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Abstract
There is a growing research interest in investigating the influence of the curriculum on
student learning in culturally diverse and developing country contexts. The relatively low
academic achievement of students in public secondary students has always been a major
concern of Nepalese school education. The mismatch between idealised and principled policy
and curriculum goals and attainment levels is marked and substantial. This study sought to
explore issues around the school curriculum and its relationship to teaching and learning in
three public secondary schools in Nepal with a focus upon learning outcomes and school
retention. The study also explored factors affecting curriculum development and
implementation. The structure around which this thesis has been prepared was guided by a
conceptual framework based upon three dimensions of the curriculum: the intended
curriculum, the implemented curriculum and the attained curriculum. The framework was
further underpinned by a Trialogue pedagogical model which sought to ensure triangular
interpretations and representations of students, teachers and the particular approach domain
adopted to enhance student learning. The study employed mixed methods to investigate the
influence of the school curriculum in reference to the suitability of curriculum and textbook
contents and their interconnections to academic achievement. There was a parallel
exploration as to how consistent and congruent the different dimensions of the curriculum are
in Nepal.

Qualitative data were obtained from key curriculum stakeholders through face-to-face
interviews and focus group discussions that incorporated their perceptions and lived
experiences in connection with curriculum development and implementation. One school
from three different districts of Nepal – Parbat, Myagdi and Chitwan - was purposively
chosen on the basis of representation of students from diverse cultural and ethnic/indigenous
communities. Separate focus group interviews were conducted with teachers and students in

each school. Subsequently, the school principals and the parents were interviewed along with
curriculum experts from the Curriculum Development Centre (CDC), Kathmandu. The study
used two separate survey instruments to gather quantitative data to explore the attitudes and
perceptions of students and teachers in relation to school pedagogy and curriculum. The
survey used a five point Likert scale.

The qualitative data were analysed thematically through coding. Cross-case analysis and
triangulation processes were adopted to enhance the credibility of the findings. The
quantitative data were subjected to descriptive statistical analyses based on the mean as a
measure of central tendency and standard deviation as a measure of variability. Frequency
distribution of the responses was used while analysing and discussing the results of the
surveys. Further, a two week long classroom observation was conducted to investigate the
impact of student generated representations as a pedagogical intervention. The study used a
concurrent mixed methods approach whilst collecting and analysing the data.

The key findings of this study suggest that although the objectives of the Nepalese secondary
school education seemed progressive and had good intentions in terms of acknowledging
cultural diversity and local contexts, at the level of execution, the curriculum and textbook
contents paid limited attention to multiculturalism and local contexts. The key stakeholders of
school education indicated that they had little or no involvement in the curriculum
development process.

The findings indicate that contemporary school praxis in Nepal is understood by the
participants of the study to be largely influenced by centralised convictions and assumptions
about the curriculum. The paradox is that despite the pluralistic and progressive words of the
Nepalese policy statement of educational aims, the lived experiences of the major recipients
of the curriculum – teachers and students - reflect a lack of capacity to shape learning

experiences to particular contexts. Six major themes emerged from the qualitative data that
appear to have some influence on student learning in secondary schools in Nepal: the effects
of a centralised curriculum and centralised education system; the effects of context and,
specifically within Nepal, social, economic and cultural diversity and multicultural ambitions;
political instability creating a lack of education policy continuity and follow through;
compromises around curriculum content and the interests of different stakeholders in
curriculum development; the obstacles provided by the existing assessment systems; and
teachers’ content and pedagogical knowledge and their capacity to implement and enact
curriculum intentions.

The findings of this study reveal that if the factors mentioned above affecting curriculum
development and implementation are properly recognised and reviewed by key stakeholders
in positions of authority, a more consistent congruence of intended, implemented and attained
curriculum could be attained in securing better learning and achievement outcomes.

Overall, however, the findings suggest that curriculum choices and textbook content selection
autonomy could usefully be delegated to the local level, aligning a greater element of
professional autonomy to teachers consistent with the recent political restructuring of Nepal
into seven different provinces to cater for the needs of diverse ethnic/indigenous cultures.
There was an agreed consensus that new and innovative approaches to learning and
assessment techniques are required in Nepal to enhance learning experiences and outcomes
for students. Similarly, educational institutions can stay away from political activities and
interferences that might have affected education in Nepal. This study suggests that some
governmental interventions could help promote equity in education providing additional
assistance to the children coming from poor and marginalised communities.

This study represents a distinctive contribution to the field of the school curriculum of Nepal.
The country is experiencing social, political and economic transition in adopting a more
federalised system of governance. Insights from the study could be of some significance
while developing school curricula that address the changing social and political context of
Nepal. The 2015 constitution has placed a greater emphasis on decentralisation of political
authority to provincial and local government bodies. Hence, the findings of this study have
the potential to contribute a better understanding in relation to the involvement of key
stakeholders in devising the school curriculum and textbook development process and
aligning them more appropriately and sensitively to local contexts.
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Chapter 1

Introduction

This study investigates the influence of the school curriculum on aspects of teaching
and learning in the public secondary schools in Nepal in relation to the broader aims of
Nepalese education policy. Specifically the study is interested in the relationship between
teaching inputs – as defined in curriculum documents – and the learning outcomes and
retention of students within the Nepalese school system. It also explores the impact of
representational curriculum implementation strategies on student learning, when student
generated representations are adopted as a school pedagogy. The mixed methods research
examined to what extent the curriculum can influence student learning and retention. The
qualitative and quantitative data contained in the thesis were derived from a wide range of
perspectives and attitudes of key stakeholders in relation to the school curriculum in Nepal.

This chapter provides an overview of the study which is divided into the following
subheadings.

1.1

Research context

1.2

An overview of research questions and methodology

1.3

Thesis structure

1.4

Significance of the study
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1.5

A brief academic and scholarly account of researcher

1.6

Definition of important terms

1.7

Chapter summary

1.1 Research context
Education plays a significant role in an individual’s growth and development. It can
both enhance a society and contribute to the prosperity of the nation (Fagarlind & Saha, 2016;
Wegmarshaus & Ryder, 2007). The importance of education is especially important in
underdeveloped and developing countries because unless people are educated, they cannot
contribute substantially to the overall development of the nation.

In recent years, Nepal has experienced a political, economic and social
transformation. The constitution of Nepal that was promulgated in 2015 reaffirmed education
as one of the basic human rights, ‘Every citizen shall have right to free and basic compulsory
education, and free education up to secondary level’ (Government of Nepal [GoN], 2015). In
opting for a new federal system of governance, Nepal is expected to experience major
political restructuring and reforms in almost every sector. As education has always been a
priority of governments in Nepal, there are various opportunities and challenges for the
education system to consider. A stronger recognition of cultural, ethnic, religious,
geographical and social diversity is amongst the pre-eminent opportunities and challenges in
achieving the sustainable development goals that can establish Nepal as a successful
democratic federal republic.

In line with the national goals of education, the general aims of secondary education
in Nepal are to: ‘produce healthy citizens who are: familiar with the national tradition,
culture, social environment, democratic values; able to use language effectively in daily life;
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aware of scientific issues; creative, co-operative, industrious; able to contribute to economic
development (United Nations Educational, Scientific and Cultural Organisation [UNESCO],
2008a).’ These are principled, big picture, but not notably distinctive ambitions. They do not
differ in substance from the kinds of aspirations articulated by a range of developing nations
around the world, prompted by international organisations such as the World Bank and the
OECD as well as the UNESCO. The interesting question is the extent to which there is a gap
between the principled policy rhetoric and Nepalese realities.

Despite being rich in culture, tradition and heritages, Nepal has found it hard to cope
with issues relating to poverty, illiteracy, unemployment and rurality. The education system
of Nepal has often been criticised for being traditional and based upon rote learning and
memorising that fails to provide opportunities for students to develop practical and applied
knowledge in active ways (Timsina, 2011). There are problems in reference to access and
equity. Although education is free, sending children to school means parents and villages
losing someone to work for them in the field and in household work that directly or indirectly
affects families’ financial situation. There are issues of unequal access to school education
across social, economic, gender, regional, ethnic and marginalised groups (Mathema, 2007).
The Dalits - one of the least privileged caste groups of Nepal - and Muslims have the lowest
rates for completing basic education (Bennett, 2006). Children who belong to marginalised
communities, and lower status ethnic and indigenous groups have significantly lower
academic achievement (Parajuli & Das, 2013).

Change is required in both curriculum development and delivery because of the
mismatch between practice and models of curriculum that are practised in the context of
Nepal (Bajracharya, 2016; Gupta, 2015). The success rate of curriculum attainment of public
schools that is reflected by the School Leaving Examination (now known as Secondary
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Education Exam [SEE]) of Nepal in 2014 was 28.19 % (Ministry of Education [MoE], 2015).
This clearly indicates the wider gap in reference to the intended, implemented and attained
curriculum. Partly to obscure the very disappointing results of the SLC, the government
introduced a grading system with a Grade Point Average (GPA) mechanism without making
any other changes in the assessment system. The introduction of a letter grading system may
serve to mask the poor quality of school education rather than addressing the issues.
Although students are not marked as ‘Failed’ under revised policy nomenclature, the quality
of education has declined as the number of high achievers has decreased. There is no sense of
competition among students and the majority of the students have achieved lower grades
(Rauniyar, 2017). For example, among 462,136 students who took the final examination at
secondary level in 2017, there were 445,000 E grades (Insufficient, below 0.8 GPA) across
52 subjects (MyRepublica, 2017). The mismatch between idealised and principled goals and
student attainment levels across Nepalese secondary education is substantial.

Nepal has long had a centralised mechanism that defines the curriculum and publishes
the textbooks to be used in its schools, although there are recent policy indications that
indicate a shift towards more autonomy for individual regions in relation to educational
policy (MoE, 2016). However, for several years, the same school curriculum and textbooks
have been used throughout the country. A few studies have been undertaken in relation to
Nepalese education that were primarily focused on issues of discrimination and equity
(Acharya, 2007; Asian Development Bank, 2010; Bhatta, 2008 & Mathema, 2007), poverty
(UNESCO, 2011c) and resources (Subedi, 2003). Very little has been studied and published
regarding the suitability of the curriculum and its interconnections to academic achievement
and about how consistent and congruent the different dimensions of the curriculum are in
Nepal.
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Although poverty and the poor financial circumstances of students are taken as the
main reason for their lower academic performance and greater propensity to drop out of
school, it is not merely an economic issue any more because school education is free and
children from minorities are provided with textbooks and some other financial assistance in
public schools in Nepal. There has been remarkable recent progress in Nepal in poverty
reduction, human development and economic growth. There are more opportunities to attend
school and increases in enrolment rates are highly encouraging (MoE, 2016; The World
Bank, 2017). However, ensuring effective implementation of the school curriculum and
retaining enrolled students until they complete their school education is still a challenge.
Hence, this study intended to examine the teaching and learning strategies adopted within
schools and the relevance of the curriculum in students’ day to day life. Similarly, it was also
important to know how students were able to participate in the teaching and learning
activities and how their representation was ensured irrespective of gender, ethnicity, and
religion. No formal study has previously been conducted in Nepal which explores the
influence of the curriculum on teaching and learning or the valuing of local knowledge and
cultural and ethnical diversity within the school curriculum. This project addresses this gap.

1.2 An overview of research questions and methodology
The research intended to explore the perceptions, attitudes and perspectives of key
curriculum stakeholders in relation to student learning and school retention. The study also
intended to examine the impact of representational curriculum implementation strategies on
student learning with respect to how students experience the implemented curriculum. The
study aimed to explore issues intricately connected with different dimensions of the
curriculum: the intended curriculum, the implemented curriculum and the attained curriculum
as aligned to the conceptual framework of the study.
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Principal research question: To what extent does the curriculum influence teaching and
learning in Nepal?

The following subsidiary questions were investigated to examine the principal
research question.

1. To what extent do key stakeholders perceive that the curriculum can improve
student learning and school retention?
2. What are the perceptions of students and teachers about teaching and learning
activities and the curriculum adopted in schools?
3. How do students experience the implemented curriculum?

In an attempt to answer the research questions, this study adopted a mixed methods
research design that provided both qualitative and quantitative data to be obtained from the
research participants allowing deeper understanding with reference to curriculum and its
influence on student learning. The study was conducted in Nepal. The research participants
were students studying in public secondary schools in Nepal - teachers, school principals,
parents and curriculum experts. Qualitative data were gathered from face-to-face interviews
and focus group discussions and quantitative data were obtained from survey instruments to
explore the perceptions and attitudes of students and teachers about school pedagogy and the
curriculum. A two-week long classroom observation was conducted to investigate the impact
of representational curriculum implementation adopting student-generated representations as
a learning and assessment strategy.

In the initial stage of this study, relevant scholarly and professional literature were
reviewed that assisted in formulating the research questions and provided a rationale for an
appropriate research methodology. Later, survey instruments were developed and validated
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along with interview protocols for face-to-face interviews and focus group discussions. After
receiving ethical approval for conducting the research, in the next stage of this study, both
qualitative and quantitative data were gathered from the field simultaneously employing
concurrent data collection procedures. In the final stage of the study, gathered data were
analysed in connection with the research questions that guided this research. Thematic
analysis of qualitative findings and descriptive analysis of quantitative results contributed to a
better understanding of the phenomenon.

1.3 Thesis structure
This thesis has seven chapters. The first chapter provides an overview of the study
providing a research context and rationale for the study. It also outlines an autobiographical
account of the researcher’s academic and research engagement. It briefly discusses the
significance of the study stating the research questions adopted along with a short
methodological overview.

A systematic review of relevant scholarly and professional literature is discussed in
Chapter Two. An extensive review of relevant literature on the main areas that might impact
on student learning such as different dimension of the curriculum, various learning theories
and different learning styles is presented in this chapter. A substantial review of the literature
on student generated representations and its impact on student learning has also been
considered at length. This chapter provides the conceptual structure of the study and the
underpinning theoretical framework.

Research design, methodology and methods employed in this study are discussed in
detail in Chapter Three. This methodology chapter provides the details of research
participants and samples, data collection methods, the development and validation of survey
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instruments and outlines the procedures adopted in analysing the gathered data along with
ethical considerations related to this study.

Chapter Four presents the findings obtained from qualitative data immediately
followed by an analysis and discussion in relation to the subsidiary research question number
one. This chapter includes the insights of key curriculum stakeholders in relation to learning
outcomes and school retention. The findings are analysed thematically in relation to six
different major themes. The discussion is centred upon the research question to draw possible
conclusions from the six emerged themes.

Chapter Five includes the perceptions of students and teachers in relation to school
pedagogy and curriculum with reference to subsidiary question number two. In the first
section of this chapter, the quantitative results of surveys that reflect the attitudes and
perceptions of students and teachers are presented. Subsequently, qualitative findings are
provided. In the last section of this chapter, both qualitative findings and quantitative results
are analysed concurrently to derive potential conclusions.

Chapter Six shares the insights obtained from research participants pertaining to the
assessment of learning with reference to subsidiary question number three. The findings
obtained from key curriculum stakeholders regarding the assessment strategies practised by
the teachers are presented and subsequently analysed in this chapter. In the next section of
this chapter, there is a detailed description of qualitative findings gathered from classroom
observation and post classroom observation interviews with reference to subsidiary question
number three. Student generated representations as a new classroom pedagogy and its impact
on student learning are articulated in this chapter based on evidence obtained from the
observations and interviews. The collected data are analysed thematically which are well
supported by the relevant literature to give meaning to the findings.
8
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The last chapter, Chapter Seven, presents the conclusions that draw upon the findings
from Chapter Four, Chapter Five, and Chapter Six. This chapter illustrates the limitations,
delimitations and implications of the findings of this study. It also includes recommendations
for further research in relation to the depicted conclusions.

1.4 Significance of the study
This research is the first study that has explored the Nepalese school curriculum and
its relationship with teaching and learning in Nepal with a particular reference to the valuing
of local knowledge and skills, various cultural and social concerns and their relevance to the
mainstream education. The attitudes, opinions and perspectives of the major stakeholders of
education, particularly students from marginalised communities, could be helpful in shaping
a culturally responsive curriculum in the local context of Nepal that would fit the changing
political structure of the nation into a federal democratic republic aligning with the national
curriculum framework. The insights of this study could be helpful in bridging the gap
between the intended, implemented and attained curriculum.

1.5 A brief academic and scholarly account of researcher
1.5.1 Academic and professional experience
The educational journey of the researcher began at one of the small public schools in
Nepal in a remote village that struggled to provide the resources and supports a person needs
for personal and professional development. However, overcoming the challenges of his
origins he succeeded within the educational system, achieving one of the highest scores in the
School Leaving Certificate Examination. This opened up new educational opportunities and a
pathway to a better urban life. From an early age, he had a passion for teaching and learning
and chose the passion to be his career. He graduated in 1998 and by then he had already
acquired some experiences in teaching in private schools in Pokhara, one of the most
9
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beautiful cities of Nepal. Later, the researcher undertook his Master’s Degree in English that
opened up an avenue for his teaching career as he was selected as an English Teacher at SOS
Hermann Gmeiner School, Gandaki, one of the best schools in the region in its academic
excellence. After spending almost six productive years as a professional classroom teacher,
he chose to further his studies and wast transferred to the capital city, Kathmandu, for his
Master of Philosophy (M. Phil.) in Education with a specialisation in Development Studies.
The M. Phil in Education provided an in-depth understanding in relation to educational issues
in Nepal and he had the opportunity to become involved in research and conducted some
research in relation to indigenous knowledge and its relevance to school pedagogy.
Subsequently, he was selected as the school principal of SOS Hermann Gmeiner School
Bharatpur, a newly established ambitious project of SOS Children’s Villages Nepal, an
organisation that works for abandoned and destitute children providing them with basic needs
of life and a quality education. Within a short span of time, the researcher contributed to the
overall growth and development of the school making it one of the best schools in Nepal.
During his five year tenure as the school principal, SOS Hermann Gmeiner School Bharatpur
was awarded the best school award in two occasions from the district education office with
cash prizes and a certificate of merit for its academic excellence based on the SLC results.
For the exemplary work in the field of education, the researcher was awarded with a Letter of
Appreciation from the Government of Nepal in 2012. He received the best English Teacher
Award in 2009. Although he was privileged to work in an exceptional school and lead a
dynamic team of 47 staff members, he wanted to explore the issues that had hindered student
achievement in Nepalese public schools. For the same reason, he prepared a research
proposal to study the impacts of the curriculum on teaching and learning in Nepalese public
secondary schools. After the proposal was accepted for a PhD in Education, he carried out
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this research that seeks to offer meaningful insights from diverse perspectives pertaining to
school curriculum and teaching and learning practices in Nepal.

1.5.2 Philosophy
The researcher strongly believes that for an underdeveloped country such as Nepal
bringing changes in the social and economic status of the people is possible only through
high quality education. He also believes that the present education system of Nepal needs a
robust transformation ensuring the active involvement of major stakeholders and respecting
the professional autonomy and knowledge of teachers in policy-making and curriculum
development. The school curriculum and school pedagogy need to be culturally appropriate
and learner-friendly. They should respect local diversity allowing ample space for a
flourishing of cultural pluralism within the country. Only in such circumstances can a sense
of ownership and shared enterprise develop between school leaders, teachers, community
members, parents and students and learning becomes effective.

1.5.3 Research experience
The researcher has conducted many research projects that were mostly action research
interventions which sought to enhance the learning of students. However, the following two
ethnographic research projects equipped him strongly in relation to research methodology
possibilities and scholarly engagement.

a. Understanding the dichotomy of auspiciousness and untouchability: An ethnographic
study of Damai musicians of Nepal
b. Unveiling the knowledge generation, continuation, distribution and control of the
Pariyars: Commonalities and points of departures from school pedagogy
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It was only after joining University of Tasmania Doctor of Philosophy programme
that the researcher realised the significance of research publication in an academic career.
Recently, the researcher has been recognised for high quality scholarship in educational and
social science research after demonstrating excellence in educational leadership and
managerial responsibilities of a highly reputed international humanitarian organisation, SOS
Children’s Villages Nepal, where he was able to win awards and recognition for exemplary
performance in relation to the growth and development of the organisation. The researcher
has recently placed his focus on a social science research agenda that is reflected in his
recently published and upcoming journal articles and national and international conference
presentations.

1.6 Chapter summary
This chapter has provided a research context and a brief overview of the thesis. It
has articulated the rationale of this study and its significance in the Nepalese context. It has
introduced the research questions providing a brief description of how this study was
conducted. This chapter has also given an account of researchers’ academic and professional
experience that played a significant part in choosing this study for the purpose of scholarly
investigation.

The next chapter presents the literature review that provides a justification for the
research design and methodology employed in this study.
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This chapter explores insights from different relevant scholarly and professional
literature in reference to understanding the curriculum and its relationship with teaching and
learning with a special focus placed on the Nepalese context. The first section of this chapter
gives an overview of educational developments within Nepal that help in establishing the
context in which this study is based. The next section of this chapter briefly reviews the
relevant literature on the various perspectives in relation to understanding curriculum theory
and practice. Later, the curriculum development processes within Nepal and specific
curriculum dimensions and content are discussed. The chapter also briefly delineates the
different phases of the curriculum. This literature review assisted in formulating the
conceptual and theoretical framework for this study. It offers validation for the formulated
research questions. It makes connections to existing bodies of knowledge related to different
areas of curriculum and contributes to the rationale for the methodology adopted. The chapter
is divided into different sections which are given below.

2.1 The Nepalese education system: An overview
2.1.1 Socio-economic and demographic context
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2.1.2 Political context
2.1.3 The present education system
2.1.4 Quantitative progress of school education
2.1.5 Qualitative progress of school education
2.1.6 Educational policies and priorities of government
2.1.7 Involvement of international organisations in the development of
education in Nepal

2.2 Understanding curriculum
2.3 Curriculum development processes in Nepal
2.4 Quality of education in Nepal in relation to teaching and learning approaches and
assessment
2.5 Student engagement and learning
2.6 School support and resources
2.7 Representational reasoning
2.7.1 Student generated representations
2.8 Trialogue, imposition style and abandonment style
2.9 The intended, the implemented and the attained curriculum
2.10 Factors affecting school curriculum implementation
2.11 Conceptual and theoretical framework
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2.11.1 Conceptual framework based on three dimensions of curriculum: the
intended, the implemented and the attained curriculum underpinned by
Trialogue and IF-SO framework

2.12 Chapter summary

2.1 The Nepalese education system: An overview
This section of this chapter provides a brief account of educational development of
Nepal considering the socio-economic and cultural diversity of the country.

Currently Nepal is experiencing a political, economic and social transformation. With
the introduction of a federated system of governance that was promulgated in the constitution
of Nepal 2015, Nepal is expected to go through major reforms and restructuring not only
politically but also in its educational mechanisms. There are several challenges for the school
education system in both addressing diverse school and student needs and in achieving the
Sustainable Development Goals which have been agreed upon by policy-makers.

There are several unique opportunities and challenges to be faced if Nepal is to
prosper. There has been a significant progress regarding poverty reduction and human
development. Nepal has been able to obtain the first of the United Nations Millennium
Development Goals reducing extreme poverty by half ahead of the targeted time. The
proportion of Nepalese People living on less than US$ 1.25 a day came down from 53% in
2003-04 to 25% in 2010-11. Many more people have access to safe drinking water, sanitation
services, electricity, telephones and the internet. The problems of malnutrition have been
addressed well as compared to the past and child and maternal mortality rates have declined
significantly (MoE, 2016; The World Bank, 2017).
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Formal education of Nepal does not have a long history. The modern school system
began about 150 years ago after the establishment of the first school in 1853 (MoE, 2003).
Previously, the few schools that did exist aimed at producing priests and were primarily
focused upon religious education based on the Buddhist and Hindu religions. Later, during
the Rana regime (1846-1951), modern western-style education was introduced in the country,
however, education was confined to the higher class of people such as rulers, politicians,
merchants and other members of the wealthier classes., Education was not meant for the mass
of people. When the Rana regime came to an end in 1950, a democratic government that
lasted for about ten years introduced many significant changes in the educational sector,
expanding school facilities throughout the country.

