
(Walker, 1997). This is only possible if national and local curriculum integrate each
other. Respondents agreed that the localized curriculum preserves the learmning
interest of those children who are disadvantaged. These disadvantaged children were
the Tibetan refugees. When China took Tibet, the children came to Nepal for asylum
with their parents. According to the needs of those students, we prepared
curriculum, expecting that, through it, it is easy to give knowledg. about the cultures
and various aspects of Tibetan life in their own Tibetan language. Due the
endorsement of this curriculum, the number of the students dramatically increased.
They were usually observed as weak as compared to others, because, their parents
were uneducated. They often spoke Tibetan language in their home. Therefore, they
were weak in English and in Nepali. Due to this reality, the children did not catch
teachers' lecture in the class. So the government introduced Tibetan language
curriculum to restore learning ability. As (Tyack, 1995) said “a good school making
a good society”. This indicates that curriculum we use in the class depends upon the
success and failure of the pupils.

Decentralization / Centralization: Most of the interviewees agreed that there is
still centralization in Government bureaucracy. There is a long ladder for small
decision. Take an example of examination in Tibetan language. It did not happened
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on time. Tyack (1995), claims schools are places for all students to learn and deal
their own problems and find solutions of the problems, discovery, and enlighten.

There is decentralization in non-formal education. Chitwan’s case is an example.
Govermment needs like to share this experience in formal education. Progress, policy
talk, policy action, implementation, and socialization of the academic knowledge,
should come from these roots and ensure radical reform in the process of
implementing the curriculum.

Politicization: Localization of curriculum promotes the social efficiency and effects

to the market mechanism, too. So, usually school management tries to take the
school out of politics. However, politics comes automatically. But the respondents
said, “We just like to teach Tibetan language for educational improvement not for
politics™.

Autonomy vs. Control: Respondents said “on the one hand they (govermment
authority) give autonomy and on the other hand they withdraw it”. For example, they
gave permission to implement the Tibetan language curriculum. But they did not
allow writing exam in it. Here we see contradictions. Here the question arises how
we can make a school autonomous. May be the concept of autonomy is
misunderstood. The concept of “my language” makes individual active and
responsible to produce the climate for quality schooling and it develops the children.
(Dalin, 1998, Walker, 1989,Tyack, 1995).

Responsibility vs Accountability: Government bureaucracy has become so large
and complex. Therefore, they are not able to address the problems in this diffused
situation. In my opinion school should be responsible, too, while they are making
curriculum, the management has not organized any seminar involving local
community or parental discussion or meetings. [ can argue that in order to make local
curriculum it is necessary to involve local authority so that they feel responsibility
and accountability in this issue. School loose this opportunity knowingly or
unknowingly and hence would not get community support.

Structures: Due to hierarchical layers, there was confusion at the authority level too.
There was not a professional relationship. Even with me they were suspicious to tell
frankly. In other words as Weber (1989) believes there is a red taproom in the
bureaucracy.

School culture: According to my own observation the school is “culturally tight and
managerially loose”. It could create a bridge between home and school. Additionally,
the school has self-respecting culture, and eager for knowledge, and has tradition of
respecting older people to be honest, and to tell truth. But the school was not utilizing
its cultural asset.
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Restructuring: Concern about effectiveness and efficiency, faith in teachers’
dignity, culture of collaboration, practice of wisdom, institutional innovations, can
not be regulated by the top down regulations. Such of these needs bottom up effort.
In each effort, one has to be alert to rise academic achievement, reform by
restructuring the of mind of the people, work by doing the market survey, promote
by ensuring the teachers professionalization and empowerment, increased
involvement of the parents in their children’s education, create a new form of
accountability, bring basic changes in curriculum and instruction, and manage both
the restructuring and academic achievement.

Conclusions

Study has demonstrated that institutional restructuring is necessary for localization of
curriculum innovation, because, restructuring offers a way to relate education to the
ground of democratization for the quality and excellence. The organizational set-up
and pedagogical practices are rather primitive and thus needs to reform it as the
democratic norms, values and spirit demand. There is gap between policy and
practice. Thus it has observed the contradiction and conflict among the bureaucrats,
teachers and managers in the localization of curriculum issue. The bureaucrats need
to be reoriented and make them far sighted. They need not accept and reject the issue
without understanding it. In the grassroot level too, the culture seems almost same. It
is observed that there is a greater level of participation and innovation in non-formal
education where pedagogical practices identifies further needs.

The experience of other countries clarifies that this could not be the political agenda
for both parties. There are various paths to answer this issue. Among them
contextualization, integration, as well as collaboration are the main. The
examination is minor. You can take the exams in your own respective schools. The
main thing is learning outcome and its usefulness in the daily life. In the case of
language learning there are different types of academic options like submersion,
emersion and language transfer policy. Instead of that they had followed uni- layer
frame from both sides that block the door of the democratic principles and practices,
where problems and disputes can be settled through dialogue, debate, and
negotiations.

Therefore, the present authoritarian structure of the government and uni- layer nature
of the school management should be converted into democratic form. For that,
nstitutional reform and restructuring are necessary where autonomy, responsibility
and accountability are culturally set, where intellectual, emotional independence can
be practiced for quality and excellence, where government set the broad guidelines of
the curriculum in a very broadest form where, localization of curriculum is possible
through local community, pupils and parental choice, where integration between
theory and practice is possible.
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