The Nepal National Educational Planning Commission (NNEPC) that was formed in
1953 has been taken as the beginning of formal and systematic educational development in
Nepal. The major recommendation of the NNEPC was universalisation of primary education.
Later, the National Education System Plan (NESP) was formed in 1973 that turned out to be
a major milestone in the Nepalese education system as it focused on the expansion and
development of primary education in the country emphasising the role of government in
planning, management and financing education. It recommended the free primary education
for all (Pageni, 2014).

2.1.1 Socio-economic and democratic context
Nepal is divided into three ecological zones. The mountain region occupies almost 35
percent of the land that lies in an altitude between 4,877 to 8,848 meters, the hilly region is
comprised of 42 percent of the land having an altitude between 610 to 4,876 meters. The
Terai (lowland region) is below an elevation of 610 meters that occupies 23 percent of the
land of Nepal. Nepal is a landlocked country surrounded by two emerging giants in the world
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economy; India and China. It is a small country with an area of 147,181 square kilometres
and has a population of just under 26.5 million (Central Bureau of Statistics [CBS], 2011). It
is known to the rest of the world for its diversity in culture, language, customs, ethnicity and
topographical distinctiveness. There are 125 caste/ethnic groups reported in the census and
123 different languages are spoken as mother tongue in the country although Nepali is the
official language. Overall literacy is 65.9 percent; male literacy is 75.1 percent compared to
the female literacy 57.4 percent (CBS, 2011). The gender disparity in turn reflects historical
inequity in the education of boys and girls. .

Almost 80 percent of the population lives in rural areas mainly in relatively small
villages. Life expectancy is 68 years (United National Development Programme [UNDP],
2013). The present major challenge of Nepal is to reduce poverty as the Nepal Living
Standards Survey (NLSS) conducted by the Central Bureau of Statistics in 2011 estimated
that 25 percent of the total population is still below the poverty line. However, Nepal has
made remarkable progress in its economic growth - in the fiscal year 2017 the growth rate
was estimated to be 7.5 percent (The World Bank, 2017). It is the highest growth rate ever for
the last 20 years, which economists put down to increased agricultural output, improved
availability of electricity, and greater investment as part of earthquake reconstruction (The
World Bank, 2017). The high inflation rates of recent years has been moderated in the first
half of fiscal year 2017.

However, Nepal does have some complex challenges ahead in relation to the effective
implementation of a new constitution that has placed an emphasis on decentralisation.
Political uncertainties and social tensions within Nepal remain. Recently local elections
(Metropolitan cities, Municipalities and Rural municipalities) were held that were followed
by federal and state election as per the newly restructured federal system that has placed a
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greater importance upon decentralisation empowering the governance powers of locally
elected bodies.

2.1.2 Political context
It 1990 Nepal restored multi-party democracy under a constitutional monarchy.
However, a political conflict broke out in 1996 instigated by the Nepal Communist Party
(Maoist) that lasted for about a decade having several impacts on almost every sector. Later,
a peace accord was signed between the government and the Maoists in November 21, 2006.
A comprehensive peace agreement was an outcome of the People’s Movement 2006 that
brought the Maoists and all political parties together to assume political power from the King
who had seized it from them in what were viewed as unconstitutional ways. Afterwards,
monarchy was abolished and an interim constitution declared Nepal to be a federal
democratic republic. Finally on 20 September, 2015, Nepal’s new federal constitution was
promulgated that reaffirms education as a fundamental right of every citizen (Government of
Nepal [GoN], 2015). ‘Every citizen shall have the right to free and compulsory basic
education, and free education up to the secondary level.’

Education has been a major priority of the government that is reflected in the annual
budget, where a large share of the country’s budget is allocated for education. There has been
a significant growth of public investment in education. School education is a priority sector
as about 80 percent of annual budget of education goes to school education. Very good
progress has been made in relation to access to basic education over the past few decades
(UNDP, 2013).

2.1.3 Present education system
The education system of Nepal comprises school education and higher education.
Before the School Sector Reform Programme (2009 - 16), school education was divided
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categorically into early childhood education (pre-primary), primary, lower secondary and
secondary education. Later, with the introduction of the SSRP, a new structure of school
education was introduced: basic education (Grade I – Grade VIII) and secondary education
(Grade IX – Grade XII). At present, school education comprises of one year of pre-primary
education. Higher education is comprised of three to four year-long Bachelor’s degrees and
two year master’s degrees. Some universities offer post graduate degrees and Master of
Philosophy prior to the Doctor of Philosophy (PhD), the highest degree offered. About 14%
of high school graduates go on to university study (University Grant Commission [UGC],
2013). The School Sector Reform Programme has been replaced by the School Sector
Development Plan (SSDP) that aims to strengthen the technical and vocational education
from school education (Grade IX).

Table 2.1 Structure of education system of Nepal
Age Grade

Previous School System

Current School System

16

Higher Secondary Education

Secondary Education

(Grade XI – XII)

(Grade IX-XII)

XII

15

XI

14

X

13

IX

12

VIII

Secondary Education (Grade IX – X)

Basic Education (Grade I –
VIII)

11

VII

10

VI

9

V

8

IV

Primary Education (Grade I – V)
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III

6

II

5

I

4
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Pre-primary Education/Early Childhood

Pre-primary Education

Education

Generally there are two types of schools in Nepal: public schools and private schools
that are also known as government (community) schools and institutional (boarding) schools.
There are two types of public schools: government aided schools that receive regular
financial aid from government for salaries of teachers and co-workers and for the purpose of
administration and unaided school public schools that do not get regular financial aid from
the government which receive aid from community and donations from others and they
generate their own resources (MoE, 2010). There is a big contribution of private schools in
the overall development of school education in Nepal. However, the primary motive of
private schools is unquestionably a financial profit.

2.1.4 Quantitative progress of school education
There are 34,837 schools in Nepal. The total number of students at primary, lower
secondary and basic levels are 4,264,942, 1,835,313 and 6,127,815 respectively. The overall
school retention is 37.9 percent. The average students’ learning achievements based on the
written examinations in Grade VIII are 35 percent in Mathematics, 48 percent in Nepali and
41 percent in Social Studies according to the National Assessment of Student Achievement
(NASA). The proportions of female teachers are 38.4 percent in primary, 20.9 percent in
lower secondary level and 14.1 percent in secondary level. The proportions of Dalit teachers
in primary, lower secondary and secondary levels are: 5.3 percent, 4.2 percent and 4.6
percent respectively (Dalit is a terminology that refers to the least privileged community in
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Nepal who are subjected to untouchability). The proportions of Janajati (ethnic/indigenous)
teachers in primary, lower secondary and secondary levels are: 30.5 percent, 20.1 percent and
18.5 percent respectively. 97.3 percent teachers in primary level, 88.6 percent teachers in
lower secondary level and 95.3 percent teachers in secondary level are fully trained. The
student-teacher ratios in community schools are 35:1, 60:1 and 39:1 in primary, lower
secondary and secondary level respectively (MoE, 2015).

2.1.5 Qualitative progress of school education
Although Nepal has experienced a decade-long conflict and political instability, it has
made steady progress in education providing opportunities for children and adults. There are
improvements in relation to student enrolment. Net enrolment which was 17.3 percent in
1995 increased to 56.1 percent in 2015. Similarly, the gross enrolment which was 28 percent
in 1990 increased to 70.1 percent in 2014. However, there are several issues concerning the
quality of education and secondary school completion rates. SLC graduation rate was below
50 percent nationwide before 2015 and the same situation was observed in Grade XI and
Grade XII (MoE, 2016).

School pedagogy is guided by the final written examinations of Grade X, XI and
Grade XII. Both teachers and students focus on memorisation and rote learning in preparing
for these examinations. The creativity of students, their critical thinking and analytical
capabilities are not given due recognition. Examination-oriented teaching and assessment
techniques are excessively used in schools that have undervalued the individual capabilities
of learners (Banaji, Cranmer & Perrotta, 2013). The new federalisation of education system is
expected to provide a considerable degree of autonomy to the provincial and local
government in implementing locally based curriculum and pedagogy.
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2.1.6 Educational policy and government priorities
The Ministry of Education works through its various organisations and institutions to
implement the educational policies of Nepal to enhance educational development. The
Government’s educational strategies and policies are clearly reflected in its legal and formal
plans. The present constitution ensures compulsory and free basic education to the children
and free secondary education up to secondary level and it has also ensured the right of every
child to experience their basic education in their own mother tongue. The Constitution of
1990, Education Act 2001, the Interim Constitution of 2007, School Sector Reform Program
(2009-2015), constitution of 2015 and School Sector Development Plan (2016-2023) reflect
the nation’s priorities in education. The present School Sector Development Plan aims:

To contribute to socioeconomic development and reduce disparities in the country
through the continuous and inclusive development of its human resources capacity by
facilitating all citizens with opportunities to become functionally literate, numerate,
and to develop the basic life skills and knowledge required to enjoy a productive life,
taking into account the diversity of context and needs and with regards to the
forthcoming federalisation of the country (MoE, 2016, p. V).

The School Sector Development plan acknowledges the diversity of Nepal and has
given a special attention to inclusive education providing opportunities for all children to live
a productive life.

The Ministry of Education has several scholarships available to promote free
secondary education particularly for the girls and children who come from disadvantaged
communities. Efforts have been made to ensure proper teacher training, the provision of
resources and infrastructure to schools, empowerment of school management committees and
gender friendly mechanisms in teacher selection.
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2.1.7 Involvement of international organisation in the development of
education
Various international non-governmental and development organisations are working
in collaboration with Ministry of Education to support the growth and development of the
education sector in Nepal. The United Nations Educational, Scientific and Cultural
Organisation (UNSSCO), the United Nations Development Programme (UNDP), the United
Nations International Children’s Emergency Fund (UNICEF), the World Bank, the Asian
Development Bank, the Department of International Development (DFID), the Japan
International Cooperation (JICA) and the Danish International Development Agency
(DANIDA) have been supporting the government of Nepal to uplift the educational
development of the country through various projects.

Despite the efforts of the government and non-governmental organisations, there is
still much to accomplish in relation to equitable access to education, school retention and
learning outcomes of the students. Among 100 students who start their school education from
Grade I, only 17 of them complete Grade X which reflects low school retention especially in
secondary level. Similarly, there are approximately, 800,000 ‘out of school’ children (The
World Bank, 2017).

Nevertheless, donor agencies have their own interests and create a culture dependent
on western aid as the aid can come with neo-liberal policies and strings attached. There are
strategic, economic and political interests of donor agencies and such interests vary from
donor to donor (Rahman & Giessen, 2017). Despite thousands of non-governmental
organisations working in various sectors, Nepal still remains one of the economically poor
countries (Karkee & Comfort, 2016).
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After presenting this brief overview of key characteristics of the Nepalese education
system, the next section of this chapter entails the literature review on specific areas of
curriculum and teaching-learning and their relationship to student learning.

2.2 Understanding curriculum
The curriculum constitutes the framework of contexts, content and skills from which
Nepalese teachers establish their teaching and learning priorities. Curriculum theory has
come to represent a fixed object or a product – usually made up of a body of knowledge and a
set of standardised learning outcomes. According to Pinhar (2012, p. 2), ‘the curriculum is
characterised by spirited and informed communication; it is a process whereby reality is
produced, maintained, repaired and transformed.’ It is the totality that comprises all learning
exposures and experiences of students during their study in and beyond their learning spaces.
It entails the major educational experiences and interactions between teachers and students
during the learning process. This is a characterisation of the curriculum that informs this
study’s analysis of the curriculum’s influence on students’ learning in Nepal.
From the 1980s, understanding the curriculum has increasingly come to be associated
with appreciations of ideological context. Both Michael Apple and Henri Giroux argued that
the content and form of the curriculum are ideological in nature and are often associated with
the dominant class (Apple, 1990; Giroux, 1981 & 1983; McLaren, 1989; Pinar & Bowers,
1992). The curriculum can never be neutral – the sort of knowledge that it includes is chosen
based on the sort of person students are to become as a result of a vision of an ideal citizen.
Contestation is inevitable – curriculum debates are ‘not merely academic – they are debates
about a nation’s soul. About its values. About its beliefs’ (Kennedy, 2009, p.6). The content
of any curriculum is political; it provides a particular values-position about what those in
positions of power in society decide is of worth. As Apple (1990) put it: ‘The study of
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educational knowledge is a study in ideology, the investigation of what is considered
legitimate knowledge ... by specific social groups ... at specific historical moments (p. 45).’
The curriculum of a nation is largely influenced by its political life as it intends to meet the
country’s economic activities. Therefore, people’s values and attitudes in relation to their
economic activities tends to be one of the major components that is articulated in the
curriculum (Yu-le & Ling, 2011). The content of curriculum selection is influenced by the
dominant ideologies and experiences of those who are involved in the selection considering
their power and resources (Thaman, 1993). These general observations also hold good in the
Nepalese context.
It is worthwhile appreciating the etymological origins of the word ‘curriculum’.
Curriculum is derived from a Latin word which refers to a track or a course that is followed.
The general interpretation of the curriculum is to perceive it as a ‘plan for learning’ because
learning is the main activity in an educational context (Taba 1962; van den Akker, 2004).
This broad understanding of the curriculum permits further elaborations and interpretations in
various educational contexts that can be useful while discussing different curricular activities
such as policy making, during curriculum design and development, and during
implementation and evaluation (van den Akker, 2004). An understanding of the curriculum
can be interpreted across various layers and lenses such as the macro level
(nation/state/system/society), the meso level (institution/school), the micro level (classroom)
and the nano level (personal/individual), however, learning is the main focus of the
curriculum (van den Akkker et al., 2006). Having an intelligent theoretical understanding of
the curriculum is necessary for good teaching in Nepal because teaching activities are
founded upon individual teachers’ judgements and decisions.
The curriculum can be conceived of differently dependent upon contexts and
circumstances. The main curriculum traditions practised over the years include systematic,
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existentialist, radical, pragmatic and deliberative curriculum (Null, 2011). Each paradigm is
guided by particular theoretical reinforcements and perspectives. Nevertheless, the main
motive of the curriculum remains the same -‘a plan for learning’. The curriculum provides
scope for additional critical analyses as it is not simply limited to the formal written
documents, it also includes the interactions that take place in classrooms and embraces social
practices (Harb, 2017) and the hidden curriculum (Apple, 1990). Despite various theoretical
understandings that influence the curriculum, however, the most widely used principles of
curriculum include selecting objectives, choosing appropriate learning experiences, and
organising them and evaluating them (Tyler, 1949). The traditional western epistemological
basis of the curriculum is centred and position-inspired by Tyler (1949). It has been mooted,
however, that a westernised perspective of curriculum theory which promotes the traditional
notion of the curriculum may pose a problem limiting the multiple sources of knowledge and
perspectives (Berry, 2017). It is important to acknowledge the diversity of local thoughts and
experiences. Given the cultural and social diversity of the Nepalese context, this study
represented an opportunity to explore how teachers and students implemented the curriculum
in Nepalese contexts in comparison to global/western understandings of the curriculum.
In recent years, social, cultural, political and economic developments have shaped a
new understanding of the school curriculum in Nepal through the application of the critical
pedagogy, challenging normative understandings of curriculum theory (Salehia &
Mohammadkhanib, 2013). Thus, it is perceived that a country’s school curriculum reflects
the national context’s educational objectives and the educational philosophies that impact the
daily life of the people. According to Sharma (2010), it was realised that socio-political
contexts of Nepal would influence the school curriculum because an objective approach is
often criticised for its linear assumptions. This study, thus, considered multiple social and
cultural factors pertaining to curriculum implementation because there is an understanding
26

Chapter 2

Literature Review

that critical model of curriculum implementation help teachers to value local epistemology,
culture and identity supporting students use of knowledge and skills in their daily life
(Sharma, 2010).
Various cultural, social, ethnic and national identities have some impact on formal
education as different social settings have different perspectives about authority and freedom
in relation to learning of a child (Woodrow, 2001). The intention of this research is to explore
how key stakeholders of the Nepalese school curriculum perceive its implementation and
influence in the local context perhaps reframing and decentering western understandings of
curriculum inquiry. Non-western narratives around the curriculum concentrate more upon
the local discourses as there are specific knowledge and traditions which may not be
appreciated in the west, yet comprise key resources in non-western thought and imagination
linked to the curriculum (Kim, 2010). There may be a tension between the elements of west’s
theoretical foundations of curriculum and its application and influence in Nepal. Therefore,
considering the local context and culture of a country’s ethnic and other stratifications, this
study does not embrace any particular curriculum theory to guide this study, although various
western perspectives that allow recognition of such aspects are duly considered in the study.
The main focus of the study is pragmatic as it places an emphasis upon the implementation of
curricula; the interpretations of curriculum theories are limited to the context only.
In relation to understanding the curriculum in the Nepalese context, Nepal’s political
turmoils and cultural diversity play a significant role in the curriculum development and the
delivery mechanisms that have evolved. As discussed in the earlier section of this chapter,
Nepal does not have a long history of education. Nevertheless, there has been a significant
growth in educational attainment in recent years. School education, being one of major
priorities of the government of Nepal, draws upon a systematic school curriculum and the
school curriculum has been developed considering the main aims of national education. The
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Curriculum Development Centre (CDC) is an autonomous body of the Ministry of Education,
Government of Nepal that is entirely responsible for the overall curriculum related issues.
The following section provides a brief overview of the curriculum development processes in
Nepal.

2.3 Curriculum development processes in Nepal
Nepal’s Curriculum Development Centre (CDC) is responsible for the overall
curriculum related issues. The main activities are to develop, revise and disseminate
textbooks and materials for teachers’ support. CDC’s development and monitoring work is
carried out by specialised curriculum subject units, advised by curriculum subject specialist
committees. Subject units cover languages, science, maths, social studies, health and physical
education. For the support of the activities of curriculum development centre, various
research, surveys and studies are conducted. There are various professional development
programs for in-service teachers. Such activities by the CDC help to establish a good
relationship to many institutions that are directly or indirectly linked to school curriculum.
The most crucial of all are the teachers and students who are the real users of curriculum in
schools. The CDC also has a publishing department.

Regarding the process of curriculum development in Nepal in any particular subject, a
write-up subcommittee is formed that includes the Curriculum Officer of the CDC. The
committee drafts the curriculum and submits the curriculum draft to the Curriculum Textbook
Subject Committee (CTSC). The CTSC includes the subject teachers, teacher educators and
professors of the universities undertaking the comprehensive review. The draft curriculum is
reviewed on the basis of the set objectives, course content, period loads, instructional
materials to be adopted, methods for assessment and so forth. Wherever and whenever
required, the CTSC makes necessary changes that could be adding or deleting some contents
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or other revisions and amendments. If a major change is needed in the draft curriculum, the
committee returns the draft to the write-up subcommittee for the purpose of revising and
redrafting the curriculum. Once the CTSC agrees on the draft curriculum, when the
appropriate standard is met, it is forwarded to the Curriculum Textbook Coordination
Committee (CTCC) that is chaired by the Executive Director of Curriculum Development
Centre for the final review. The CTCC may invite specialists as observers for the review,
amendment or confirmation of the curriculum as per the need. Eventually, the draft
curriculum secures final ministerial approval (Ministry of Education and Sports [MoES],
2005).

Although there is a mechanism for curriculum development process in Nepal it has
not properly acknowledged the participation of all the stakeholders concerned, particularly
classroom teachers and students. The Curriculum Development Centre still follows an
instrumental curriculum model where the major stakeholders of curriculum are not involved
in the process, which can create a lack of ownership. The National Curriculum Framework
(MoES, 2005, p. 7) acknowledged a need to be more inclusive:

There is an urgent need for revisiting the existing national curriculum structure and
the curriculum development and revision mechanism. The extensive involvement of
stakeholders representing various groups such as women, minority ethnic groups,
Dalits, human and child rights advocates, and people with disability, in the curriculum
and textbook development, and revision process is a must. The curriculum should
provide room for meeting the needs of diverse learners and local contexts in the
geographically, economically and culturally diverse situation of Nepal.

The key stakeholders expect changes in curriculum development and delivery that can
address the demands of a changing society and the nation as indicated in the national
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curriculum framework. However, the success rate of curriculum attainment of public schools
that is reflected by the School Leaving Examination (now known as Secondary Education
Exam [SEE]) of Nepal in 2014 was 28.19 % (MoE, 2015). This statistic clearly indicates
some wide gaps in reference to the intended, implemented and attained curriculum.

In brief, for a country that is known for its diversity in cultures, traditions, languages
and other stratifications, the school curriculum can include curriculum content that is
culturally relevant incorporating the aspirations of all the major stakeholders of the
curriculum. Such an inclusive curriculum can enhance ownership among all, and the goals
and objectives of the curriculum can be achieved.

2.4 Overview of quality of education in relation to teaching-learning
approaches and assessment mechanism adopted in Nepal
Nepal has set nationals goals for education and has formulated the objectives of
education at all levels. However, there has always been a mismatch between the goals and
outcomes. According to the Ministry of Education and Sports (MoES, 2004), the national
goals for education in Nepal place an emphasis on the development of a child and his/her
relationship to society. It focuses to uncover the genius inherent in every individual and to
provide a conducive environment that promotes personality development. Furthermore, it is
believed that children’s individual and social growth is based on the human values that are
embedded to the social and national norms and values. A child is supposed to maintain
his/her personal identity and should be able to live with others and must be aware of the
democratic norms and values as a responsible citizen of a country.

Additionally, the goal of education is to provide a curriculum that enables human
creativity of a student that helps to promote international principles of peace, cooperation,
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understanding, basic freedom and fundamental human rights. These educational goals are
summarised as follows:


‘To nurture and develop the personalities and innate abilities of each individual.



To instil respect for human values and the will to safeguard national and social
benefits.



To enhance social unity.



To help the individual develop his/her identity in both national and international
context and lead a socially harmonious life in the modern world.



To aid the modernisation of the nation by creating able human resources for its
development.



To teach the thoughtful protection and wise use of Nepal’s natural resources.



To help disadvantaged citizens to enter the mainstream of national life (MoES,
2004)’.

The educational goals envision an ideal society where each individual child is
provided with a conducive atmosphere to grow and develop to their full potential in a
culturally and socially appropriate environment, contributing in turn to their leading a
productive and meaningful life.

In line with the national goals of education, the general aims of secondary education
are to: ‘produce healthy citizens who are: familiar with the national tradition, culture, social
environment, democratic values; able to use language effectively in daily life; aware of
scientific issues; creative, co-operative, industrious; able to contribute to economic
development (UNESCO, 2008a).’ To achieve the aims of secondary education, the
curriculum development centre of Nepal has provided the secondary school curriculum
structure of Nepal which is illustrated in the Table 2.2 given below.
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Table 2.2 Secondary school curriculum structure of Nepal (General)
Subjects

Classes IX and X

Weightage

Full Marks

Nepali

5

100

Mathematics

5

100

English

5

100

Science

5

100

Social Studies

5

100

Health, Population and
Environment Education
Optional Paper I

4

100

5

100

Optional Paper II

5

100

Total

39

800

Despite the set aims of education, Nepalese education is traditionally based on
memorising and rote learning adopted from Nineteenth century Britain and India (Simkhada
& Teijlingen, 2010). Teaching-learning activities and classroom practices are mostly teachercentred and focus on memorisation rather than students’ learning (CERID, 2004; UNESCO,
2008). Teaching is primarily based on a didactic lecture method. This traditional teaching
approach is often criticised for making students passive (Nepal & Panuwatwanich, 2011). It
does not focus on deeper understanding of the subject matter and is content and examinationoriented (Nepal & Panuwatwanich, 2011). Consequently, there is very little involvement of
students in the learning process. A national report commissioned by the Government of Nepal
illustrated that the ineffective teaching methods and teaching strategies were major
challenges for the quality of education in Nepal (HMGN, 2004). For effective teaching which
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helps in promoting quality education in Nepal, teachers need to adopt varied and more active
teaching strategies, methods and approaches to enhance learning (Subedi, 2003).

According to UNESCO (2012) only seven out of ten children enrolled in Grade I in
Nepal’s schools reach Grade V, and more than half of them quit school before reaching the
lower secondary level. About, 7.9 percent of students drop out after the first year while 59.2
percent are out of the education system by the time they reach Grade X. The class repetition
rate also depicts a serious concern. The class repetition rate is 21.3 percent for Grade I, 8.3
percent for Grade II and 7.4, 7.5 and 8.4 percent in grades III, IV and V, respectively. There
are various reasons that have resulted in truancy and dropout rates. A 2009 evaluation of the
Education for All (EFA) initiative launched by Government of Nepal lauded progress in
enrolment, access and equality, but the overall quality of the system was adjudged to be
disappointing, with a near total absence of official mechanisms in monitoring and evaluating
the classroom situations and achievements of the students (Aryal, 2013).

According to UNESCO (2004), quality education largely depends on the relevant
curriculum content, appropriate pedagogies and suitable assessment techniques and methods.
Therefore, it always advocates for a child-centred approach to teaching and learning.
Consequently, there is a greater need to be more aware of diverse needs and priorities not
only of the learners but also of their families and communities. It is argued that when local
context and cultural aspects are not given enough space in the school curriculum, it adversely
affects the self-esteem, confidence and ownership of the learner, inviting numerous learning
challenges in school (Breidlid, 2013). Breidlid (2013, p. 3) further argues that ‘indigenous
knowledges have important assets that need to be seriously considered in a world that is
completely dominated by Western epistemology and knowledge production.’
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In Nepal, the national curriculum, textbooks and contents of the curriculum and
medium of instructions in public schools are based on the Nepali language. Hence, the
minority language groups and people belonging to different ethnic and indigenous
communities do not have an opportunity to flourish in mainstream education as expected.
Banks (1989) noted that there can be a negative influence of the so-called mainstream
curriculum on the learners belonging to different ethnic, indigenous and minority groups as
they are marginalised and do not have enough exposure required in the dominant language
and culture to attain the learning outcomes in schools. Similarly, the national report of
Government of Nepal (His Majesty Government of Nepal [HMGN], 2004) found that
inappropriate teaching approaches and strategies, insufficient and ineffective assessment
techniques, lack of commitment by teachers and school principals all represented major
challenges for quality education in Nepal. Several factors such as teachers’ salaries, political
interferences that limit the power of school principals to hold teachers to account, and limited
accountability of some school principals might have adversely affected quality of education.
Stoll and Fink (1996) cite specific reasons for ineffective classroom practices which include
inconsistent approaches to teaching, lack of challenge, low levels of teacher-pupil interaction,
high classroom noise levels and frequent use of criticism and negative feedback. Riley and
Khamis (2005) added that some crucial obstacles to learning in diverse cultural settings relate
to the lack of a close connection between schools and communities that can prevent learners
from attaining expected learning outcomes. They further argued that unequal distribution of
resources in rural and urban areas, teachers’ reluctance to work in remote schools, and limited
teaching styles and methods that do not adopt the local mother tongues of the students could
all have serious impacts on the learning outcomes of the students. However, this research
study investigated different dimensions of the curriculum and their relationship with teaching
and student learning.
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A recent UNESCO report (2015) indicated that many children do not continue
secondary and higher secondary education in South Asia which deprives them from
mastering the required skills to obtain better employment opportunities. Furthermore, the
report claims that the learning achievement results across South Asia including Nepal are not
satisfactory as the average score that the students have achieved is lower than expected. One
of the major challenges of the education system is the unsatisfactory learning outcomes of the
students that requires greater attention by all the policy makers and people engaged in
education planning (UNESCO, 2015).

Research conducted in Nepalese high schools by Subedi (2013) indicated that among
various factors influencing the student achievement in Nepal, one of the major factors was
the personal and professional attributes of a teacher. Simplicio (2000) outlined that teachers
needed to adopt various teaching methods and strategies for effective learning. They need to
apply different approaches to learning, and they must be ready to change the stereotypical
assessment mechanism and evaluation techniques to enhance learning despite various factors
that might have hindered teachers’ motivation such as salary and incentives.

There is no denying that a lecture-based approach does have some merits; the quality
of teacher explanations and their capacity to convey and simplify complex ideas in ageappropriate ways can make a positive difference to students’ learning, However, depending
solely on this approach to learning hinders an effective teaching-learning environment in and
beyond the classroom. Interactions among students and teacher are vital in learning processes
that contribute to creating a favourable condition for learning. Students learn faster and in a
more effective way when they are provided with opportunities for engagement in learning
(Bhatta, 2008).
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The learning assessment system that is based on traditional yearly or half-yearly
examinations could be changed substantially to address the learning needs of diverse
communities adopting effective methods and the institutional provisions to enhance learning
achievement. Lohani, Singh and Lohani (2010) strongly advocated for a change in the
dominant assessment mechanisms in Nepal. They affirmed, ‘The learning assessment system,
including standardised instruments and improved technical capacity, needs to be developed
so it can provide feedback on the efficacy of interventions and guide a revision and reform of
teacher training, curriculum, classroom pedagogy, and examinations (p.371).’ The findings of
this study indicated that the results of the assessments are not properly analysed in a way to
make changes required in reference to teacher training, pedagogy and curriculum.

In reference to the learning achievement of the students and their school retention
Lohani, Singh and Lohani (2010) analysed an actual scenario of Nepalese education system.
They stated that:

The persistent high dropout and repetition rates and low learning achievement and
promotion rates raise questions about the impact of teacher training, as it is offered
currently, on the teaching–learning process and the internal efficiency. Moreover, an
analysis of how teachers are distributed by caste, ethnicity, and gender shows that
these categories are not proportionally represented in the teaching profession (p.365).

In an attempt to address the issues of summative assessment based on annual written
examinations, a continuous assessment system was introduced at the primary level. The
continuous assessment system gives a greater emphasis to informal teacher assessment across
key areas (foregrounding literary and numeracy) and assessment of regular class work.
Although a continuous assessment system (CAS) was introduced at the primary level as a
way to embrace an appropriate assessment mechanism to enhance learning, it has been
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ineffective and has not been properly implemented (Poyck, Koirala, Aryal & Sharma, 2015).
CAS has been taken as a tool for liberal promotion allowing students to progress to the higher
classes whether or not they achieve the learning outcomes. Teachers are not much aware of
CAS and there is no effective mechanism to implement CAS in all schools (UNESCO, 2008).

According to UNESCO (2008, p. 12), there are several challenges of secondary
education in Nepal that are listed below.


‘Low transition rate from primary to secondary education



A large number of lower secondary age children in lower grades, i.e. in primary
education



Low enrolments in lower and secondary education



Not enough lower secondary schools – distribution is uneven



Low progression and achievement rates



Gender disparities in secondary education – with the incidence of non-enrolment, low
retention, low completion and low achievement



Poor quality and relevance of school curricula



Shortage of qualified teachers especially in rural areas



Existence of small schools with few students especially in sparsely populated
mountain districts.’

Although one could be critical about international organisations; about the ways they
function, research and publish results; the issues raised above, to some extent, provide the
picture of the contemporary situation of public schools of Nepal based on the evidence. As
the report assumes poor school curricula as one of the major reasons of lower achievement,
this study was positioned to investigate the perceptions of key stakeholders about the
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relationship between the curriculum and teaching and learning in culturally diverse classroom
contexts.

2.5 Student engagement and learning
Student engagement and learning are interrelated. Caruth (2014) proposed a six point
plan to enhance engagement in the classroom. Creating a safe class environment for learning,
asking students their needs, explaining them why they are learning certain concepts, skills
and theories, providing practical learning opportunities by creating real-life situations,
offering opportunities for collegial collaboration and letting them evaluate their own learning.
Caruth argued that student engagement directly impacts upon improved retention ultimately
contributing to student success. Likewise, research conducted by Bonet and Walters (2016)
demonstrated that higher levels of student engagement and lower rates of absenteeism can
affect a positive impact on learning achievements of the students. Students attain learning
outcomes more readily when they are provided with ample opportunities to engage in
learning activities. Hence, their success depends on modes of instruction that offer them
avenues for meaningful discussion and scholarly engagement. Moreover, recent research on
student engagement shows that clarity of instruction and appropriateness of the activities
influence the satisfaction of the student (Henrie, Bodily, Manwaring & 2015). Henrie et al
(2015) argued that learning tools, the assignments that are provided and the activities chosen
for learning are the prominent indicators that impact on a successful learning experience
among students. While learning, students give meaning to the concepts they are learning
through collaborative discussions which reflect their level of understanding. In this way,
student engagement is an arena to integrate their learning with their peers (Dennis, Carolyn,
Julie and Betsy, 2014).

38

Chapter 2

Literature Review

Research undertaken by Bradshaw, Waasdorp, Debnam and Johnson (2013) indicated
the significance of school engagement to student learning. They explored six different factors
that assessed student’s connection with their teachers in school. Teacher connectedness,
student connectedness, academic engagement, whole-school connectedness, culture of equity,
and parent engagement.

Holmes (2015) argued that student engagement enhances quality of education. He
contended that engagement can be ensured through effective curriculum design where
students receive opportunities to contribute within the learning process. Consequently, it
improves their understanding as a result of continuous assessment. Holmes (2015) stated that
the use of appropriate assessment tools could also increase the engagement of the student and
enhance learning. Hence, it is essential to review assessment mechanisms and student
engagement in the Nepalese context.

2.6 School support and resources and power dynamics
Resources and school support play a crucial role in student learning. Deur (2010)
contended that students’ learning and their opportunities to carry out inquiry are influenced
by the learning environment at school and in the classrooms. Hence, school support to
promote self-directed learning for the students is important. The results of the research
indicated that cooperative learning in pairs and in groups promotes higher quality student
achievement as compared to individualistic learning (Burtucchi, Conte, Johnson & Johnson,
2010). Students learning in pairs and groups also have a higher level of social self-esteem as
compared to the ones who work alone.

A significant amount of research on resources and their impact on learning indicated
that the school environment, classroom timetable and practices, instructional strategies,
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interactions between teacher and students, and use of technology can all also impact on
student achievement. (Furner & Berman, 2003; Greenwald et al. 1996; Hanushek, 1997;
Hitchcock & Noonan, 2000). Students’ learning is associated with the school level resources,
classroom resources, including the use of technology and subject-related materials required
for teaching-learning. (Clements, 2002; Sarama & Clements, 2003). In Nepal, the level of
resourcing per child, the availability of technology, and the quality of environment can all be
inhibiting factors.

The relationship between a teacher and students plays a significant role in learning.
Learning, thus, is influenced by the power dynamics (Reinsvold & Cochran, 2012). In many
traditional classrooms adult (teacher) authority highly dominates the classroom interaction in
relation to its contents and forms (Lemke, 1990). The curriculum contents which empower
students in the classroom can enhance students’ understanding by applying collaborative
approaches to learning (Cook-Sather, 2002). The next section presents a relatively new
classroom pedagogy, student generated representations as an alternative approach to teaching
and learning. This classroom pedagogy is known for encouraging representational reasoning
which empowers the students in the process of learning.

2.7 Representational reasoning
There is a current and growing importance in exploring students’ representational
reasoning as an approach to learning (Osborne, 2010). This strategy has a prime focus on
classroom interactions as opposed to traditional approaches to knowledge dissemination
(Alozie, Moje & Krajcik, 2010). In this study, a representation is defined as an act or a
thought process that brings an idea, presents a relationship or an observation, and clarifies a
concept or a phenomenon. Tytler, Prain, Hubber and Waldrip (2013) argued that multiple
representations help students to have better conceptual understanding as they are more
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actively engaged in the process of learning. Similarly, Nuthall (1999) claimed that students
need at least three or four different exposures to the same concept to establish long term
knowledge. Learning through various representations can improve the learning achievement
of the students. Current research suggests that the use of representations not only provides
multiple opportunities for reasoning by learners, it equally provides an opportunity for the
teachers to recognise the students’ conceptual understanding and helps them to communicate
understanding in a more constructive manner (Tytler, Prain, Hubber & Waldrip, 2013).
Research on learning with representations has indicated that when learners interact with an
appropriate representation, their performance is enhanced (Ainsworth, 2006). Similarly,
research conducted in German schools by Schnotz and Bannert (2003) also indicated that
learning is enhanced through representations.

There are broadly two categories of representations, standard and non-standard, that
are used in classrooms (Greeno & Hall, 1997; Lee, 2010). Standard representations are
mostly found in textbooks and are commonly accepted in teaching-learning practices (Greeno
& Hall, 1997; Lee, 2010). Non-standard forms of representations are constructed by the
learners themselves and are known as student generated representations (Hubber, Tytler &
Haslam, 2010). Such representations include diagrams, drawings, photos, role play, gestures,
verbal discussion and drama that demand richer range of classroom discussions (Hubber et
al., 2010). Student generated representations may well be a fruitful strategy for teachers to
take up in the Nepalese context because of the collaborative culture in their personal and
social spheres of life. Teachers can use this representational curriculum implementation
strategy as a tool for learning to introduce a more student-centred approach as one of the aims
of the research was to explore the impact of representational curriculum implementation
strategies on student learning.
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2.7.1 Student generated representations
Greeno and Hall (1997) argued that non-standard representations, which are student
generated representations, can often work better in communicating and understanding the
subject matter as compared to the standard form because students can become actively
involved in learning to construct and interpret the representations by participating in the
discussions. Such discussions include the advantages and limitations of the representations.
Hence, the students make out their own reasoning on the basis of their representations to
validate the appropriateness and efficacy of those representations that provide opportunities
for them to get involved in the subject being taught to enhance their understanding (Waldrip,
2015). Similarly, students need various exposures to create representations of a concept to
have more explicit understanding (Russell & McGuigan, 2001). In such a situation of
representational reasoning, students are encouraged to actively develop their understanding
with the teacher using different modes of communications that could be in the forms of
diagrams, analogies, models, concept maps, or small group work. (Waldrip & Prain,
2013). Learning is enhanced through representational reasoning which requires careful
planning by the teacher in identifying the key concepts to be taught and appropriateness and
efficacy of the student generated representations (Waldrip, Prain & Carolan, 2010). Teachers
provide enough opportunities for the students to refine their representations after the feedback
is received from their peers and the teacher then ensures the representational competence
(diSessa, 2004). The study by diSessa (2004) found that students effectively produce new
representations that are useful in learning rather than using the standard representations.
Activities that are based on student produced representations help students to develop their
deeper understanding of a particular concept. Similarly, student generated representation can
provide learners an opportunity to show why their representation is an accurate one (Waldrip
et al., 2010). To verify the appropriateness of their representation, learners need to select and
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construct the suitable representation which requires a deeper understanding of the domain
(Ainsworth, 2006). Hence, in the process of generating the representations, learners need to
comprehensively understand the relationship of their representation and the domain

Learning through student generated representations is a cognitive task as learners
need to understand in order to relate their representations in the context. The cognitive task is
influenced by the different forms and characteristics of representations (Ainsworth, 2006). In
the whole process of selecting, constructing and relating to self-generated representations,
learners can become thoroughly involved in learning which consequently develops a deeper
understanding of the subject matter that they have been studying.

Despite the growing interest on representational curriculum implementation
approaches on teaching and learning, very little has been researched and published in relation
to new approaches to teaching-learning and curriculum in the Nepalese context. Similarly, the
latest research on student generated representations in the western context is primarily
focused on mathematics and science teaching. This study, therefore, addresses this
knowledge gap, as the study is based on the poorly resourced Nepalese classrooms and the
school curriculum of Nepal (See Chapter 6.3).

After discussing the different approaches to learning, this section of literature review
discusses three different teaching styles commonly used by the teachers in the classroom
while implementing the curriculum that situates the theoretical reinforcements for this study.

2.8 Trialogue, imposition style and abandonment style
For the culturally and ethnically diverse context of Nepalese classrooms, learning
requires a suitable environment where the learning takes place through meaningful
communication, explanation and representations of students and teachers about the domain.
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Therefore the study is informed by Trialogue (Roberts, 1996; Roberts & Silva, 1968) that
incorporates a three-way communication between student, teacher and a domain. It focuses
on five different components and their relationships. They are: student, teacher, a domain,
observation, and representation and explanation of the observation. These roles are briefly
explained using three different entities: the ‘Trialogue’ Style, the Imposition Style and the
Abandonment Style and the interaction and communication and information processing
involved in reference to student representation and explanation.
In the ‘imposition’ style students’ ideas are not taken seriously in the classroom to
have their own explanation and representation on the domain. Teaching is purely based on
what the teacher knows. The major emphasis is given to the teacher’s expertise rather than
the interaction and communication with the students and their prior knowledge on the subject
being studied. Students do not get to relate the ideas in their own ways and they entirely rely
on the experience of their teachers.

When the student is the focus and is active in learning and teacher is limited to a
facilitator in the classroom, this style is named as ‘abandonment’ style as students are
abandoned freely to represent and explain while constructing knowledge. Roberts (1996)
explains:
Yet another reconfiguration is used to represent a teaching style in which the teacher’s
prerogative and responsibility to stand for and coach students about the reason behind
acceptance of representation and explanation are insufficiently recognised. (p. 425)
The interaction and discussion is limited to the ideas of student’s experiences,
teacher’s expertise and understanding of the domain is no longer present in this style.
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After discussing the different learning theories of learning and style of teaching in
relation to the effective student learning, it is important to review the three major dimensions
of curriculum. The next section outlines the different phases of curriculum and the factors
that impact on curriculum implementation and enactment.

2.9 Intended, implemented and attained curriculum
There are categorically three dimensions of curriculum in the education system:
intended, implemented and attained (Valverde, 2003). The intended curriculum is observed in
national policies and formal official documents that reflects the social, educational and
political aspirations of the nation outlining the educational objectives. The curriculum that
goes into execution at the level of the classroom activities and teacher is taken as the
implemented curriculum, it creates the link between objectives and reality. Mostly the
textbooks and other required resources link those set objectives and the real classroom
situation (Schmidt & Richard, 2006). Likewise, the attained curriculum refers to the
knowledge and skills received by the students.

The curriculum is always a central point in education as it demands the major key
elements in the process. They are: aims or statements of intent, teaching and learning
strategies, methods for assessment and evaluation processes (Prideaux, 2003). These
elements are interrelated, when one element is changed that certainly results in change in
other elements. Prideaux (2003, p. 268) noted ‘A curriculum is the result of human agency. It
is underpinned by a set of values and beliefs about what students should know and how they
come to know it.’ Hence, it cannot be expected that uniformity in delivery of the curriculum
as the consistency of the intended curriculum, the implemented curriculum and the attained
curriculum depends of the value judgement of teachers and administrators and other factors
like local situation and institutional constraints (Benavot & Resh, 2003). The following
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diagram illustrates the three different levels of a curriculum and their interconnections
(Prideaux, 2003).

The intended curriculum



What is intended by the designers?

The implemented curriculum



What is organised by the administrators?
 What is taught by the teachers?

The attained curriculum



What is learned by the students?

Figure 2.1: Different dimensions of curriculum
Hence, it can be argued that there are different factors that affect different levels of
the curriculum.

There is an intricate and complex relationship between the intended, the implemented
and the attained curriculum (Akker & Kuiper, 1993; Kurz, Elliot, Wehby & Smithson; 2010;
Prideaux, 2003 & Valverde, 2003). The national school curriculum of a country reflects
national aspirations in respect to a country’s educational aims and objectives. The aims of
education outline the intentions that contribute to formulate the policies, ultimately providing
guidelines for implementation (Schmidt & McKnight, 1995). The intended curriculum
provides the over-arching design setting out what to teach in the classrooms. However, there
is no guarantee of attaining the goals of the intended curriculum due to various intervening
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factors in the process of implementation (Valverde, Leonard, Houang, Schmidt & Wolfe,
2002). In relation to the influence of the curriculum on the quality of student learning, Giroux
and Purpel (1983, p. 106) argue that ‘any curriculum designed to introduce positive changes
in the classrooms will fail unless such a proposal is rooted in an understanding of those sociopolitical forces that strongly impact the very texture of day-to-day classroom pedagogical
practices.’ This observation implies that curriculum design is anticipated to include the key
stakeholders’ voices, their need and concerns which can enhance the enthusiasm of both
learners and teachers (Britzman, 1989; Cimbricz, 2002). This argument suggests that the
social context plays a crucial role in implementing the curriculum.

Curriculum documents contain divergent meanings, contradictions and structured
omissions, so that different effects are produced on different readers. Trowler (2003) drew
attention to a muddling through process as policy works its way through contestation and
compromise at each level of interpretation and implementation. Policy is also characterised
by a ‘lossy’ transmission within schools as it is digested by leadership and teachers.
Teachers’ beliefs, value judgements, choice of teaching strategies, available resources, their
experience and qualification also influence the implementation of the curriculum (Coburn,
2006; Ma, Lam & Wong, 2006; Schmidt & Knight, 1995; Valverde, 2004).

There are various additional factors that can pose serious challenges to effectively
enacting the curriculum. These include: budget, resources, facilities, staff, students, local
context, expectation of society, international trend etc. will have some impacts on different
phases of curriculum (Prideaux, 2007). Such factors cannot be undervalued in the process of
curriculum development. The effectiveness of a curriculum depends on the factors mentioned
above.
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Classrooms these days challenge the conventional teacher-centred curriculum to meet
the needs of students coming from diverse social and cultural background. In teacher-centred
approaches to learning, the teacher is expected to be the main source of knowledge whereas
students are considered the receivers (Loyens & Rikers, 2011). Contrary to this belief, in
student-centred approaches to learning, students are considered to take major responsibility
for learning and exhibit a greater activity (Cannon & Newble, 2000).Thus, educationists
insist upon learner centred approaches within the curriculum because in the learner centred
approach, the curriculum is developed in a way that it is appropriate for the learners and it
encompasses the learning strategies that meet the needs of the learners. The developers of
curricula are aware that teachers help students attain the learning objectives and they are
provided with required experiences for their professional growth (Brown, 2003).

Nepal has a centralised mechanism that defines the curriculum and which publishes
the official textbooks to be used at schools. The same school curriculum and textbooks are
used throughout the country regardless of the various geographical, cultural and competence
level differences. Diversity has not been properly acknowledged in the process of curriculum
development and delivery. There has been no study conducted regarding the suitability of the
curriculum and its interconnections to academic achievement and about how consistent and
congruent the different dimensions of the curriculum are.

The mismatch between the intended curriculum and attained curriculum is reflected in
the standardised results of Secondary Education Examinations. Schmidt and Richard (2006)
argue that consistency between the intended curriculum and its implementation is not always
influenced by the centralised system, it depends on various factors, most important of all, the
agencies who are accountable for the implementation of it and their decision making patterns.
Local situations and institutional constraints influence the consistency between intended and
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implemented curriculum (Benavot & Resh, 2003). Hence, the curriculum is expected to
acknowledge the diversity for the effective implementation and for the better attainment of
the goals of curriculum (Richards, Brown & Forde, 2007).

The literature reviewed above provides a clear justification for the study. The
following section discusses the different factors that affect curriculum implementation.

2.10 Factors affecting the curriculum
There are multiple factors that can influence curriculum implementation. Little has
been studied in reference to the impact of curriculum implementation. Hence, this study
intended to examine the issues associated with the different modes of school curriculum.
Research conducted in Primary and Secondary schools in Hong Kong by Cheung and Wong
(2012) suggested that teachers’ heavy workloads, learning diversity in the class and teachers’
inadequate understanding in relation around curriculum reform can be major factors that
impact on curriculum implementation. Similarly, the research conducted in Taiwan analysed
the gaps between the perceptions of teachers and students in relation to the curriculum
contents, learning activities and teaching strategies adopted. The results shows that there is a
significant gap between the curriculum reform policy and curriculum implementation.
Teachers face practical problems in reference to the relevance of the curriculum contents,
appropriate learning activities and suitable teaching methods for execution (Lin, Tsai & Kao,
2015).

Teachers make professional choices around curriculum implementation. The
modification depends on the teachers’ personal as well as professional competence and it
equally depends on students’ level of understanding. Research on curriculum fidelity in
Turkey demonstrated various factors that impacted on curriculum implementation including
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but not limited to the characteristics of the teacher, contents of curriculum, training provided,
institutional features, social, economic, cultural and regional characteristics, a centralised
education mechanism, assessment systems and student characteristics (Bumen, Cakar, &
Yildiz 2014). Bumen, Cakar and Yildiz (2014) argued that involvement of teachers in
devising curriculum facilitated effective curriculum implementation. Their involvement not
only enhanced teacher autonomy, it equally enhanced their performances as they
comprehended the curriculum adaptation required to meet student needs and local contexts.

2.11 Conceptual and theoretical framework
Hence, the research upon which this study has drawn was guided by the conceptual
framework based on the three dimensions of curriculum: the intended curriculum, the
implemented curriculum and the attained curriculum (Akker & Kuiper, 1993; Kurz, Elliot,
Wehby & Smithson; 2010; Prideaux, 2003 & Valverde, 2003).

2.11.1 Social constructivism as an epistemological foundation for
culturally responsive curriculum and school pedagogy
Constructivism has social connections and interactions for learning as fundamental
premises. It stresses that the learners construct their own meaning and understanding through
such connections as a result of their prior knowledge and previous experiences in reference to
the new information provided to them. Such theories are also called the learner-centred
theories (Vrasidas, 2000). The major focus is always on the students rather than teachers with
special emphasis on social connections, interactions and the perceptions of the students. The
focus is more on knowledge construction rather than a mere teaching (Henson, 2003). When
students representing different ethnic and indigenous communities attend school, their
interactions with their colleagues regarding the new information based on their past
experiences will help in understanding the phenomenon. Hence, knowledge is constructed
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through social connections and interactions. According to Dewey (cited in Henson, 2003), a
learner would fully develop to the optimum level of his/her potential only if s/he gets to learn
in a social setting.

Therefore, social constructivism has an epistemological foundation of teaching and
learning that has a special focus that teachers regard and acknowledge what the student
already knows about the domain being studied and his or her way of representing and
explaining the related phenomena. Students’ explanation and representations are given due
regard by the teachers. Learning is a kind of collaborative task that is the result of the
interaction between teacher and student. The student receives ample opportunities to compare
and contrast their own prior knowledge with new knowledge introduced to them by the
teacher whilst developing his or her understanding of the domain (Roberts, 1996).

Socio-constructivism has been recognised as an important and intriguing learning
theory (Sullivan, 2011). Social constructivism incorporates collaboration and social
interaction that are the effective methods of teaching as all students can learn in this process.
Social interaction is an indispensable part of learning. The foundation of social
constructivism is based on the interactions among students along with their personal critical
thinking process. (Powell & Kalina, 2009). Wertsch (1991) stated that socio-constructivism
has the basic assumption that learners are always situated in and constituted by the social and
cultural contexts in which they find themselves.
Adams (2000) argued that ‘social constructivist epistemology locates knowledge, not
as an objective, context-devoid discovery, but rather as a contextually-driven intrapersonal
creation.’ So, learning is a subjective experience that takes place in the social and cultural
contexts. Social constructivism is best exemplified in the idea of the Trialogue (Roberts,
1996) that facilitates a social constructivist approach.
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In reshaping the curriculum, social constructivism challenges two basic taken-forgranted ways of understanding the world. They are: western models are ‘correct and proper’
and indigenous models and practices are less efficacious and less effective (Flintoff & Rivers,
2013). Social constructivism gives central importance to social factors and has a notion that
learning occurs through social interactions which enable the learner to construct a shared
knowledge with others in social environments (Shotter, 1995). Social constructivism
recommends that students with diverse cultural and social background might perceive and
think in a different way even when they face the same problem (Wertsch & Toma, 1995).
Thus, this study placed a prime importance upon social constructivism as a basis for the
curriculum development and implementation to incorporate the diverse needs of the learners
and to examine their influence on effective learning and school retention because a
constructivist curriculum inspires the students to use what they know to interpret new
information and construct new knowledge that is linked with their activities (Henderson,
1996; Lambert et al., 2002). Drawing upon this notion, this project intended to introduce
student generated representations, a relatively new curriculum implementation strategy in the
Nepalese context, which allows learners to use their own explanations and the
representations. In this approach, teachers also play a significant role in implementing the
curricular innovation.
In relation to socio-cultural perspectives of learning, Vygotsky (1978) outlined three
key themes. The first domain placed importance on multicultural classrooms that are
considered as a social environment for cognitive development. The next domain of
Vygotsky’s theory was learning from peers and adults who are more knowledgeable. The
third domain was famously designated as the Zone of Proximal Development that delineates
the gap between learner’s individual ability to solve any problem in an independent and
learner’s ability to perform any task under the guidance of adults and more knowledgeable
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peers (Brown & Ferrara, 1985). Vygotsky (1978) suggested that learners’ potential
development was supported through problem solving under adult guidance (teachers or
seniors) or working in collaboration with more capable peers. Student generated
representations adopted in this project were grounded in group work and peer activities which
allowed students to learn not only from an adult (the teacher) but also from their peers. When
students actively participate in constructing knowledge, getting involved in the activities,
they develop an understanding of using local resources in the process of learning (Moll,
1992). The main essence of Vygotsky’s sociocultural theory embraced the idea that learners’
higher mental functions begin on the social plane where the learners participate in activities
that enables the individuals to internalise the patterns of those activities (Johnson, 2004).
A constructivist approach in classrooms allows learners to research, discuss and
explain, present what they have explored, gain feedback from others and apply their new
knowledge (Bevevino, Dengel, & Adams, 1999). Such an approach allows learners to
internalise the subject matter that is more personally relevant prompting a deeper and more
meaningful learning (Bevevino et al., 1999). A social constructivist approach lays important
focus on social factors; the learner interacts with peers in the process of constructing a shared
knowledge within a social environment (Shotter, 1995). This study drew upon social
constructivist theory allowed students to develop appropriate representations while learning.

Therefore, based on the idea of Roberts (1996), the different phases of curriculum and
teaching and learning are based on trident interactions: students, teachers and the domain.
Thus, different phases of curriculum and their impacts on teaching and learning needed to be
investigated on the basis of the impacts of students’ representation, relevance of traditional
knowledge in curriculum and the consistency between intended and attained curriculum.
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The literature review presents the interconnections how different factors play an
important role in curriculum implementation. How teachers perceive the intended curriculum
determines their interpretation. Teachers’ knowledge, their values and beliefs, learners’ social
and cultural context and the intended policy each influence curriculum, teaching and learning.
After carefully reviewing the relevant literature on the curriculum and teaching and learning,
the study was guided by the conceptual framework based on the three dimensions of
curriculum, the intended curriculum, the implemented curriculum and the attained curriculum
(Akker & Kuiper, 1993; Kurz, Elliot, Wehby & Smithson; 2010; Prideaux, 2003 & Valverde,
2003) which is underpinned further by Trialogue of Roberts (1996) together with IF-SO
adaptation of Waldrip et al. (2010) that identifies the intricate connections to the student
representations and explanations and their understanding about the domain. Specifically, the
study placed more emphasis on the implementation of the curriculum.

2.12 Chapter summary
The chapter has positioned the background of the study reviewing the relevant
literature on the three dimensions of curriculum, and different teaching styles in relation to
students’ representations along with the Nepalese educational context providing the
conceptual framework. To conclude, the theoretical emphasis of this study is outlined by the
Roberts’ (1996) Trialogue model of pedagogy later adapted by Waldrip et al. (2010) as an IFSO framework. As the name suggests Trialogue is a three-way dialogue among teacher,
student and a domain in relation to the classroom interaction. In the Trialogue model, as
illustrated in Figure 2.3, there are five key components and their relationships. They are:
students, a teacher, a domain, an observation, a representation and an explanation of the
representation. On the epistemological ground, which is based on the idea of social
constructivism, in this style of teaching, student’s choice is respected and a student’s prior
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knowledge is acknowledged (Roberts, 1996). There are various interpretations based on this
theoretical underpinnings. A recent one is an IF-SO framework developed by Waldrip, Prain
and Carolan (2010) that entails identifying key concepts, focusing on form and function,
sequencing and ongoing assessment (pp. 75-76). Fig. 7 gives the clear picture of the
relationships of the key components of the Trialogue model (Roberts, 1996, p. 423).

Domain

R/E

(INFORMATION
PROCESSING)

R/E
O

O

Student

Teacher

O, R/E

O = Observation(s); R/E = Representation and/or Explanation
Figure 2.2: Trialogue model
In a Trialogue model; students, under the proper guidance and support from teachers,
generate their own representations to express their ideas explaining observations. They
compare their self-generated representations with their peers and also with the presentations
of teachers’ understanding of the domain. Teachers facilitate and negotiate in constructing the
meaning of those representations. The arrows indicate accepted wisdom of representations
between teachers and students and triangular communication as a part of information
processing (Waldrip et al., 2010).

Despite the growing interest in the curriculum and its influence on learning
specifically about student-centred approaches to teaching and learning, very little has been
researched and published in the Nepalese context. This study, therefore, attempted to address
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this knowledge gap, as the study was based on the poorly resourced Nepalese classrooms and
the school curriculum of Nepal and its relationship with learning outcomes and school
retention.

Other relevant scholarly and professional literature are discussed in the findings and
discussion chapters wherever appropriate in the context. The next chapter discusses the
research methodology employed in this study based on the literature reviewed in this chapter.
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This chapter explains the research design and research methodology employed in this
study based on the research questions that were adopted to guide this research. The main aim
of this research project was to investigate the perceptions of key stakeholders about the
school curriculum in relation to teaching and learning in public secondary schools in Nepal.
The focus was on the different components of existing school curriculum and what factors
influenced this focus. Thus, this chapter begins with a discussion about mixed-methods as an
emerging research methodology especially in social science research which embraces both
quantitative and qualitative research methods. This chapter also discusses the paradigm shifts
in research methodologies and different perspectives emerging in the field of research that are
relevant to this particular study.

3.1 An overview of paradigms
Methodology not only provides justification for the methods of a research project but
also outlines the theoretical and philosophical foundation for those methods (Gray, 2014).
Methods are ‘techniques for gathering evidence’ (Harding, 1987, p. 2) or ‘procedures, tools
and techniques’ of research (Schwandt, 2001, p. 158).

Quantitative research was dominant in the early Twentieth Century which was guided
by the positivist philosophy (Tashakkori & Teddlie, 1998). Later in 1960s, positivist
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approaches in research received several criticisms and post-positivism became dominant
(Tashakkori & Teddlie, 1998). Positivist methods in research were usually quantitative in
nature. However, post-positivist perspectives recognised that research was also influenced by
values and the reality is not always certain rather it is probable (Tashakkori & Teddlie, 1998).
Denzin, Lincoln and Giardina (2006) argued that mixed methods research is based on postpositivist perspectives. In the 1970s qualitative research methods became popular that were
informed by constructivist paradigms (Tashakkori & Teddlie, 1998). There were constant
debates regarding the superiority of one method to another between qualitative and
quantitative inquiries.

Eventually, there emerged a new research paradigm, mixed-methods, based on
pragmatism that subscribed to both qualitative and quantitative approaches (Creswell &
Plano Clark, 2007). Although the notion of the incompatibility of qualitative and quantitative
methods has been questioned (Teddlie & Tashakkori, 2003), many researchers, specifically
in social science, have preferred mixed methods research that is based on the research
problem without having any bias in reference to philosophical underpinning and research
paradigms (Tashakkori & Creswell, 2007).

3.2 Mixed methods
Researchers such as Teddlie and Tashakkori (2009), Johnson and Onwuegbuzie
(2004), Tashakkori and Teddlie (1998) and Creswell (1995) believe ‘pragmatism’ as a
fundamental and informing paradigm for mixed methods research. Teddlie and Tashakkori
(2009, p.86) discuss the two major features of pragmatism: ‘the rejection of the dogmatic
either-or choice between constructivist and positivist paradigms and the search for practical
answers to questions that intrigue the researcher.’ Hence, a mixed methods approach
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embraces the strengths and attributes of each paradigm based on the research questions and
the real-world circumstances (Teddlie & Tashakkori, 2009).

Approaches of mixed methods can provide helpful insights addressing the limitations
of using a singular method. It encompasses integrative interpretation of the findings derived
from both the qualitative and quantitative approaches used in investigation (Creswell, 2009;
Teddlie & Tashakkori, 2003; Venkatesh, Brown & Bala, 2013). Teddlie and Tashakkori
(2009) emphasise two specific features of pragmatism. Firstly, it sidesteps the dogmatic
debate between two paradigms: constructivist and positivist. Secondly, it offers opportunities
to look for practical answers to the questions that trigger the researchers’ interest. The
appropriate mixed-methods approach emerges from the research questions and the practical
settings.

Mixed methods studies are those that combine the qualitative and quantitative
approaches into the research methodology of a single study or phased study (Tashakkori &
Teddlie, 1998). Quantitative and qualitative research approaches are mixed together to
understand and validate the findings of the study (Johnson, Onwuegbuzie & Turner, 2007).
The integration of both quantitative and qualitative data might take place in various stages
during the research process such as during data collection or while analysing and interpreting
data (Zhang & Wantanabe-Galloway, 2014).

Many recent discussions and arguments in relation to opting for mixed methods
research include the definition provided by Johnson et al. (2007, p. 129). According to them,
mixed methods research is:

an intellectual and practical synthesis based on qualitative and quantitative research; it
is the third methodological or research paradigm (along with qualitative and
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quantitative research) . . . Mixed research is the research paradigm that (a) partners
with the philosophy of pragmatism in one of its forms (left, right, middle); (b) follows
the logic of mixed methods research (including the logic of fundamental principle and
any other useful logics imported from qualitative or quantitative research that are
helpful for producing defensible and useable research findings); (c) relies on
qualitative and quantitative viewpoints, data collection, analysis, and inference
techniques combined according to the logic of mixed methods research to address
one’s research question(s); and (d) is cognizant, appreciative, and inclusive of local
and broader sociopolitical realities, resources, and needs.

The rationale for using mixed methods in this study was to combine both qualitative
and quantitative approaches that provided a more rigorous analysis of narrative and numeric
data (Wise, 2014). When appropriately used mixed methods integrates narrative and numeric
data into a singular thematic and statistical analysis and interpretation (Tashakkori &
Creswell, 2007). Combining realistic subjectivity of qualitative methods and objectivity of
quantitative methods allowed this empirical study wider contextual contents to build an
interpretation of the phenomena (Sarantakos, 2013).

Thus, use of mixed methods was based on the research questions devised for the
investigation of this study. Collins, Onwuegbuzie and Sutton (2006) provided four rationales
for adopting mixed methods in research: participant enrichment, instrument fidelity,
treatment integrity, and significance enhancement which this study has embraced.

3.3 Research questions
There is a limited or no research conducted in relation to school curriculum and its
influence on student learning in the Nepalese context. Hence, the discussion above in relation

60

Chapter 3

Methodology

to the use of mixed methods in educational research revealed that opting for a mixed methods
approach would be suitable for investigating the research gap explained in Chapter Two
within which this study is based upon. The methods chosen for collecting and analysing data
that are described later in this chapter complement each other. The use of both quantitative
and qualitative approaches in data collection and data analysis was to ensure high-quality
interpretations to be made.

Research question: To what extent does the curriculum influence teaching and learning
in Nepal?

To examine the principal research question, three subsidiary questions were formulated
for investigation.

1. To what extent do key stakeholders perceive that the curriculum can improve learning
and school retention?
2. What are the perceptions of students and teachers about teaching-learning activities
and curriculum adopted in school?
3. How do students experience the implemented curriculum?

These three subsidiary questions were intended to reinforce the principal research
questions. These questions are aligned to the conceptual framework employed in the study
which is based on the three different dimensions of curriculum (see Chapter 2, Figure 2.1).
The first subsidiary question was expected to illuminate the intended school curriculum
bringing the insights of key stakeholders of curriculum in relation to learning outcomes and
school retention on which the study was based on. The second sub-question was primarily
driven to investigate the attitudes and perceptions of teachers and students about school
curriculum and pedagogy. It was grounded on the implemented curriculum. The third sub-
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question was envisioned to bring insights pertaining to the attained curriculum. It intended to
investigate how students experienced the implemented curriculum. Eventually, this question
intended to investigate how a more representational curriculum implementation as a
pedagogical and assessment strategy would impact on student learning drawing empirical
evidence from the classroom setting. Each subsidiary question addresses a dimension of
curriculum explained later in this chapter in the conceptual framework of this study.
However, the study has positioned its major focus on the implemented curriculum in relation
to student learning.
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The following diagram provides an overview of the research design chosen for the study.

Investigate the school curriculum in relation
to teaching and learning in public secondary
schools in Nepal and to explore the
perceptions of the stakeholders of education
about teaching and learning activities and
school curriculum in reference to learning
outcomes and school retention.

Study Design
(Concurrent Mixed Methods Design)

Qualitative Measures

Quantitative Measures

Interviews / Focus Group
Discussions (Curriculum
experts, School
Principals, Teachers,
Students and Parents
Parents)

Surveys (Teachers and
Students)

Validate and Analyse the
Findings

Validate and Analyse the
Findings

Discussion

Figure 3.1: Research design
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Figure 3.1 illustrates the research design, methods employed in this study and the
research procedures.

The following table (adapted from Venkatesh et al., 2013) gives the rationale and
brief overview of mixed methods adopted in this study.

Table 3.1 Rationale for opting for mixed methods in this study
Properties of mixed
methods
Research questions

Paradigmatic perspectives

Epistemological
perspective

Why to use mixed
methods (rationales)

Priority

Mixing strategies

Descriptions
Research questions chosen were not separate quantitative or
qualitative questions, rather the questions reflected the
procedures and the content (Creswell, 2009).
The research followed the pragmatic paradigm that considers
real effects and practical consequences as the vital elements of
meaning and truth. Pragmatic paradigms denies an obligatory
choice between existing paradigms in relation to logic,
ontology and epistemology (Venkatesh, et al., 2013; Tashakkori
& Teddlie, 1998; Johnson & Onwuegbuzie, 2004 & Morgan,
2007).
The research adopted the single paradigm stance. Qualitative
and quantitative studies are in the same paradigms.
The purpose of using the mixed methods research was to
elaborate, illustrate, enhance and clarify the findings of one
method with the findings of another method. The purpose was
complementarity (Creswell, 2003; Tashakkori & Teddlie, 2003;
Venkatesh et al., 2013). The rationale of adopting the mixed
methods was for: participant enrichment, instrument fidelity,
treatment integrity, and significance enhancement (Collins et
al., 2006).
The study was qualitative dominant in nature. The mixed
methods research that was based on a qualitative research
process, however, the addition of quantitative approaches and
data were to complement and strengthen the findings enhancing
the analysis and interpretation of the results (Johnson et al.,
2007).
The research was designed with multilevel use of approaches
(Johnson et al., 2007).
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Time orientation
(data collection and
analysis)

Both qualitative and quantitative data were gathered
concurrently. During the analysis, both quantitative and
qualitative data were converged to provide comprehensive
analysis of the research problem which was based on
concurrent triangulation (Creswell, 2003 & Tashakkori &
Teddlie, 1998).

Inference quality

The inference quality depended on multiple validities discussed
in relation to quantitative and qualitative components of the
research complementing each other (Onwuegbuzie & Johnson,
2006).

Design strategies

The study intended to find the answer to the chosen research
questions consequently, it was an exploratory investigation.

Sampling designs

The design involved a concurrent design in which the research
participants for the qualitative data (interviews and focus group
discussions) were chosen from the respondents who took part in
the quantitative surveys.

Types of reasoning

The theoretical reasoning adopted in the study was inductive
reasoning (Morse, 2003).

Arising out of the research questions, this research adopted both qualitative and
quantitative research methods, popularly known as the mixed research methods (Cresswell &
Plano Clark, 2007). Qualitative and quantitative methods were chosen in relation to the
requirements of the data as per the need of the research questions rather than the conventional
division of quantitative and qualitative research methods. The mixed methods used in this
study was to deal on the varied groups of data collection and interpretation (Bergman, 2008).
Hence, the methodology was comprised of interviews, focus group discussions, surveys and
classroom observation. The collected data, both quantitative and qualitative, were
simultaneously analysed to draw conclusions. In general, within qualitative research, the data
is in text form rather than numerical. Qualitative research examines those data in their textual
form rather than converting them to numbers for analysis aiming to understand the meaning
of human action (Schwandt, 2001). Thus, consistent with the requirements of the principal
research question that demanded qualitative data to capture the lived experience of the key
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stakeholders such as students, teachers, school principals, curriculum experts and parents
participant; face-to-face interviews and focus group interviews were conducted (Daaleman,
Kuchelman-Cobb & Frey, 2001). Such qualitative approaches were used to understand the
subjective experiences, individual perceptions, attitudes, and contextual experience of a
phenomenon (Stuckey, 2013).

Table 3.2 Summary of the research methods employed in the study
Research Questions

Methods of
data
collection

Participants

Analysis

Focus

1. To what extent do key
stakeholders perceive that
the curriculum can
improve learning and
school retention?

Interviews,
focus group
interviews

Thematic data
analysis, crosscase analysis,
triangulation

Intended
curriculum

2. What are the perceptions
of students and teachers
about teaching and
learning activities and
curriculum adopted in
school?

Surveys,
focus group
interviews

Curriculum
experts,
school
principals,
teachers,
students and
parents
Students
and teachers

Implemented
curriculum

3. How do students
experience the
implemented curriculum?

Interviews,
focus group
discussions,
classroom
observation,
student
artefacts

Interpretative
and quantitative
data analysis
concurrently,
cross-case
analysis,
triangulation
Interpretative
and artefact
analysis, crosscase analysis,
triangulation

To what extent does the
curriculum influence teaching
and learning in Nepal?

Students,
teachers,
school
principals,
curriculum
experts

Attained
curriculum

In this study, the objective was to investigate the perceived effects of the school
curriculum and upon teachers and students and to unpack implementation issues in relation to
the curriculum and teaching and learning and their possible connections to multi-cultural
contexts from the perspectives of the people concerned. The study intended to observe how
the stakeholders made meaning out of their experiences they had. However, to explore the
students’ representation and engagement in learning and teachers’ and students’ perceptions
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on teaching and learning activities and the existing adopted school curriculum, quantitative
data were collected through surveys. A student-survey instrument containing 17 items was
developed on the basis of the literature review to investigate the perceptions of students of
teaching-learning activities and the school curriculum. Similarly, a teacher-survey instrument
containing 29 items was developed to examine the same issues mentioned earlier. Literature
reviewed in Chapter 2 showed that student engagement, school resources, pedagogies and
assessment techniques and teachers’ support can greatly influence student learning. Thus, the
statements in the survey mainly focused on exploring the perceptions of students and teachers
pertaining to their emotional and behavioural engagement. Similarly, the survey mainly
focused upon the opportunities students receive in the classroom activities related to their
own explanations and representations in curriculum implementation.

The data were collected and analysed by determining the means, standard deviation
and reliabilities of each scale in the questionnaire. Frequency distribution of the responses
was used while analysing and interpreting the results of the surveys. This quantitative data
complemented and supported the qualitative data analysis providing a basis and guide for
analysis of the interviews and focus group discussions.

Since this research entailed multiple perceptions and diverse perspectives and
opinions, a mixed method approach contributed to the better analysis and interpretation of the
collected data. Using mixed methods permitted the researcher to look at an issue from
different perspectives that helped in complete investigation of the issue. This study used the
strengths of mixed methods by using both quantitative and qualitative data to bring in the
clearer picture of curriculum and teaching and learning in Nepal from the perspectives of
students, teachers, schools Principals, parents and curriculum developers.
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3.4 Description of methods, sample, recruitment of participants and
data collection
The following table provides a brief overview of the research participants, research
location, samples and methods adopted in the study.

Table 3.3 Brief overview of research participants and samples
Research
participants

Methods

No. of
participants

Place

Students

3 Focus group interviews
in 3 different districts
(qualitative data)

3 X 9 = 27

Parbat, Chitwan, Myagdi

Teachers

3 Focus group interviews
in 3 different districts
(qualitative data)

3 X 9 = 27

Parbat, Chitwan, Myagdi

School principals

Interviews (qualitative
data)

3

Parbat, Chitwan, Myagdi

Parents

Interviews (qualitative
data)

2 X3=6

Parbat, Chitwan, Myagdi

Curriculum Experts Interviews (qualitative
data)

2

Curriculum
Development Centre,
Kathmandu

Students

Survey (quantitative data)

276

Parbat, Chitwan, Myagdi

Teachers

Survey (quantitative data)

41

Parbat, Chitwan, Myagdi

Students/Teacher

Classroom observation
(qualitative data)

46 + 1 = 47

Chitwan

In attempting to address the principal research question, the opinions of the
curriculum developers and other major stakeholders of curriculum were obtained through
interviews. School principals, high school teachers and parents were also the research
participants of this study. Interviews explored the reasons research participants had for their
views and provided a richness that surveys would have struggled to provide.
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Each school was chosen from three different districts of Nepal: Parbat, Chitwan and
Myagdi that represent geographical and cultural diversity within Nepal. The sample included
students from Tharu (known for their indigenous knowledge on art and painting), Magar (one
of the dominant ethnic groups) and Pariyar communities (one of the most underprivileged
caste groups of Nepal treated as untouchables by so-called higher caste people, Pariyars are
well-known for the indigenous music that is popular across the nation). From each school,
teachers teaching in the secondary level, nine students studying in secondary level, a school
principal and two parents from each school and two curriculum developers were chosen for
the proposed research. There were altogether 65 research participants in this study. The
interviews, focus group discussions and observations were audio-recorded. The sampling was
undertaken purposively based upon the research questions as sampling was aimed at the
insights regarding the research questions not always necessarily to be generalised to a larger
population (Patton, 2002). The intention of purposive sampling was to include the samples
that would help to address the research questions (Teddlie & Yu, 2007). The schools where
there was significant presence of students from Tharu, Magar and Pariyar communities were
chosen. The schools and research participants were chosen to represent the diversity of
Nepal.

To collect the data, different forms of semi-structured interviews were conducted with
the major stakeholders of education to uncover their perceptions, meanings, understandings
and aspirations in reference to the school curriculum and teaching-learning with a
consideration to students’ representations and school retention. Hence, rapport building and
trust were the vital issues in the process of data collection (Manning, 1992). Interviews are
often used to find out the opinions and individual perceptions of students and teachers
(Savenye & Robinson, 2005). Data collection entailed a long attachment and engagement
with the research participants in the natural setting to keep record of why, where, when and
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how learning occurred (Kawulich, 2005; Borg & Gall, 1989). To explore the views of the
people from the community, it was important to follow the standards that were culturally
relevant which included modes of initial contact, ownership of knowledge, prolonged
engagement, persistent observation and member checks (Waldrip & Taylor, 2010).

Parents were also interviewed to uncover their expectations and their experiences
pertaining to teaching-learning activities and the school curriculum. To explore the
perceptions of students’ engagement and their representations in reference to their
understanding, a survey was conducted followed by the classroom observation and interview.
To discover the perceptions and opinions of teachers about the curriculum and its
interconnections with teaching and learning, a survey was conducted followed by focus group
discussions. It can help participants to share their experiences and viewpoints in a group. The
responses were focused on the research questions that were facilitated by the researcher
(Morgan, 1997). The surveys were conducted among the students of the chosen schools
studying in secondary level and all the teachers of those selected schools took part in the
surveys.

A focus group discussion is a group interview that has an explicit group interaction.
This method of data collection provides opportunities for the members to ask questions, share
their stories, and comment on others’ lived experiences and perspectives. A focus group
discussion is useful and effective not only to explore knowledge and experiences of the
research participants, it equally supports to investigate what the participants think, how they
think and above all, why they think (Kitzinger, 1995). As most of the research participants
were students and would not express themselves well in one to one interviews, the idea
behind opting for this method was to create a setting for the research participants to unveil
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and clarify their perspectives, views and experiences in a way that would not be easily
possible in a one to one interview (Kitzinger, 1995).

Among various advantages of using focus group interviews Creswell (2015) outlined
two major merits, ‘Focus group interviews are advantageous when the interaction among
interviewees will likely yield the best information and when the interviewees are similar to
and cooperative with each other (p. 217)’. Focus group interviews are an appropriate method
of data collection because they provide the participants an opportunity to comment on a topic
being discussed and they were also able to respond and comment on the opinions of their
colleagues in a natural school setting. The responses made by their colleagues supported,
stimulated and encouraged them to express their perceptions, reasons and their motives
(Kervin, Villae, Herrington, & Okely, 2006; Punch, 2014). Nevertheless, there can be a few
disadvantages of using focus group interviews such as difficulty during the data transcription,
interview facilitation and control (Creswell, 2015). As the researcher was aware of these
disadvantages of focus group interviews in advance, precautions were taken to avoid any
problems that would occur.

Later, a two-week long classroom observation was carried out with a focus on
participants’ involvement to explore how they used self-generated representation as a
learning and assessment strategy in learning through reasoning. Once teacher and students
agreed to volunteer, sufficient information was provided before they enacted this
representational curriculum implementation in the classroom. Initially teacher and students
were asked to enact classroom practices in a casual manner to find out the current
understanding how teaching-learning activities take place in the classrooms. Later, they were
asked to employ student generated representations as a pedagogical strategy and were asked
to work in small groups on a unit chosen by them that ensured student representations. Major
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activities were recorded as observation notes. Students were asked to use more than two
different ways of understanding the concept being taught. They were expected to work and
learn together to discover the information. The observation was unobtrusive in its nature and
students were asked to comment on their thinking and actions about the unit being taught
during their lunch time without hampering their normal class hours. Teachers were also asked
to discuss and reflect upon the major teaching moments focusing on the student
representations and their reasoning as recorded in the observation notes. Perceptions of
students and teachers were recorded by means of field notes before, during and after the
learning activities were undertaken. The data collection was qualitative in nature to discuss,
analyse and justify various representations used in the class and their effectiveness in better
understanding of the concepts taught.

The research adopted student generated representations as a representational
curriculum implementation strategy in order to explore the impacts of this relatively new
classroom pedagogy in Nepal. Thus, classroom observation was an appropriate method to
investigate the quality of classroom activity and interactions (Shih, 2013). Adiguzel, Vannest
and Parker (2009) argue that direct observation of a behaviour is one of the most reliable,
effective and comprehensive methods for data collection. Hence, a two-week long classroom
observation was the main tool for data collection. Teaching-learning activities of Grade IX of
Social Studies were observed for two continuous weeks until the whole unit was covered.
The unit which was titled Social Evils in Nepal was chosen by the teacher and students for
the purpose of implementing a more representational curriculum. The number of the students
in the class was 46.

The following section of this chapters provides detailed information of the research
participants.
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3.4.1 Students
Students studying in secondary level who were 13-16 years of age were the research
participants of the study. They took part in a survey followed by a focus group interviews. It
is believed that at this age the children have the necessary understanding of the research
process and its consequences to give consent or reject the request of participation. The
research valued the young peoples’ opinions and views in reference to the area being studied.
Any research participant had every right of withdrawal in any point during this study with no
consequences whatsoever. This message was clearly communicated to the research
participants.

Since, there was no potential risk expected to impact negatively on any student and
the majority of parents from the targeted communities were largely illiterate, verbal consent
was sought from a parent for students’ participation in this research.

The research was examining the curriculum and its relationship with teaching and
learning. Asking students to justify and validate their claims through them explaining their
understanding, the study did not expose students so that they become vulnerable to untested
strategies but was aimed to allow them to display their thinking in ways that were acceptable.

The researcher obtained the approval of the school principal before visiting the school
by sending in the information sheet and consent form. After securing consent, the student
investigator negotiated with teachers, students and parents explaining the nature of the
research and their involvement in the study. They were provided with the information sheet
one week in advance to decide whether or not they agree to be the participants of the
research.
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There was no coercion or pressure to participate. Since the study aimed to bring in
insights in reference to the school curriculum and its influence on teaching and learning
situation in Nepal with a consideration to indigenous knowledge and practices, as expected,
there was no difficulty in getting the consent for participation. Interviews were audiorecorded, transcribed and translated. The data were coded and individuals anonymised. The
interviews and focus group discussions were arranged out of their regular class time without
hampering their study, they were conducted in the school premises.

3.4.1.1Gender
Altogether 276 student participants took part in survey. Among them, 82 participants
(39 girls, 43 boys) were from Parbat district, 94 participants (59 girls, 35 boys) were from
Myagdi district and 100 participants (58 girls, 42 boys) were from Chitwan district. Table 3.3
illustrates the distribution of participants on the basis of gender. Similarly, Figure 3.2 shows
the distribution of participants on the basis of study locations.

Table 3.4 Percentage of Gender for Participants in the Student Survey
Male

120

43.48%

Female

156

56.52%

The table shows that there were more female students studying in those secondary
schools from where the data was obtained. This could possibly be due to a higher female
population. Further, some well off families send their sons to private schools in the district
headquarters for their education. The national figure shows that girls comprise almost 51% in
the secondary level in Nepal (MOES, 2015).
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Figure 3.2: Distribution of student participants on the basis of gender and study locations

3.4.2 Principals and curriculum development experts
Principals and curriculum development experts were invited to be interviewed about
the impacts of curriculum on teaching and learning in Nepal with a consideration to the
traditional knowledge and skills. The interviews were based on a semi-structured set of
questions and took approximately 45 minutes. The interviews were audio recorded,
transcribed and translated.

3.4.3 Teachers
Teachers took part in a survey that took approximately 10 minutes. Later, they were
invited for focus group discussion about the impacts of curriculum on teaching and learning,
impacts of traditional knowledge on school curriculum, how they assessed students’ learning
and their perceptions on curriculum and teaching learning activities. The process took about
half an hour and all the discussions were audio recorded and subsequently transcribed and
translated. If any teacher wanted to express his/her opinion alone for any reason whatsoever,
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they were interviewed separately. Subsequently, one of the participant teachers who agreed to
be a volunteer was chosen for classroom observation for pedagogical intervention with a
focus on students’ representation as a tool for reasoning in the learning process. The teacher
was chosen from a draw among three teachers who showed interest to volunteer in the
intervention. The selected teacher was provided with all necessary information about the
nature of the intervention while implementing student generated representations and his role
in the classroom. Classroom observation was undertaken once the permission was given by
the school principal along with students being observed. The researcher observed the class
without distracting anyone in the class making notes whenever required.

There were 41 teacher participants in the survey. The demographic data are illustrated
on the basis of gender, qualification, teaching experience and age.

3.4.3.1 Gender
Table 3.5 Percentage of Gender for Participants in the Teacher Survey
Male

36

87.80%

Female

5

12.20%

Table 3.5 shows that there were fewer female teachers employed in the sample
schools which almost represents the national figure. Only 14.1% female teachers teach at
secondary level in Nepal which is reflected in the aforementioned sample (MoE, 2015).
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3.4.3.2 Qualification of teacher participants

Figure 3.3: Qualification of teacher participants of survey
In relation to the qualifications of the teacher participants in the survey, about 32% of
them had an intermediate degree, 24% of them had bachelor’s degree, and 27% of them had
master’s degree in the disciplinary areas of their profession. About 12% of them were SLC
graduates and 5% of them had vocational education. The distribution is illustrated in Figure
3.3 above.

3.4.3.3 Teaching experience
The teaching experience of participant teachers was categorised into five different
groups: 0-5 years, 6-10 years, 11-20 years, 21-30 years and above 31 years. Teachers with
experience of 0-5 years were 8.19%, 6-10 years were 7.17%, 11-20 years were 13.32%, 2130 years 9.22 and above 31 years were 4.10%. The distribution of teaching experience of
participants is shown in Figure 3.4 through the pie chart below.
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Figure 3.4: Teaching experience of teacher participants of survey

3.4.3.4 Age
Teachers participating in survey were categorised into four different age groups:
below 25 years, 26-30 years, 31-40 years and above 40 years. Figure 3.5 illustrates the
distribution of participants on the basis of age groups. Almost 42% participants were above
40 years of age. 34% of participants were of 31-40 years of age. Similarly, the participants in
26-30 years group were 22% and only 2% of them were below 25 years of age.
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Figure 3. 5: Age of teacher participants of survey

3.4.4 Parents
Interested parents were invited with a formal letter and a verbal message from their
children to participant in the research. They were interviewed with a consideration to local
knowledge and skills and their relevance to school curriculum. The interviews were audio
recorded and later transcribed and translated. Both teachers and students were informed by a
school announcement for the opportunity to be in this research. For the parents, a message was
sent through students.
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Figure 3.6: Research methods
The choice of the districts was based on the presence of students from marginalised
communities to represent cultural diversity. Similarly, the selection of the districts and
schools were based on five different selection criteria of Spradley (1980): simplicity,
accessibility, unobtrusiveness, permissibleness and frequently occurring. As the study was
based on the school curriculum and its relationship with teaching and learning, students and
teachers needed minimal explanation and clarification about the area of study due to its
simplicity. Similarly, as the researcher worked as a school principal and a teacher for more
than a decade, putting the research participants at their ease was relatively straightforward.
The data collections methods were unobtrusive in nature and the researcher had no difficulty
securing permission from the relevant authorities during the process of data collection.

3.5 Data storage and confidentiality of research participants
After the data collection, the survey data were digitised in excel sheets. The excel
sheets, recorded interviews and focus group discussions files were uploaded to MySite, an
online document storage system for PhD students of University of Tasmania to store the data.
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Later, as per the changes in the storage system, the files were transported to OneDrive storage
of University of Tasmania allotted for PhD candidates. Transcribed data were also stored in a
personal password protected laptop provided by the university to the candidate. University of
Tasmania administered network is regularly backed up and password protected. After 5 years,
the data will be deleted. Paper transcripts will be shredded as per the provisions. All data files
were de-identified.

3.6 Development and validation of survey instruments
On the basis of the literature review, two survey instruments were formulated
(teacher-version and student version) to investigate their perceptions in relation to teachinglearning activities and school curriculum of Nepal. The major focus of the survey was to
examine the students’ engagement in the learning process, classroom pedagogies, assessment,
support, and resources. Around 35 items were devised for the teacher survey and 20 items
were formulated for the student survey. Later, the survey instruments underwent a validation
process to make sure that they would assist the researcher in investigation of the research
question. Fraenkel and Wallen (2006) explain that any relationship which is observed
between two or more variables should be clear as to what it means. Ambiguity should be
avoided to enhance internal validity. For the purpose of validation of the survey instruments,
a team of 3 school principals of highly renowned schools of Nepal went through each item
and validated 17 items for the student survey and 29 items for the teacher survey. A small
number of ambiguous, unclear or confusing items were removed from the list. Later,
refinements of the survey tool were discussed with the supervisory team in reference to the
instruments’ capability of measurement and simplicity of language used. In this way, the
instruments were devised for collecting the quantitative data from students and teachers. The
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survey instruments were translated into Nepali and were approved by the bi-lingual experts to
make sure they were appropriately conveyed the meaning the research wanted to investigate.
For the student survey, once the survey instrument was devised. It was tested for the
clarity of its language comprehension, format and content. The researcher’s niece along with
her three friends agreed after receiving consent from their parents to assist in this process of
testing the instrument who had recently joined private schools after passing their Grade VIII
from public schools. Hence, they would not be participants of this study. They were asked to
complete the survey and provide comments and feedback about the format, content and
clarity of the langue used. All of them finished the survey in the given time frame, 10
minutes, and they reported that everything was understandable.
Two separate survey instruments were devised on the basis of literature reviewed in
Chapter 2 to explore the perceptions of teachers and students in relation to classroom
pedagogy and school curriculum. There were 276 student respondents studying in secondary
level and 41 teacher respondents from three different schools across Parbat, Chitwan and
Myagdi districts of Nepal (see Appendix E for map of Nepal). The survey used a five point
Likert scale: “Almost never”, “Sometimes”, “About half of the time”, “Often” and ‘Almost
always” to determine the student engagement and participation in the learning process.
Adelson and McCoach (2010) argue that a 5 point Likert scale works well with students in
investigating their perceptions. Such responses are useful in categorising the survey data to
explore the existing pedagogical approaches used in school.
To measure the internal consistency of the survey, the reliability was tested. The most
commonly used indicators of internal consistency is Cronbach’s Alpha. Ideally, the
Cronbach’s Alpha’s coefficient of a scale should be above 0.7. The Cronbach’s Alpha of
student survey was 0.776 (all items having Cronbach’s Alpha not less than 0.7). Similarly,
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the Cronbach’s Alpha of teacher survey was 0.858 (all items having Cronbach’s Alpha not
less than 0.856). George and Mallery (20003) state that Cronbach’s coefficient Alpha value
that indicates the internal consistency above 0.7 is acceptable and more than 0.8 is really
good. Hence, the conducted surveys reported good internal consistency. The sample size for
teacher survey was too small for factor analysis. Similar was the situation for the student
survey as the item numbers were limited and did not cover many factors. Hence, the study did
not consider factor analysis.

3.6.1 Reliability of survey items
Table 3.6 Reliability of student perceptions survey
Reliability of Student Perceptions Scale – Reliability Statistics
Cronbach’s Alpha

Number of Items

.776

17

Table 3.7 Reliability of teacher perceptions survey
Reliability of Teacher Perceptions Scale – Reliability Statistics
Cronbach’s Alpha

Number of Items

.865

29

3.7 Analysis and interpretation
The collected data were analysed using the both qualitative and quantitative data
analysis approaches. The audio transcripts, field notes, observation log book were reviewed
using the deductive approach corresponding to the research questions and were interpreted to
give meanings to the findings. The analysis process included transcribing and translating data,
categorising them and drawing the conclusions to discuss the questions raised in the research
plan (Miles & Huberman, 1994).
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(Creswell & Plano Clark, 2007)

Figure 3.7: Concurrent mixed method triangulation
Document and artefact analysis was also conducted in reference to student generated
representations and assessment protocols used by the teachers. However, it was found that
there were hardly any assessment tools used by the teachers other than some written exams
and there was no provision for a student portfolio system. Thus, artefact analysis was
conducted in analysing the student generated representations. Artefacts are the things what
people make or do (Goetz & LeCompte, 1984).
The quantitative data were analysed and interpreted by determining the means, standard
deviation and reliabilities of each scale in the questionnaire (Salkind, 2004). The concurrent
mixed method triangulation design was adopted for the interpretation of the quantitative and
qualitative data.

To be specific, the survey data were entered in a spreadsheet. Later, IBM SPSS
Statistics 23 was used to calculate mean, standard deviation and to test the reliability of each
item. The measures of central tendency were calculated to examine the extent to which
teachers and students had consistent views regarding teaching-learning activities and school
curriculum adopted in classrooms. Suitable statistical illustrations such as diagrams, graphs
and table were used to demonstrate the differences and similarities in relation to the
perceptions of students and teachers about teaching-learning and school curriculum.

Qualitative data were analysed and interpreted through thematic analysis. The
interview transcripts were analysed and coded for themes for interpretation. The six phases of
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thematic process were applied: familiarising with data, generating initial codes, searching for
the themes, reviewing the themes chosen, defining and naming the themes and finally
producing the report (Braun & Clarke, 2006).

Three different forms of coding were applied: open, axial and selective (Braun &
Clarke, 2006) in the process of thematic analysis. First of all, all the interview and focus
group transcriptions were read, re-read for the purpose of interpretation to obtain their
meanings. A list of potential themes was developed. After rereading the transcriptions the
themes were finalised that represented the qualitative data obtained from the field for analysis
and interpretation. Later, sub-themes emerged from the data were categorised and placed
under the suitable themes that helped in giving meaning to the findings of the study. The
identified themes were:


Centralised education system



Social, economic and cultural diversity



Political instability



Curriculum contents and involvement of major stakeholders in curriculum
development



Teachers’ content and pedagogical knowledge and their attributes



Conventional assessment system

The themes were obtained through open coding that was later followed by axial
coding conducted manually. There were numerous comparisons made in the process of
exploring the differences and similarities in the process of the coding. In the process of
refinement of the themes selective coding was done to see if the new items from the collected
data would fit into the chosen categories. During this process of coding, themes were
validated if they supported the qualitative data gathered.
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Thematic analysis provided theoretical flexibility to derive the major themes of the
obtained qualitative data (Brauan & Clarke, 2006). The study employed a manual coding
approach to generate categories of themes and the codes. The qualitative data showed that
there were various issues that had an impact on curriculum and student learning. Having read
the interview transcripts several times, the preliminary categories and codes were recognised.
Counting and noting patterns techniques suggested by Saldana (2015) were employed in
deriving major themes that were highlighted with colour pens. Later, the codes were
categorised on the basis of their attributes and types into different groups counting the
frequency and similarities of the responses. Eventually, the finalised categorises were
grouped into different themes that reflected the insights of the research participants.

Table 3.6 illustrates how the responses of the participants were categorised into
different themes. The excerpts given in the table are indicative only to illustrate how the
themes were derived that is subsequently explained in reference to the coding of the
qualitative data.

Table 3.8 An example of how the qualitative data was managed
Themes
Centralised
education
system
(medium of
instruction,
textbooks,
assessment
mechanism,
curriculum)

Some indicative responses of the participants
When we teach about festivals, in almost every textbook irrespective of primary, lower
secondary or secondary level, they have included Dashain and Tihar as the main festivals
(followed by the dominant Brahmin community). At least they could have given us the
liberty of choosing the local festivals so that we could adjust the local context. [FGDTC]
We have failed to achieve the learning outcomes of the curriculum. We have copied the
international practices which don’t always suit to our circumstances and doesn’t yield as
per the need of our soil. [ISPP]
Contents of the curriculum are chosen looking at the situation of students from urban areas.
While choosing the contents of the curriculum students from all the regions must be taken
into consideration. [FGDTP]
There is a provision to provide primary education in their (students’) local language, but it
is not implemented at all. Students are compelled to learn in Nepali medium. [FGDTP]

Social,
economic,
cultural
diversity
(poverty,

There are various family reasons that affect our performance. Most important of all is
economic condition. Poverty is the main factor that influences our academic performance.
There are other reasons as well. For example, our society thinks girls do not need higher
education. Hence, girls are compelled to leave school even if they want to continue their
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education. Early marriage is the next factor that has some impacts on learning outcomes
and school retention. [FGDSC]
Nepal has two types of education mechanism: private schools and public schools.
Education is privatised these days and is expensive to afford for the poor ones. The rich
ones opt for private schools, children from poor families and marginalised communities
come to public schools. Government has not provided enough support to the children from
such families. The subsidies provided to students is nominal, it must be increased. Further,
children from Dalit (downtrodden community) and ethnic communities get married at an
early age. Boys feel they can join the army or go abroad for employment. Some students
leave school due to financial reasons, other leave due to peer pressure. [FGDTP]
Poverty is cross-cutting and multiple. If a child is poor, he/ she is weakened by
malnutrition. Due to malnutrition he/she becomes psychologically and physiologically
feeble. He/she has no family environment of learning, has no parental support. That
ultimately affects formal education. Lack of formal education affects his/her career. It’s
like a vicious circle. [ICE2]
One of the reasons of poor performance of students is their economic condition of the
family. For example; they get admitted to school with the intention of getting scholarship.
Once they receive the financial support, they discontinue studying. Since their first priority
is food, they begin to seek employment opportunities before they complete their education.
Education is secondary whereas life is primary. [ISPM]

Political
instability
(teachers
involvement in
politics,
political
interference in
school
management
committee and
selection and
recruitment of
teachers,
frequent strike
and other
political
movements)

Local institutions are run by the bureaucrats. It would be better if political and professional
organisations could lead it. Our local institutions have not reached to the crux. The money
is spent in trivial things rather than in holistic area. It’s better if we spend money from a
single basket. Government education is taken as free education. Money should be charged
to those who can afford and the government should give a subsidy to those who cannot. It
will be more systematic after that. [ICE1]

Curriculum
contents and
involvement of
major
stakeholders in
curriculum
development

For example, in the textbook of science in primary level there is a question ‘Where does a
fish live?’ and the answer is given ‘Fish lives in an aquarium.’ Our children understand
that fish lives in water (in a pond or in a stream or in a river), they don’t understand what
an aquarium is. This is just an example. This proves that curriculum and contents are
decided in a room without understanding the practical realities of life. This could be the
reason people demand of local curriculum these days. Curriculum is designed in a room
and executed, they (curriculum experts) don’t understand the ground realities. So, it does
not match practically with the student’s standard. [FGDTC]

The political change has also affected the curriculum, more importantly political instability
has badly hurt our education system. [FGDTM]
Frequent strikes and political movement, involvement of teachers and use of students in
political motives are the major hurdles that have impacted on delivering the curriculum.
Teachers cannot complete courses on time due to frequent strikes. Consequently, we have
not been able to achieve the set goals of secondary education. [ISPP]
Politics in almost every sector has crippled our education. It is not limited to the
involvement of teachers and students in politics, rather there is a political influence even in
the formation of school management committee and teacher selection and recruitment
process that directly affects the delivery of the curriculum. How can we ensure quality
education in such a situation? [ISPC]

When our textbooks include about our own social activities and culture, we find it
interesting to study…curriculum of school should be changed as per the demand of
time…when textbooks and curriculum are designed, they must be suitable to our standards
and age-appropriate. Language chosen in the textbooks is not appropriate to our standard,
we find it difficult. It should be linked to our daily-life situation. [FGDSC]
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We have not been able to present contents of curriculum as mentioned in the school
curriculum. What we normally do is to read out what is given in the textbook. Students
listen to what we say. Hence, we have failed to get the intended outcome… It is because
we lack adequate-infrastructures to promote ‘learning by doing.’ …I agree, in some cases,
teachers do not act responsibly. They have been using same teaching methodologies that
were in use more than a decade ago. New technologies have not been adopted at all.
[FGDTM]
When we tell them (teachers) that we could not understand the topic, they repeat the topic
but they don’t change their method of teaching. We cannot say that we dislike their
teaching methods… if they give us chance we can present on any topic, learning from
friends is easy and we can compare ourselves and learn better. [FGDSM]
Teaching methods are properly described in the curriculum, however, teachers do not
follow the methods prescribed, they use their own conventional ways of disseminating
knowledge and skills. Additional budget has been allocated so that schools will be able to
buy teacher’s guidelines and other necessary reference materials. Nevertheless, that budget
is not utilised properly. Teachers have been teaching traditionally, exactly the same way
they were taught by their teachers. Improvement is hindered because of this. [ICE1]

Conventional
assessment
system

Our system gives more priority to written examination and hierarchical classification. Only
figures cannot determine ‘learnt’ and ‘not learnt’ rather this should be associated with real
learning. For that, we have not been able to promote new assessment system in spite of
having a mechanism for that. [ICE2]
Standardised tests like District Level Examinations (DLE) and School Leaving Certificate
Examination (SLC) are totally based on written exams. Moreover, evaluation of a school is
merely based on the SLC result and the percentage the students secure. Since the
examination system itself isn’t transparent, we can’t be confident in this regard either. In
my opinion, evaluation is not appropriate here. It’s the weakest aspect of Nepalese
education system. [FGDTM]

The transcribed data were reviewed and cross-checked for the clarity of the themes
which emerged. The data were analysed qualitatively through coding and categorising them
into different themes. Cross-case analysis and triangulation process were adopted to enhance
the credibility of the findings (Berg, 2004; Miles, Huberman & Saldana, 2014). The
acronyms have been used in the square brackets while illustrating the indicative findings:
type of interview (FGD=focus group discussion, I=interview), participant (SP=School
Principal, CE=Curriculum Expert, S=Students and T=Teachers) and location (C=Chitwan,
P=Parbat and M=Myagdi). Similarly, the responses were coded as CON (classroom
observation note) followed by a number (1, 2, 3 and so on) and PCOI (post classroom
observation interview) followed by the participant (T=Teacher, S=Student).
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3.8 Ethical considerations
The ethical approval was obtained for this research as it required the involvement of
students and their parents, teachers, school principals and curriculum developers as research
participants. Hence, ethical approval guidelines developed by the research committee of the
University of Tasmania were earnestly considered and applied before getting into process of
data collection.
Confidentiality of research participants was maintained throughout. The names of the
participants and schools were kept confidential. Any data that would help identify the
participants were not included in this study. Each participant was provided with an
information sheet prepared focusing to the particular group of participants (three were five
different information sheets prepared separately using the suitable language and expectations
of their involvement in the study). Written informed consent was sought from each individual
participant before they were involved in the study.

The study obtained the ethical approval from the Tasmania Social Sciences Human
Research Ethics Committee on November 24, 2015 (Ethics Ref: H0015240, see attachment
Appendix A).

3.9 Limitations of the study
Although the study discusses the school curriculum of Nepal in general, this research
is limited to public schools. The study samples do not represent any private schools in Nepal.
Further, the study is not focused to a particular subject rather it discusses high school
curriculum in generic sense and investigates the factors that influence curriculum and school
pedagogy. Due to the political disturbance in the Terai region of Nepal during the data
collection period, the obtained data does not include representation of any Terai-based
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schools. The study provides insights in relation to the school curriculum and its relationship
with teaching and learning in Nepal. It does not attempt to make any inferences to the general
population since the study is exploratory in nature. Although the insights gleaned from this
study may inform broader approaches to research in Nepal and more widely, its findings
should be interpreted in by reference to context rather than be generalised.

3.10 Chapter summary
This chapter presented the research methods employed in this study to investigate the
school curriculum in relation to its relationship with teaching and learning in public
secondary schools in Nepal. The study adopted a mixed methods that was qualitativedominant in nature in an attempt to answer the formulated research questions.
The quantitative data were obtained from survey questionnaire based on the five point
Likert scale to examine the attitudes and perceptions of students and teachers in relation to
school pedagogy and curriculum. The qualitative data were gathered through focus groups
discussions and face-to-face interviews with the key stakeholders of curriculum to gain a
deeper understanding about the school curriculum and its influence on student learning.
Classroom observation was conducted to examine the impact of student generated
representation as a representational curriculum implementation strategy that was followed by
post classroom observation interviews with students and teacher.
The next three chapter; Chapter 4, Chapter 5 and Chapter 6; present an analysis of the
findings in relation to the adopted research questions with a rigorous discussion citing
references from relevant scholarly literature.
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Chapter 4

Finding and Discussion
Section A:
Curriculum, learning
outcomes and school
retention: Stakeholders’
perspectives

This chapter presents the findings of subsidiary research question number one ‘To
what extent do key stakeholders perceive that the curriculum can improve learning and
school retention in Nepal?’ The question relates specifically to the perspectives of key
stakeholders regarding the school curriculum and its impacts on learning, specifically
learning outcomes and school retention. Although the primary purpose of this research
question was to investigate the perceptions of key stakeholders in relation to the intended
curriculum and the stakeholders’ involvement in devising the school curriculum and their
local needs, this question also intended to examine the factors that could impact curriculum
and teaching-learning in the Nepalese context. The stakeholders included policy makers,
educational advisers, curriculum experts, principals, teachers, students and parents. To
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investigate the impact of curriculum reforms, firstly it was essential to explore a variety of
factors affecting the curriculum and learning in secondary schools in Nepal. All the major
stakeholders of curriculum indicated similar factors that they felt impacted upon curriculum
implementation. They stated their frustrations in relation to the gaps between the intended,
implemented and attained curriculum in the Nepalese context and some of the barriers that
impacted upon the effectiveness of curriculum reforms.

As the study intended to investigate the relationship of the curriculum and teachinglearning in relation to its influence on student learning in public secondary schools in Nepal
considering the factors affecting curriculum development and implementation, qualitative
data was obtained from the major curriculum stakeholders through face-to-face interviews
and focus group discussions that incorporated the stakeholders’ perceptions and their lived
experiences in connection with curriculum development and implementation. For the purpose
of the study, open-ended semi-structured questions were devised. One school each from three
different districts of Nepal – Parbat, Myagdi and Chitwan were chosen. The selection of the
schools was undertaken purposively based on the dominance of the ethnic/indigenous
community children in those schools to examine the cultural issues in relation to curriculum
implementation. Separate focus group interviews were conducted for teachers and students in
each school. Subsequently, the school principals, parents and curriculum experts from
Curriculum Development Centre (CDC), Kathmandu were interviewed.

The following elements emerged as significant themes in the interviews and focus groups
conducted with stakeholders:


The effects of a centralised curriculum and centralised education system;



The effects of context and, specifically within Nepal, social, economic and cultural
diversity and multicultural ambitions;
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Political instability creating a lack of education policy continuity and follow through;



Compromises around curriculum content and the interests of different stakeholders in
curriculum development;



The obstacles provided by the existing assessment systems;



Teachers’ content and pedagogical knowledge and their capacity to implement and
enact curriculum intentions.

4.1 Centralised education system
The education system of Nepal is highly centralised and historically has been
relatively rigid (Valentin, 2005). Conservative transmission teaching methods have generally
held sway for several decades. The central authorities in the Ministry of Education, the
Curriculum Development Centre based in the capital city of Kathmandu, the Higher
Secondary Education Board (it has recently been merged with National Education Board),
and other governing bodies with oversight and responsibilities for education hold absolute
power over almost all aspects of education in Nepal. The control of the operational system of
the educational calendar, the determining and development of the school curriculum and
instructional objectives, the pedagogical strategies recommended for curriculum
implementation, the learning assessment strategies, the content, publication, distribution, and
use of prescribed textbooks,, teacher selection and recruitment, and teacher professional
development are all largely centralised functions.

Most importantly, Nepal has a centralised mechanism which defines the curriculum
and publishes the textbooks to be used in schools. The same school curriculum and textbooks
are used throughout the country irrespective of location and the varied context of
geographical and cultural diversity. Diversity has not been acknowledged in the process of
curriculum development and delivery. Parajuli and Das (2013) have argued that in a country
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like Nepal which is multi-cultural, multi-ethnic, multi-lingual, and multi-religious, a
centralised – and centrally imposed - curriculum has not been able to address the diversity of
the nation. Since the aspirations of people from different castes, ethnicity and religions are
not reflected in the curriculum, this has almost inevitably impacted upon the lower
performance of the students in public schools – especially those in more remote and diverse
regions of Nepal (Parajuli & Das, 2013).

There have been some efforts to decentralise education. Shah (2016) notes that when
the schools were handed to the community for management, there was a slight improvement
in the quality of education as it enhanced the sense of ownership and accountability in the
community empowering school management committees to appoint and monitor teachers at a
local level (Carney & Bista, 2009). Nevertheless, the Nepalese school system is still
overwhelmingly centralised. Little has been undertaken regarding reforming the suitability of
the curriculum and its interconnections to academic achievement. The different dimensions of
the curriculum lack congruency with student needs and offer little freedom or agency to
teachers to adapt content to local circumstances. .

The issues of centralisation and decentralisation are highly influenced by politics.
Hence, it is worth delineating and codifying a brief history of Nepalese history and politics in
so far as it has influenced the governance of Nepal. Table 1 gives a brief periodised overview
of the Nepalese political system.
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Table 4. 1 Periods of recent Nepalese history
Period

Polity

Ideology

Pre-unification (before
1769)

Petty Kingdoms

Shah/Rana (1769-1951)
Rana Period (18461951)

Patrimonial, strong
hereditary prime
ministers

Transition (1951-1960)

Political freedom and
democracy

Panchyat (1960-1990)

Guided, party-less
democracy

Multiparty (1990-2002)

Constitutional
monarchy

‘Regression’ (4/10/2002April 2006)

Short-lived
governments

Reconstruction (April
2006 onwards)

Contested,
constitution drafting

Small warring states, Hindu Kingship,
all eventually conquered and unified
into the present state by Prithvi Narayan
Shah
Authoritarian and autocratic, strong
Hindu, supporters of British Raj while
minimising foreign influences, Kings as
powerless as figureheads
Developmentalist, people-oriented, first
general election and party-led
government but short-lived
Developmentalist, national building (i.e.
ethnic languages and cultures
discouraged except as folklore),
authoritarian, political parties and
religious proselytising banned
Developmentalist, liberal, hesitant
moves towards multiculturalism,
constitution still bans proselytising and
defines Nepal as a Hindu Kingdom, but
religiously free in practice
King Gyanendra attempts to revive
Panchyat-style King-led polity, leading
to collapse of 1990 Constitution
Power-sharing between seven-parties
alliance (SPA) and the Maoists, republic
state, assertive multiculturalism, secular
state, federal constitution drafting
Gellner (2007, p. 51)

In September 19, 2015 the Constituent Assembly promulgated the new constitution of
a Federal Democratic Republic of Nepal.

In relation to the effects of political upheavals in Nepal upon education, Peshal (2013)
reflected upon the influence of politics on the educational system and especially the very
recent official support for decentralisation:
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The rise and fall of a democratic polity in different historical periods led to a swing in
school policy from centralisation to decentralisation. This article concludes that the
current school decentralisation reform has been a result of confluence of three forces
– historical, democratic and international. As the country now is embarking on a
large-scale political reform – a federal constitution and many ethnic and political
groups are lobbying for their own agendas of power sharing, the school
decentralisation policy is likely to be further affected by the outcomes of this macropolitical process. Based on the reflection of centralisation and decentralisation of
school management at various historical times, this article recommends a bottom-up
process in the making of public policy. (p. 53)

This assessment recognises that recent efforts have been made to decentralise
education. However, as a consequence of political instability and the ongoing different
interests of competing and often opposed political ideologies, a centralised education system
has been a central feature of the Nepalese policy landscape for a long time and is likely to
continue to be resistant to change. The research participants and respondents of this study
indicated that the educational policies and practices remain highly centralised especially in
relation to the curriculum and textbooks.

Table 4.2 illustrates the mode of management in education policy across different
historical periods in Nepal.
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Table 4. 2 Historical periods of formal schooling in Nepal
Period
1846-1951 (Period of
opposition to education)

1951-1971 (Period of
quantitative growth of
education)
1971-1990 (Period of
nationalism in education)
1990-present (Period of
democratisation of
education)

Educational development
Negligible expansion in
education, access to
education only available to
the Rana rulers and few high
caste elites
Unplanned expansion of
schools, greater community
engagement and limited
government and control
Greater state involvement in
education, standardisation
and nationalism in education
Expansion of school
education, high donor
involvement, greater
commitment to universal
primary education,
decentralisation in state
school management, and
uncontrolled growth of
private education

Mode of management
Extreme centralisation under
the direct control of Rana
rulers

High degree of
decentralisation, greater
autonomy and community
control
Extreme centralisation in
educational management
Shift towards
decentralisation and
community involvement in
education

Peshal (2013, p. 57)

The table above shows that decentralisation in education policies has only started to
be tentatively attempted in the past 25 years. Lately, some measures of decentralisation have
been introduced particularly in public school management but most of the educational
mechanisms are still heavily centralised. This is mainly due to the legacy of centralised
thinking by political authorities which were embraced by the Rana and Panchayat
governments (Peshal, 2013). The political authority and disdain for pluralism of those
regimes left an indelible impression on the Nepalese people that almost stamped out diversity
within Nepal in relation to different languages, ethnicities, religions, cultures and indigenous
communities.

In relation to the secondary school curriculum of Nepal, interview and focus group
findings indicate that there is no provision for local curriculum development in Nepal. When
97

Chapter 4

Findings and Discussion

asked about the need for a local curriculum in a culturally diverse country, one of the
curriculum experts at the Curriculum Development Centre (CDC), Nepal expressed a
perspective which indicated growing support for a more local curriculum to promote better
learning outcomes and school retention.

If you go through the framework, you will see there is a provision of 20% local
content only at the primary level curriculum. Besides that, there is a provision for
studying (teaching) local languages and other subject matters. To view critically the
issues you raised earlier, the system is indeed centralised. Therefore, questions may
arise. How might a more supportive context for a local curriculum come about? Is
there capable manpower to develop the curriculum at the local level? What is the
system of teaching-learning? Is the impact of locally designed curricula satisfactory?
How possible is it to teach by designing our own local curriculum and preparing more
relevant subject matter? What is its implication? I mean to say that the central
curriculum cannot include all of the local content. In such a situation, a local
curriculum can address these local issues. We have tried to incorporate local issues
such as social customs, local culture and tradition to the maximum possible extent. I
am aware there are plenty of issues of language, local knowledge and skills and
indigenous practices that should be given proper recognition in school curriculum.
[ICE2]

The curriculum expert at Curriculum Development Centre raised some convincing
questions about local curricula in relation to efficiency and effectiveness. Indeed, there are
various issues to be considered before providing curriculum autonomy to the local level such
as expertise to design and develop appropriate local curricula, local knowledge and skills that
can fit in well to the school curriculum, and effective pedagogical approaches. Nevertheless,
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the curriculum experts in the Curriculum Development Centre (CDC), Nepal admitted that
the school curriculum must be based on local needs and it should include local issues. This is
reinforced further by the following excerpts expressed by the participants of a teacher focus
group in Chitwan. They stated:

T1: Our school is in the Tharu community, the curriculum should have at least
included our festivals and customs such as Jitiya (a festival of Tharu). When we teach
about festivals, in almost every textbook irrespective of primary, lower secondary or
secondary level, they have included Dashain and Tihar as the main festivals
(followed by the dominant Brahmin community). At least they could have given us
the freedom to choose the local festivals so that we could adjust the local context.

T2: Although some local aspects are included in primary level, curriculum of
secondary level has not included such aspects.

T3: Even while teaching to write an essay on a festival, I have never seen teachers
giving importance to other festivals other than Dashain and Tihar. [FGDTC]

A majority of the teacher participants had a similar perception that there should be the
provision of a local curriculum where they could bring in the knowledge and skills from the
local community. They stated that such a provision would not only make the school
curriculum culturally responsive, but also that students would be motivated and empowered
and could perform better in their studies. There were similar opinions articulated by the
school principals and other stakeholders as well around a centralised curriculum. The
teachers also voiced concerns around the singular language monopoly in the medium of
instruction. ‘There is a provision to provide primary education in their (students’) local
language, but it is not implemented at all. Students are compelled to learn in the Nepali
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medium. [FGDTP].’ This perspective is fundamental in pointing up a significant gap between
policy and practice. The findings, thus, suggest a hegemony in relation to the curriculum
development and implementation as a political context (Pina & Bowers, 1992) as curriculum
is highly influenced by the dominant ideologies of those who exercise power and control
resources (Thaman, 1993).
Therefore, the participants’ opinions suggest that it is essential to address local needs
in the context of a centralised national curriculum. One of the research participants, a school
principal from Parbat expressed her concerns thus:

We have failed to achieve the learning outcomes of the curriculum. We have copied
international practices which don’t always suit to our circumstances…it seems the
curriculum of the nation doesn’t comply with the need of the nation. The academic
activities, school environment, education level of parents, interests of the students and
their wishes in the developed country differ from that of developing countries. To be
specific, while designing school curriculum, we are copying them from the developed
countries which doesn’t yield as per the need of our soil. [ISPP]

Drawing upon the evidence from the face-to-face interviews and focus group
discussions, the major stakeholders of curriculum stated an urgent need for incorporating
local knowledge and skills into the mainstream school curriculum. They expressed a view
that the curriculum should be based on the needs of the local community. They argued that
although there is some provision for incorporating diverse regional needs, it is largely
rhetorical and confined merely to paper. In a real sense, they had hardly any involvement in
the curriculum design process. Participants of the focus group discussions in Parbat noted:
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T1: Although there is a provision in the policy, teachers and students do not actively
participate in the development process of the school curriculum. Experts from the
curriculum development centre design and develop the curriculum. Hence, the school
curriculum is not practical and it has not addressed the need of the major stakeholders.

T2: Contents of the curriculum are chosen looking at the situation of students from
urban areas. While choosing the content of the curriculum students from all the
regions must be taken into consideration. The curriculum should address the interests
and demands of the students. Similarly, levels of education and their status should
also be considered while preparing the curriculum. [FGDTP]

The views expressed by the research participants indicated that local needs and
aspirations were not given due space in school curriculum. Consequently, the major
stakeholders of education, specifically teachers and students did not have a feeling of
ownership over the content of the school curriculum. The arguments of the research
participants were rational because the same curriculum and textbook contents are used in all
schools whether the school is in urban, remote or rural area. The teachers’ perspectives were
further reinforced by the views expressed by one of the parents from the same district.

While developing the school curriculum, it is necessary to consider the local context.
Whether the curriculum addresses the needs and interests of local people or not, this
must be taken into consideration. It is essential to be aware whether the curriculum is
developed for urban students or rural students. It is also important what resources are
available for the effective delivery of the curriculum. This means the curriculum
should be locally-rooted that responds to the needs and interests of the local people
based on the available resources. [FGDTP]
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There was a general consensus among research participants that centralised
curriculum and textbook contents had a negative impact on student learning. So, the school
curriculum could be locally-rooted addressing the aspirations of local communities and it
would be culturally responsive and locally appropriate.

There has always been unresolved conflicts between the traditional curriculum and
more progressive visions for the curriculum that explores issues of multiculturalism
(Newmann, 1993). Clune (1993) argued that a centralised curriculum poses enormous threats
in relation to retaining social and political consensus in a multicultural, diverse country. He
suggests supporting a system of change agents in curriculum networks using diverse curricula
that are approved and chosen by local schools. This would be supported through capacitybuilding including teacher training. Decentralisation in education has been a global
phenomenon due to growing appreciation of the benefits of respecting diversity as it allows
autonomy to local stakeholders and empowers them (Mok, 2003). The participants of this
study articulated a feeling of being dictated to by distinctively urban thinking and concerns
and also identify a lack of power to make their own more locally and culturally appropriate
curriculum choices. Decentralisation in education empowers local stakeholders of education
assigning them their rights and responsibilities which make them accountable to the
educational system. As a consequence, the quality of education can improve because a
fundamental principle of decentralisation in education is to move towards a collective and
collaborative decision making which ensures that involvement of students, teachers, school
principals and parents (Agbo, 2002). Decentralisation in education has also been adopted as a
strategy to strengthen indigenous knowledge, skills and cultures promoting local
communities and their local economy. Problems related to unsatisfactory performance of the
students, reduced collaboration between learners and teachers, and failure in responding to
the learners’ needs have all been factors leading to decentralisation in education as
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centralised education systems found it hard to cater the needs of learners of diverse cultures
and communities (Yazdi, 2013).

Similarly, use of a single language (Nepali) as the medium of instruction other than
English as a foreign language is practised in public schools in Nepal. The medium of
instruction is decided by the central authorities and the textbooks and other resources use
Nepali as a main medium. Although there are more than 123 languages spoken all over
Nepal, the medium of instruction in almost all the high schools of Nepal is Nepali. This
monolingual method of instruction has become one of the prominent problems contributing to
the low quality of community schools (Parajuli & Das, 2013). Local languages of
disadvantaged groups hold psychological, cultural and pedagogical values and provide
students from such communities a self-recognition and identity and they hold social and
cultural control (Maruatona, 2002). Therefore, Maruatona (2002) argues that the medium of
instruction can be based on the needs of local cultural communities. In relation to the
Nepalese education system particularly in regard to the intended curriculum, the findings of
the study reflect that a centralised school curriculum has not fully addressed the local needs
of students and contemporary issues are not updated properly.

The views expressed by the research participants of this study suggest an urgent need
to revisit the national curriculum framework of Nepal. The national curriculum framework of
Nepal has not been systematically reviewed since it was adopted in 2007 although some
topics within some subjects were revised, there are a number of issues and areas that have not
been reviewed (MoE, 2016).
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4.2 Social, economic and cultural diversity
In Nepal, non-educational issues such as the social, cultural and economic status of
large parts of the population can have a crucial impact on the academic performance of the
students. The quality of education, to some extent, is influenced by the social, cultural and
economic status of the family of a student. Poverty and social exclusion play a major
explanatory role when students fail to achieve the desired learning outcomes or drop out of
school (Chitrakar, 2007).

When parents were asked about the potential factors for students achieving low
learning outcomes or struggling to remain in school, one of the parents from Parbat district
indicated that the economic condition of the student played a vital role in a student’s
academic achievement. He further stated that the students’ social and cultural context also
played a crucial role in their performances at school. He said:

Poverty is the main reason children do not go to school. When teachers do not teach
as per the interests of the students, they skip classes or run away from school. Overall,
these aforementioned two factors contribute to school dropouts. A child must be
struggling to learn but does not get additional support, in such a situation, a child
leaves school. When parents cannot provide stationery, books and other basic
materials needed at school, children skip going to school and remain absent, later they
leave school. They might have a financial problem, there is no food to eat, and they
have to take care of homely affairs such as rearing the cattle, in such a situation,
children leave school. Further, if a teacher is very strict in so-called disciplinary
matters and gives physical punishment, children avoid classes of such teachers. Such
classes are dull and students find nothing interesting to be there. Hence, teachers must
be aware what kind of family background the students come from, teachers should
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know their social and cultural context. Only then, teachers can use the resources as
per their interests and can create suitable learning environment. Teachers must be
aware of the problems students coming from the marginalised communities face and
they should be capable of addressing their problems. [IP1P]

The views expressed above by one of the research participants presents a scenario of
public schools in Nepal. Among many factors, student’s social, cultural and economic
condition do have a serious impact on their academic achievement at school. The views
expressed by the parent above brings together the issues of diverse needs of children
representing different communities their social, economic and cultural status. Similarly, their
style of learning could be different from their teachers’ teaching strategies. When the same
issue was discussed among the students in Chiwan district during the focus group discussion,
one of the students expressed:

There are various family reasons that affect our performance. Most important of all is
economic condition. Poverty is the main factor that influences our academic
performance. There are other reasons as well. For example, our society thinks girls do
not need higher education. Hence, girls are compelled to leave school even if they
want to continue their education. Early marriage is the next factor that has some
impacts on learning outcomes and school retention. [FGDSC]

The excerpts obtained from the focus group interviews with the students illuminate
issues such as poverty and gender discrimination as contributory factors that impact on lower
achievement by some students and school retention. Even at their tender age, students seemed
aware of their social, economic and cultural status and were aware of the different forms of
discrimination that existed in their communities.
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Interestingly, the parents were found not only aware of the situation, they also
suggested the potential solutions to address the issues of low learning outcomes and school
retention. One of the parents from Myagdi district expressed his views.

Children coming from the marginalised communities are economically poor and
backward in many spheres of life. They get busy on their household chores that leads
to school dropouts. To keep them in school, at least to complete their basic education,
schools can manage a midday meal to them, they should be provided with stationery,
books and other basic things needed at school and they can be provided with
scholarship. In such a situation, they can be empowered and will be competent
students. The main problem is managing the basics of life for people, education is not
primary concern at all. Students who come from such communities should be
provided with additional support managing extra classes for them. Without addressing
their financial and other problems they have had, it is difficult to enhance their
learning. [IP1M]

The views of the parent aforementioned not only outline the problem but also
provides suggestions to combat poverty in supporting children from economically poor
family backgrounds. Although there is a provision of scholarship for the children coming
from marginalised communities, the findings indicated that the policy needs revision for the
effective implementation as many children who come from poor families but belong to socalled higher caste communities did not have access to it. In reference to the need of revision
in the policy, one of the participants of focus groups discussion among teachers in Parbat
district reflected:

There is a provision for scholarship on the basis of caste but we need to identify who
really needs it. Well-off Dalit students get scholarships, however, the poor ones from
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Brahmin and other communities are deprived of it. In addition, children from
marginalised communities have some inferiority complex and do not actively
participate in school activities. Further, they are not aware of the opportunities and
facilities they get. Similarly, there is no proper utilisation of the amount given to Dalit
students as financial support. Instead of using it for educational purposes, they spend
this amount for individual expenses. This is obvious as they are poor and they spend
for the amount for homely affairs. [FGDTP]

This interview excerpt above shows that some poor children representing so-called
higher caste communities were deprived of any financial assistance from the government,
however, some rich Dalit children had been privileged of it even though they did not need it
due to the provisional flaws. Hence, the scholarship policy needs to be reviewed in a way that
it is need-based rather than blanketing a particular caste group as needy that excludes a large
number of children who belong to the so-called higher caste communities but are financially
poor. In addition to the need for a revision in the scholarship mechanism, one of the
participants further pointed out a serious issue in education that has created two different
groups of citizens in the country.

Nepal has two types of education mechanism: private schools and public schools.
Education is privatised these days and is expensive to afford for the poor ones. The
rich ones opt for private schools, children from poor families and marginalised
communities come to public schools. Government has not provided enough support to
the children from such families. The subsidies provided to students is nominal, it must
be increased. Further, children from Dalit and ethnic communities get married at an
early age. Boys feel they can join the army or go abroad for employment. Some
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students leave school due to financial reasons, other leave due to peer pressure.
[FGDTP]

The views expressed by the research participants during the focus group interviews
show that students’ economic situation and their social and cultural condition play a
fundamentally important role in relation to their academic engagement and the completion of
their school education. The following excerpt derived from an interview with one of the
school principals Myagdi district highlights the opinion of the students, teachers and parents.

The government is just beating about the bush. The government gives Rs. 400 to the
Dalits which can hardly improve their condition. The child of a millionaire Dalit gets
scholarship whereas a non-Dalit from a poor family doesn’t get scholarship. The State
doesn’t give any additional facility to him/her (a non-Dalit poor child). To improve
their economic, social and academic condition, they must be provided with such
assistance. In case of extremely poor Dalit children, how can they manage stationery,
uniform etc. with just Rs. 400? Some such children work as daily wage labour. They
cannot give sufficient time in teaching-learning activities. So, the state should provide
scholarship on the basis of economic class. Secondary level education must be
completely free. Children should be provided with suitable environment for studying
at home too. A child spends only 5-6 hours at school. Rest of the time he/she spends
at home. At the same time government should pay attention to improve their
economic condition. As I stated earlier, completely free secondary education and
sufficient scholarships on the basis of economic class can address their problems. In
the context of Myagdi, people opine that there is no certainty of one’s future even if
they study. One can’t get a job that suits their qualification. So, they begin to move to
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gulf countries as soon as they complete grade eight or nine. If they go abroad, they
can earn more money. [ISPM]

The interview excerpt clearly illustrates how the economic status of a child can affect
learning and school retention. More importantly, all the research participants interviewed
such as students, teachers, parents and school principal, to a larger extent, indicated that
government should come up with clear policies to enhance learning addressing the issues of
financial support and resource assistance to the children belonging to the poor and
marginalised communities. When asked the issues raised above to one of the curriculum
experts of the Curriculum Development Centre, one of the government bodies that is
responsible for school curriculum, the expert, to some extent, agreed with the views
expressed by students, teachers, parents and school principal. However, he gave some
instances of changes in the field of education. He stated:

Poverty is cross-cutting and multiple. If a child is poor, he/she is weakened by
malnutrition. Due to malnutrition he/she becomes psychologically and physiologically
feeble. He/she has no family environment of learning, has no parental support. That
ultimately affects formal education. Lack of formal education affects his/her career.
It’s like a vicious circle. In Nepal, things have been different now, in comparison to
the past. Development in education cannot happen overnight. In past, education was
in the clutches of certain community but now it has reached to many communities.
Now, in a way, education has been accepted as an important right of everybody. It has
been accepted as fundamental right. It is legally and constitutionally ensured. Basic
education is free and compulsory. Despite all these, our general initiatives cannot
address the necessity of certain communities. Though it is legally ensured, it has been
influenced by long rooted customs and traditions. We should keep on trying to
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eradicate such things. There is, as you said earlier, mental poverty too. There is social
poverty also. In some cases, geographical difficulties also affect. There are multiple
factors due to which that community has not been uplifted as per the expectations.
And we also cannot claim that government’s interventions in this regard are
sufficient. Such communities should be given special priority for quality education.
For example, Dalits are compulsorily present in Management Committees. Teachers
from Dalit and ethnic communities should be given special reservation so that
students can take them as their role models. That helps to create inclusive society.
From the perspective of curriculum and textbook, we periodically conduct social
auditing as a part of review. [ICE1]

The views expressed by the curriculum expert does not only present the gloomy
picture of the Nepalese school education, interestingly, it also shows some initiatives taken to
improve the existing situation of school education. Ensuring a compulsory presence of
representatives of the Dalit community in all the local level of governance including school
management committee is one of the steps taken for social inclusion. The recently held local
elections of municipalities, rural municipalities and metropolis have elected a large number
of women and people from marginalised communities as per the constitutional provision.

Almost all of the research participants -students, teachers, school principals, parents
and curriculum experts - indicated that student’s social, cultural and economic conditions
have significant impacted on their academic performance. Social, cultural and economic
status was found to be one of the causative factors for absenteeism, truancy and school
dropouts.
All the research participants agreed that an individual’s economic condition affects
educational achievement. Similarly, social and cultural factors also played vital role in
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relation to achieving learning outcomes. The findings of this study indicate that that poverty
and social exclusion play a major role in students failing to secure desired learning outcomes
and school retention (Chitrakar, 2007). Dudaite (2016) argued that socio-economic family
back ground has a strong significance on learning outcomes of the students. Dudaite
contented that the wealth factor has an adverse impact on student achievement. Parajuli and
Das (2013) argued that poverty and social exclusion were the major factors that affected the
quality of education in Nepal. Girls, children from lower caste and ethnic communities do not
have equal access to education in Nepal (Parajuli & Das, 2013). Therefore, the performance
of the students in public schools was not satisfactory because majority of the children from
these communities go to public schools. However, the rich and professional Nepalese citizens
send their children to private schools. Consequently, it is understandable that socio-cultural
diversity affects the learning experience of the students. Students coming from different
social and cultural background having their own unique needs and learning styles require
support from the education system to optimise their full potentials. Schools need to provide a
conducive social setting where students are able to learn ways to deal with the socio-cultural
differences (UNESCO, 2011b). One of the influencing factors affecting quality education but
not much discussed in the western literature is the social, cultural and economic situation of
the students. The findings of this present study suggest that the socio-economic situation
affects student achievement (Bumen, Cakar & Yildiz, 2014).

In the context of Nepal, in the past educational privileges were mostly limited to the
higher caste groups. Hence, school dropout rate and lower learning achievement were
common among girls and children belonging to ethnic groups, indigenous communities and
Dalits (Stash & Hannum, 2001). Even today, a large portion of students drop out before
completing basic education (DoE, 2010). In the majority of cases school drop outs are
observed among children from diverse ethnic and indigenous communities who do not speak
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Nepali as their mother tongue (Yadava, 2007). Children are deprived of equal access and
opportunities due to social and economic disparities (Shields & Rappleye, 2008). Thus, the
findings clearly indicate that student achievement is, to a large extent, affected by the social,
cultural and economic status of the family. More importantly, the findings suggest that
learners’ socio-cultural and economic status can be considered while devising school
curriculum and selecting contents of the curriculum. Further, understanding diverse culture
and issues of cultural aspects could be one of the areas that can be considered while
developing school curriculum and its contents (Moore, 2015).

4.3 Political instability
The fields of education and politics are intertwined in Nepal. For a country that has
gone through a series of political upheavals, almost all the political movements in the past
have had a significant impact on education. A decade long Maoist insurgency and other
political changes that occurred for the past few decades have direct or indirect impacts on
school education. Political conflicts and education prominently engaged two reciprocal
dimensions: the effects of political conflicts, strikes and violence on education (Seitz, 2004;
Lai & Thyne, 2007; UNESCO, 2010 & UNESCO, 2011a) and the role of education in
reducing or contributing to such conflicts (Bush & Saltarelli, 2000; Davies, 2004 & Smith,
2005). The Maoists’ People’s War of Nepal (1996-2006) demonstrated that social and
economic disparities created fertile ground for political conflict (Lawoti & Pahari, 2010). In
such fragile political circumstances, education plays a vital role. The education sector in
Nepal has always been at the epicentre of political activities and movements in Nepal
(Pherali, 2013). Hence, such political movements do have significant influence and impact on
the quality of education. The following excerpts from the research participants illustrate that
politics has remarkably affected the quality of education in Nepal. One parent from Myagdi
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district expressed his opinion regarding the impact of politics on school education and his
utmost dissatisfaction about the education policy of Nepal. He elaborated:

In my opinion, in our country, education policy is the main factor that plays a vital
role. Similarly, politics and awareness of parents about education are the other main
factors that impact on teaching and learning. To me, I feel education policy is not
good. Political instability has adversely affected teaching-learning in Nepal. Teachers
have not taken classes sincerely and students have not studied properly. Teachinglearning environment is disturbed. [IP1M]

The views expressed by the parent above suggest that politics plays a crucial role in
curriculum development. Although the parent could not explicitly explain how the political
context influenced curriculum and educational policies, his expressions suggest that frequent
changes in the government might have some impact on curriculum development. The views
expressed above demonstrate that political instability could be one of the major reasons of
lower achievement in education. Similarly, as a consequence of frequent changes in the
government, the education policy of the county is not properly formulated and rarely well
executed. In relation to the influence of politics in effective implementation of school
curriculum, one of the research participants of Curriculum Development Centre (CDC),
Government of Nepal also argued that political instability of Nepal has affected the learning
outcomes of students and school retention despite various efforts of government to enhance
learning.

The government is serious in retaining students in the school and ensuring maximum
learning outcomes to them to make them saleable in the market. For that, we need
enthusiasm at the local level also. Our political system is centralised. Local elections
have not been held for decades. Local institutions are run by the bureaucrats. It would
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be better if political and professional organisations could lead it. Our local institutions
have not reached to the crux. The money is spent in trivial things rather than in
holistic areas. It’s better if we spend money from a single basket. Government
education is taken as free education. Money should be charged to those who can
afford it and the government should provide a subsidy to those who cannot. It will be
more systematic after that. [ICE1]

The views articulated by the curriculum expert raise serious issues in relation to
educational policy and the importance of local governance. Local elections were not held in
Nepal for almost two decades. Therefore, government policies and programs, specifically
educational policies, were not well implemented or monitored. When the policies were not
well executed, the feedback and suggestions required for the intended curriculum were not
received that would help update curriculum contents. Nevertheless, consistent with the new
constitution, local elections have been recently held. The opinion of the curriculum expert
opinion is further reinforced when one of the participants of focus group discussions held
among teachers in Myagdi said, ‘Political change has also affected the curriculum, and more
importantly political instability has badly hurt our education system [FGDTM].’

The real political scenario was revealed when one of the school principals from Parbat
district stated the following excerpt.

Frequent strikes and political movements, involvement of teachers and use of students
in political motive are the major hurdles that have impacted on the curriculum. Teachers
cannot complete courses on time due to frequent strikes. Consequently, we have not
been able to achieve the set goals of secondary education. [ISPP]
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The arguments of the school principal are well supported by the opinions of one of the
parents from Parbat district.

Nepal, for the last 50 years, has been facing political upheaval, this political instability
has adversely affected our education system, and thus, teaching-learning activities are
badly affected due to political situation of the nation. [IP2P]

Evidence obtained from the participants shows that it is not only the political
instability that had negative impacts on the curriculum implementation resulting in the lower
achievement of learning outcomes of the students, rather educational institutions were used
by political parties to demonstrate their power. Teachers and students were used to strengthen
their political movement. In the following interview excerpt, one of the school principals
from Chitwan district outlined the influence of politics in school education.

Politics in almost every sector has crippled our education. It is not limited to the
involvement of teachers and students in politics, rather there is a political influence
even in the formation of school management committee and teacher selection and
recruitment process that directly affects the delivery of the curriculum. How can we
ensure quality education in such a situation? [ISPC]

The opinions of the research participants given above indicate that educational sectors
have been at the centre of political movements in Nepal throughout its recent history.
Political movements have overwhelmed the educational agenda in the name of democratic
change, social justice and freedom (Pherali, 2013) that consequently affect curriculum
development and selection of curriculum contents. Snellinger (2005) noted that the student
political movement is often observed as a part of a broader socio-political movement. Pherali
(2013) further argues that the educational improvements within Nepal for the last four
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decades has only helped the upper-caste social elites who have monopolised social and
political power. Modern education system of Nepal, has legitimised the cultural, ethnic and
caste-based hierarchies where high-caste males from the hills dominate the crucial realms of
public life.

The post-war strategic interventions introduced by the Ministry of Education in
School Sector Reform Plan (2009-2015) received criticism for not being ‘conflict sensitive
(Smith, 2005). The following excerpts extracted from Pherali (2013, p. 61) synchronise well
with the views expressed by the research participants of this study.

Apart from providing slim scholarships for girls, Dalits, and children whose parents
died in the conflict, the plan largely disregards the impact that the decade of violence
had on education and ignores the structural problems and educational inequalities that
contributed to the Maoist insurgency. The culture of the privileged social groups is
still dominant in the curriculum, the medium of instruction, and various forms of
assessment that largely favour those who hold the power in the society, the economy,
and the political domain. The massive investment in education proposed in the SSRP
is unlikely to affect the legacy of politically-driven violent insurgency or the system’s
longstanding deficiencies and the structural inequalities it perpetuates. This is
reflected in the continued violence in the education system. Violence is now
expressed in different ways but it has more damaging long-term effects, including
institutional corruption, political interference, and the prominence of the patronage
system.

Education, specifically the school curriculum, has failed to address the social and
political inequalities among different social groups and their dissatisfaction that contributed
to a decade long insurgency (Bush & Saltarelli, 2000; Davies, 2004 & Smith, 2005). The
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culture of one particular privileged social group still holds power and is dominant in almost
all spheres of education, be it curriculum development, the medium of instruction or
assessment mechanisms. The political conflict in Nepal shows the dual faces of education
that exist simultaneously as education empowered people to ask for their rights that
contributed to a decade long conflict and at the same time it also made them aware of the
effects of violence on educational institutions and its stakeholders that, to some extent, helped
reduced the conflict (Bush & Salterelli, 2000). Addressing the resentments of different social
groups on common grounds of educational issues might be crucial in creating a stable and
sustainable national government (Pherali, 2013). Thus, it is necessary to address the issues of
diverse groups of people in relation to common access to high quality educational provision
for the long term peace and better educational achievement.

The discussion above illustrates that educational sectors including curriculum
development and curriculum contents selection are fragile in Nepal and have been epicentres
of political activities that have seriously affected student achievement. Inevitably the political
context of the country influences and impacts on the quality of education. The qualitative
findings of this study indicate that political interference is not merely limited to teachers’
involvement in political affairs rather it has encroached into school management committees
and even into teacher selection and recruitment processes.

4.4 Curriculum contents and involvement of major stakeholders in
curriculum development
There has always been discussions and debates about the content of the curriculum
and the involvement of stakeholders in the process of curriculum development in Nepal.
However, there is little involvement of students and teachers in choosing the content of the
school curriculum and its formulation (MoES, 2005). The urgency of change required in
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curriculum development is clearly reflected in the National Curriculum Framework. The
National Curriculum Framework states:

There is an urgent need for revisiting the existing national curriculum structure and
the curriculum development and revision mechanism. The extensive involvement of
stakeholders representing various groups such as women, minority ethnic groups,
Dalits, human and child rights advocates, and people with disabilities, in the
curriculum and textbook development, and revision process is a must. The curriculum
should provide room for meeting the needs of diverse learners and local contexts in
the geographically, economically and culturally diverse situation of Nepal (MoES,
2005, p. 7).

Nevertheless, there is no proper strategy or any educational policy formulated and
adopted to bring changes in references to curriculum development. The following excerpts
taken from the focus group discussion among teachers of Parbat district reiterates that major
stakeholders of education have little or negligible involvement in the process of curriculum
and textbook development.

T1: Contents of the curriculum are chosen looking at the situation of students from
urban areas. While choosing the contents of the curriculum students from all the
regions must be taken into consideration. Curriculum should address the interests and
demands of the students. Similarly, level of education and their status should also be
considered while preparing the curriculum.

T2: Experts design and develop and we feel curriculum does not incorporate the
voices of major stakeholders, so we feel it is imposed.
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T3: Though there are meeting and workshops, this is just a formality. At the end what
matters is the decision of the experts. They decide the contents and almost everything.

T4: For example, in the textbook of science in the primary level there is a question
‘Where does a fish live?’ and the answer is given ‘Fish lives in an aquarium.’ Our
children understand that fish lives in water (in a pond or in a stream or in a river), they
don’t understand what an aquarium is. This is just an example. This proves that
curriculum and contents are decided in a room without understanding the practical
realities of life. This could be the reason people demand of local curriculum these
days. Curriculum is designed in a room and executed, they (curriculum experts) don’t
understand the ground realities. So, it does not match practically with the student’s
standard.
T5: If we talk about the students’ achievement, though we talk of local curriculum in
policy, we have been following the national curriculum. We feel national curriculum
is imposed. Had we been able to implement local curriculum, students’ achievement
would have been way better. But, national curriculum does not match the standard of
rural standards. If there was skill-based local curriculum, it would have been easier
for all. [FGDTP]

Focus group discussion among teachers indicated that they did not have any direct
involvement in the process of selecting curriculum content. Teachers’ voices were not given
due recognition and they felt that the national curriculum was imposed on them. There was
no sense of ownership and attachment regarding the curriculum they taught. One of the
research participants, the school principal from Myagdi district, expressed it:
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Why do we need such an education if our people fail to get job there as per their
academic qualification? Nepal is an agriculture based country. So, we should focus on
agriculture, and next on technology. We should be production-oriented. How can we
maximise our production? At present, Nepal should have felt how dependent we are
to India in almost every sector. Recent blockade of India to Nepal (refers to the
economic blockade imposed by India in 2015) has taught us a lot. The experts should
keep this thing in mind while designing the curriculum. [ISPM]

The view expressed above indicates that Nepal depends on India even in the
formulation of school curriculum. It suggests that the curriculum is not based on the needs of
the country, rather it is borrowed. Students, too, expressed their resentments about the
subjects they study at school, ‘Some of us are interested in art; some of us are interested in
dance. We could do better if we had options for those subjects, too, according to our
interests.’ [FGDSM]

Students had limited choices in selecting the subjects of their interests. Moreover,
during the delivery of the curriculum, students’ interests were largely ignored. Their views
were not properly heard in the classroom. One of the students from Chitwan explained:

Teachers decide the contents. However, some teachers such as Social Studies, they
first update us with latest happening in the country and start teaching. Overall, it is
mostly decided by teachers. Some teachers ask our opinion and we discuss. [FGDSC]

Almost all the research participants agreed that school curriculum of Nepal is not
based on the need of the nation, it has not been developed considering the interests of the
students - rather the curriculum is borrowed. Hence, it has failed to achieve the targeted goals
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of education. One school principal from Parbat district expressed her disappointment in
relation to school curriculum and its relevance to local community. She noted:
It seems the curriculum of the nation doesn’t comply with the need of the nation. The
academic activities, school environment, education level of parents, interests of the
students and their wishes in the developed country differ from that of developing
countries. To be specific, while designing school curriculum, we are copying them
from the developed countries which doesn’t yield as per the need of our soil. We
haven’t been able to include traditional knowledge and skills in our curriculum.
Communities must be involved. A favourable environment should be created so that
we can use locally available means and resources. [ISPP]

All the research participants had a consensus that the national school curriculum does
not cater for the diverse cultural and social spheres of local communities. They believed that
there was plenty of traditional knowledge and skills along with cultural values in local
community that can be integrated into the school curriculum to support better student
achievement. One parent from Chitwan district pointed out the significance of traditional
practices and skills. He outlined:

All traditional things are not wrong. The traditional skills and practices which are
useful can be integrated in curriculum. For example, we have had caste groups having
deeper understanding of ethnomusicology, ethnomathematics and indigenous art and
architecture. But they are not given any space in school curriculum. There are many
skills we have learnt from our forefathers, we need to look into the practical and
scientific skills that can be preserved. For this, we can include them in our school
curriculum. However, we need to be aware of the demand of today’s world, interests
of the students and they must be scientifically tested. [IP1M]
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The opinions mentioned above indicate that further research is required to examine
the potential indigenous knowledge and skills that can be incorporated into the school
curriculum. For students to perform better, the school curriculum needs to be more culturally
responsive so that students are better motivated for learning. Participants of focus group
discussion among students in Chitwan said:

S1: When our textbooks includes about our own social activities and culture, we find
it interesting to study.

S2: The curriculum of school should be changed as per the demand of time. When
textbooks and curriculum are designed, they must be appropriate to our standards and
age-appropriate. Language chosen in the textbooks is not appropriate to our standard,
we find it difficult. It should be linked to our daily-life situation. [FGDSC]

Research participants were of the opinion that the school curriculum of Nepal is not
deeply rooted to local soil rather it is developed copying the international practices. There is
negligible involvement of major stakeholders in the process of curriculum and textbook
contents selection. Consequently, it has not been able to achieve its goals. As a school
principal from Parbat district put it:

We have failed to achieve the learning outcomes of the curriculum. We have copied
the international practices which don’t always suit to our circumstances. It is the fate
of a developing country like ours. Had the country been developed, we wouldn’t have
copied others trends. [ISPP]

The findings of the study indicate that the school curriculum can provide a path for
students to cultivate their values and provide a way of life that not only values others equally
but also can make them aware of citizenship rights and responsibilities (Bruniges, 2005). In
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such circumstances students and teachers embrace and acknowledge diversity contributing to
the better educational environments for learning. All major stakeholders of education,
politicians and corporations across the globe advocate school reforms that restructuring
curricula that cater for the needs of all learners (Cheung & Wong, 2011). For the successful
implementation of the curriculum, it requires a very careful plan for curriculum innovations
to be introduced so that students perform better at school (Papajani, 2015). Bringing such
changes into the curriculum is a great challenge as innovative approaches need to address
learner diversity and should cater individual differences of students in relation to their
learning ability and their behaviour development (Cheung & Wong, 2011). Mfum-Mensah
(2009) argued that if the curriculum content reflects communities’ cultural values and
contexts, stakeholders including local community members can become empowered and
emancipated in a way that ultimately benefits the broader community. Therefore, there is a
growing importance of context in the curriculum development process (Prideaux, 2007).

The findings of this study bring forth the insights that are corresponding to the results
of research conducted among high school teachers in Kenya in relation to the involvement of
stakeholders in curriculum development process and its impact on learning of the students.

The findings established that there was a statistically significant relationship between
teachers’ perspective towards their involvement in selection and organisation of
learning experiences and implementation of secondary school curriculum in Kenya.
However due to the top- down model of curriculum development followed by Kenya
Institute of Curriculum Development (KICD), curriculum development process is
largely centrally-controlled and the experiences and talents of teachers are untapped
and under-utilised during curriculum development process. The study recommends
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that teachers should be involved in the planning and development of the curriculum in
all stages for effective implementation. (Kobiah, 2016, p. 53)

Both Nepal and Kenya are developing countries and are known for their diversity.
Students do not perform well when the curriculum is non-inclusive and education policies in
relation to selection of curriculum contents are controlled by a particular dominant culture
(Perso, 2012). The textbook statement that ‘Fish live in an aquarium’ pointed to by one of the
teachers demonstrates the role of dominant urban elites in curriculum and textbook content
selection and development. The findings of this study indicate that a non-inclusive school
curriculum and less involvement of the stakeholders in curriculum and textbook contents
selection and development might have contributed to the lower student achievement at public
secondary schools in Nepal.

4.5 Conventional assessment mechanism
Among many factors that affect curriculum and learning, the assessment mechanisms
are equally significant. Teachers in Nepal have been found to be using the traditional
assessment system that is based on written exams three times a year. The following extracts
emerged during the focus group discussions among teachers in Myagdi district in relation to
the assessment and evaluation.

T1: The major means of evaluation is written examination.
T2: It’s not practical.
T3: Evaluation hasn’t been within access. The one who evaluates is without value.
How can such a person evaluate in such a case? Thus, evaluation becomes
ineffective (refers to teachers who are irresponsible themselves).
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T4: It’s not valueless but it has been made valueless.

T5: We teach. We conduct exams. Only 25% students pass fairly in the
examination but while upgrading the class, we upgrade almost 75% students to the
upper grades. We know these students are unsuccessful in achieving the learning
outcomes. Nevertheless, we have to upgrade them to higher grade. We upgrade
those students who fail in the exam. Thus, we fail to evaluate.

T6: Only the written test has been regarded as a means of evaluation. The other
means such as interview, discussion, social experiments aren’t brought under
consideration.

T2: Evaluation has been confined within the written examinations only.

T4: Now a new system, Continuous Assessment System, has been introduced up
to Grade Seven. But it hasn’t been implemented in higher grades. It would be
better if it was introduced in higher grades too.

T1: Interestingly, nobody talks about the evaluation of the curriculum itself.

T5: Standardised tests like District Level Examinations (DLE) and School
Leaving Certificate Examination (SLC) are totally based on written exams.
Moreover, evaluation of a school is merely based on the SLC result and the
percentage the students secure. Since the examination system itself isn’t
transparent, we can’t be confident in this regard either. In my opinion, evaluation
is not appropriate here. It’s the weakest aspect of Nepalese education system.
[FGDTM]
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Although a continuous assessment system (CAS) has recently been introduced in
lower grades, there is no provision of continuous assessment system in secondary level in
Nepal. Similarly, teachers in Myagdi district have understood continuous assessment system
as a way to promote a higher number of students to upper grades. There were no proper
records of student assessment let alone developing the individual portfolios of each student.
Teachers continue to fall back on the conventional student assessment mechanism.
Nevertheless, teachers in Parbat district were highly positive in relation to the newly
introduced continuous assessment system. They stated that they had been using different
tools for student assessment. The following excerpts from the focus group discussion reveal
their understanding.

T1: We assess student achievement through exams, continuous assessment,
interviews, observation etc.

T2: There are other tools such as question-answer, classroom discussion, field trip,
class observation, report writing etc.

T3: The main tool is written examination that is conducted three times a year. In
between there are monthly, fortnightly, weekly tests managed by individual teachers
as per their needs.
T4: We also assess students’ behaviour and manner and keep record of this.

T5: In the past students used to leave school once they failed in the exams. Now, due
to continuous assessment system, there is some improvement. In many schools
teachers do not teach sincerely at school and provide students with loads of
homework. If we teach students engaging them in the classroom activities, we can
bring some changes in the issues of school dropouts. [FGDTP]
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There was no agreed understanding among teachers in reference to assessment of
student learning. However, a majority of the teachers were in support of a continuous
assessment system and wanted it to be introduced at the secondary level. One of the parents
from Myagdi district stated that if curriculum included clear assessment mechanism,
students’ learning is enhanced:

First and foremost, the curriculum should be developed in line with the interests of the
students. Students should have readiness for learning, teachers must be capable of
delivering the classes effectively, students need plenty of practice during the process
of learning, they must be engaged and there must be very clear assessment
mechanism, in this way we can enhance students’ learning. [IP2M]

There is a growing concern and recognition of alternative approaches of student
assessment at the policy-making level as well which was expressed by one of the curriculum
experts of Curriculum Development Centre (CDC).

Our system gives more priority to written examination and hierarchical classification.
Only figures cannot determine ‘learnt’ and ‘not learnt’ rather this should be associated
with real learning. For that, we have not been able to promote new assessment system
in spite of having a mechanism for that. [ICE2]

The findings of this study show that assessment mechanisms in Nepal are based on
traditional written tests and look less student friendly. The school curriculum has not
provided sufficient assessment techniques. As a result, there is a lower academic attainment
of the students. When assessment mechanism is child-friendly and is taken as a learning tool
in the class, assessment can motivate students and increase student engagement, help in
metacognition promoting individual formative suggestions and feedback, and increase
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interaction among students and teachers (Brame, 2013; Fulton, 2012; Wiliam & Thompson,
2007). Learning outcomes result from an effective relationship between learning efforts, the
curriculum and adopted pedagogy where assessment avails a favourable environment for
improvement (Leonard & Penick, 2000). Scholars suggest that to enhance student learning,
student-centred assessment mechanisms can play a vital role. Wiliam and Thompson (2007)
contend that assessment can be taken as a learning tool that provides an opportunity in
determining learning goals, what the students have already known and what they require to
achieve. In this process, constructive feedback plays an important role which enhances
learning of the students (Hattie & Timperley, 2007). The findings of this study acknowledge
the following arguments: use of various assessment methods contribute to the better academic
achievement and enhance thinking capabilities of students (Duran, Mihladiz & Balliel, 2013)
and students’ active engagement and participation in decision making processes around
assessment and evaluation mechanisms can improve their learning (Cukusic, Garaca &
Jadric, 2014).

4.6 Teachers’ content and pedagogical knowledge and their
attributes
Teachers play a very significant role in student learning. They not only implement the
curriculum but can also contribute substantially to the process of curriculum change and
reform (Tutkun & Aksoyalp, 2010). There is a research consensus that teachers are key in
relation to curriculum development and implementation (Karacaoglu & Acar, 2010; Gultekin,
2013; Park & Sung, 2013 & Aykac & Celik, 2014). The learning and achievement of the
students depends on teachers’ content knowledge, their pedagogical know-how and
classroom management skills. It equally depends on the individual attributes of teachers and
the resources that they use during curriculum implementation. Similarly, learning is
influenced by the opportunities and exposure that teachers receive in relation to their
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professional development. The research participants of this study indicated that teachers play
a very crucial role in curriculum implementation that has a direct impact on student learning.
To some extent, teachers blamed themselves for failing to achieve the intended outcomes of
student learning. The following discussion that took place among teachers in Myagdi district
recognised this:

T1: We have not been able to present the content of curriculum as mentioned in the
school curriculum. What we normally do is to read out what is given in the textbook.
Students listen to what we say. Hence, we have failed to get the intended outcome.
T2: It is because we lack adequate-infrastructures to promote ‘learning by doing.’

T3: I agree, in some cases, teachers do not act responsibly. They have been using the
same teaching methodologies that were in use more than a decade ago. New
technologies have not been adopted at all. [FGDTM]

Teachers in Parbat district indicated that if new student-centred teaching methods are
used in delivering the curriculum, the issues of absenteeism and school dropouts can be
reduced. One of the teachers during focus group interview said, ‘If we adopt new teaching
strategies giving focus to audio-visual materials in our teaching methods, we can, to some
extent, can address the issues of absenteeism and school dropouts [FGDTP].’

A majority of the stakeholders including students, parents, school principals and
curriculum experts pointed out that teachers’ content knowledge and pedagogical skills can
have serious impacts on student learning. Even teachers themselves agreed on this. However,
despite their realisation of their roles in student learning, things have not been changed. Their
approaches to teaching-learning have remained the same. Students stated during the focus
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group interview that teachers do not change their method of teaching even if they were asked
to.

When we tell them (teachers) that we could not get the topic, they repeat the topic but
they don’t change their method of teaching. We cannot say that we dislike their
teaching methods… if they give us the chance we can present on any topic, learning
from friends is easy and we can compare ourselves and learn better. [FGDSM]

We like it when we are involved in activities, or when teachers use local resources, or
when they teach us by giving examples. [FGDSP]
Teachers’ inactiveness in bringing innovative approaches to learning outlined in the
school curriculum is further reinforced by the opinion of one of the school principals of
Myagdi district.

If you talk about our school, the majority of our colleagues do not study the
curriculum before they go to classrooms. I, myself, do the same. We have got
curriculum in laptop, I can provide them the soft copy if they need, and we also have
hard copies in school library. However, we never take instructions seriously before
going to classroom. It’s our fault. [ISPM]

The curriculum expert offered a similar opinion in relation to conventional teachinglearning approaches.

Teaching methods are properly described in the curriculum, however, teachers do not
follow the methods prescribed, they use their own conventional ways of disseminating
knowledge and skills. Additional budget has been allocated so that schools will be
able to buy teacher’s guidelines and other necessary reference materials. Nevertheless,
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that budget is not utilised properly. Teachers have been teaching traditionally, the
way they were taught by their teachers. Improvement is hindered because of this.
[ICE1]

Teachers are expected to adopt various strategies to enhance student learning.
Similarly, it is anticipated that they modify the curriculum to suit the needs of the local
community and context. Their active and innovative involvement in curriculum
implementation is required so that learning outcomes are achieved. Another research
participant, a curriculum expert of CDC reiterated that teachers are the real practitioners and
the effectiveness of curriculum and learning largely depends on them.

Teachers are the real practitioners and implemented curriculum demands a bigger role
of them. It is also a practice of being close to the learner. Needs and expectations are
different in diverse contexts. The main intention of the curriculum is, teachers
identify such differences and deliver the subject matter in the local context. Lately
what I believe is, teacher is the prime factor. Teacher’s competence and readiness,
commitment and motivation are very important. Teacher remains the change agent as
s/he is very near to the guardians and the students. [ICE2]

Parents were also found to be very conscious about the importance of innovative
approaches to learning. The following excerpt from a parent supports the views expressed by
curriculum experts and school principals.

New and innovative approaches to teaching and learning should be adopted that
creates interest and curiosity among students. The school environment should be
student-friendly so that they will be happy going to school. School administration and
teachers play a vital role in creating a conducive learning environment. Parents need
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to be actively involved in all possible learning activities of children and they should
create a favourable environment for learning at home. [IP1M]

Although everyone is equally responsible in the process of curriculum implementation
to achieve the desired learning goals, teachers play a more crucial role. One research
participant, school principal of Myagdi district reiterated the importance of teachers’
readiness and their commitment in curriculum implementation.

The District Education Office, school supervisors, resource persons, teachers play
important role to bring the curriculum down to classroom. Among them, teachers play
the most crucial role. But majority of teachers don’t know what curriculum is. Those
who know don’t use it. They feel textbook is everything. There is no supervision.
District Education Office, school supervisors, resource persons, even school
principals are responsible for the successful delivery of the curriculum. Teachers
should know what curriculum is and they should teach according to the curriculum. In
some parts of the nation, textbooks are not available on time. When we ask the
teachers of such region how they teach in such a condition, nobody replies that they
rely on curriculum. Instead they say that they talk to the District Education Office,
order from Kathmandu, demand with the School Management Committee and so on.
They never talk about the curriculum, library, resource materials and other things that
support curriculum. [ISPM]

The findings clearly indicate that the conventional teacher-learning approaches
adopted could have contributed to the lower student achievement. Similarly, teachers’
unwillingness to change and their personal traits might have also influenced learning. The
findings also indicate that many teachers take textbook as an end of curriculum and their
pedagogical strategies are centred upon textbook content. Teachers are usually reluctant to
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embrace curriculum change. They choose easier methods for them which are consistent with
their beliefs and views and they are slow in responding to the innovative approaches to
teaching and learning (Mereku & Mereku, 2015). Educational innovations introduced
demand change in teachers’ attitudes, practices and behaviours (Papajani, 2015). For the
successful implementation of school curriculum, teachers need effective professional
development programs (Gibson & Brooks, 2012). Similarly, teachers need to adopt culturally
responsive approaches to learning. They not only should know the background of students in
terms of cultural and linguistic diversity, but also be aware of their interests and their life and
learning environment at home (Perso, 2012).

School pedagogy in Nepal is mostly teacher-centred and allows more focus on
memorisation rather than conceptual understanding (CERID, 2004; UNESCO, 2008).
Teaching is primarily based on a lecture method. This traditional lecture method is often
criticised for making students inactive in the learning process (Nepal & Panuwatwanich,
2011). It does not focus on deeper understanding of the subject matter and is exam-oriented
(Nepal & Panuwatwanich, 2011). The findings of this study indicate that school pedagogy
adopted in the classroom seems conventional and has not appropriately addressed students’
aspirations and interests. The research participants suggested for student-centred approaches
to learning to be introduced to enhance achievement.

4.7 Learning outcomes and school retention
After presenting the findings and discussion in relation to the factors affecting
learning in close connection to the different dimensions of school curriculum, the next section
primarily focuses on impacts of curriculum on learning and school retention in the context of
public secondary schools in Nepal. A majority of the stakeholders believed that the
curriculum plays a crucial role in student learning. If the school curriculum is effectively
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implemented, students remain at schools and complete their education. In relation to the
impact of curriculum on learning, school principals from Myagdi and Parbat expressed
respectively:

The curriculum definitely affects the learning achievement of the students. The
curriculum determines the type of manpower we intend to produce. It also includes
the means of evaluation. It defines the need of the state level or local level. It includes
assessment tools required. If there is no curriculum, the teacher is confused to teach.
Textbooks are also designed based on curriculum. Thus, it affects learning
achievement directly or indirectly. [ISPM]

In my opinion, the curriculum includes everything that affects teaching-learning in
and beyond school. The curriculum encompasses wide meaning and areas. In the
context of our country, at school level, textbooks which are prepared on the basis of
curriculum are all in all. We focus on textbooks rather than curriculum. The
curriculum also has failed to include the aspirations of the target group. [ISPC]

The aforementioned opinion is furthered strengthened by the participants of the focus
group interviews among teachers in Chitwan district.

There is a direct impact of curriculum on teaching and learning. If the curriculum is in
line with needs of local context, students find it interesting to learn and we can deliver
well. If it does not address the needs of local realities, students do not participate in
learning process and it will be difficult to teach. [FGDTC]

The opinions of school principals and teachers are well supported by the views
expressed by the curriculum expert. One of the research participants at CDC outlined the
significance of curriculum and its impact on student learning.
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The curriculum is a framework, plan and a roadmap. It helps in shaping the journey
determining the destinations. It is a skeleton. Education without a curriculum is like a
horse without halter. Such a skeleton is needed in formal education. We cannot
imagine formal education without a curriculum, though there are concepts of deschooling. Such concepts are only populist. It is necessary to shape the formal
education and align the national objects to local context, so as to develop capacity of
an individual. That has huge impact. But in the context of Nepal, it’s too early to
claim that we have based our teaching learning activities entirely in line with the
prescribed curriculum and we are yet to make a make solid contribution synching our
teaching-learning activities with curriculum. Though we have a long history of CDC,
our schools have long-rooted practice of relying on textbooks. Although the textbook
is based on the curriculum it does not incorporate everything. [ICE2]

The excerpts indicate that the intended curriculum and its relevance to the local
context affects student learning. However, inconsistency might be observed between the
intended and implemented curriculum that is influenced by the assessment mechanisms,
principles of curriculum and diverse beliefs, attitudes and practices of teachers (Papajani,
2015). The findings of this study acknowledge the argument that curriculum materials matter
a lot in student learning (Geier et al., 2008; Songer, Kelcey & Gotwals., 2009 & Wilson,
Taylor, Kowalski & Carlson, 2010). The curriculum needs to suit students’ interests for
effective learning).

Major stakeholders of secondary education in Nepal indicated that the school
curriculum has not been able to address the cultural and social diversity of the nation.
However, the problem was observed more severe in curriculum implementation. The
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following diagram illustrates and sums up the need of school curriculum that addresses sociocultural diversity in a country like Nepal (UNESCO, 2011, p. 3).
Which issues concerning socio-cultural diversity are included
in your current curriculum and which are not?

Current
Issues

Are there any diversity issues that have been historically
neglected or disregarded? Why?

Neglected
Issues

What diversity issues and perspectives should be included in
your curriculum to address local, national, regional and global
challenges?

Issues to be
included

Curriculum
Content

How should the curriculum be sensitive to your specific
content in which it is implemented? What are some potential
obstacles and solutions?

Context

Curriculum
Development
Addressing sociocultural diversity
through the
curriculum

How should the consideration for socio-cultural diversity
influence teaching methods and styles to meet the diverse
needs of learners?

Teaching
methods

How should teachers be trained and empowered to include
socio-cultural diversity issues into the curriculum? What
should the role of teachers be in the development of a more
comprehensive curriculum in your context?

Teacher
training and
teacher’s role

What are the potential learning outcomes of a curriculum that
addresses socio-cultural diversity? What kinds of knowledge,
skills and core competence should be assessed?

Learning
outcomes

What kinds of assessment tools could be used? What should
be the criteria used for assessment

Assessment
tools

How can assessment support the learning process and
improve the wellbeing of all students?

The role of
assessment

Role of
assessment in
practice

Figure 4. 1: Addressing socio-cultural diversity through the curriculum
The issues of curriculum development, assessment practices and pedagogical
interventions can be addressed by adopting a curriculum which is culturally responsive and
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socially appropriate incorporating the diverse indigenous knowledge and skills and cultural
values. The issues that could be incorporated in school curriculum can be explored consistent
with the nature and needs of the local context aligning those curriculum contents to the
cultural diversity of the nation. Similarly, appropriate learning approaches and assessment
tools that suit the intended learning outcomes can be adopted providing teachers required
support and resources for creating a culturally responsive learning environment. For this,
teachers are expected to be culturally sensitive in order that they can recognise features of
local diversity and can adopt appropriate teaching methods and assessment techniques
considering the questions listed in Figure 4.3. The questions such as ‘what diversity issues
and perspectives should be included in your curriculum to address local, national, regional
and global challenges?’ can provide curriculum developers and other key stakeholders an
opportunity to carefully consider cultural aspects while devising and selecting curriculum
content.

4.8 Chapter summary
In summary, the findings suggest that curriculum and textbook content selection
autonomy should be assigned to the local level aligning it to the recent political restructuring
of Nepal into seven different provinces to cater for the needs of diverse ethnic/indigenous
cultures. School education can encourage innovative approaches to learning providing
enough opportunities for students to express their knowledge and experience and studentfriendly assessment mechanisms. The findings suggest that many stakeholders take textbooks
as the curriculum and their all activities are centred to those textbooks that promote rote
learning and memorisation as the assessment mechanism reinforces it.

All the major stakeholders of education, primarily students and teachers, claimed that
for the effective learning to take place in the class, the school curriculum should be locally137
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rooted that addresses the interests and needs of the learner in their local contexts ensuring
inclusive education through interventions targeted to needy and poor children. They argued
that they should be involved in developing and selecting curriculum contents and preparing
textbooks. There was an agreed consensus that new and innovative approaches to learning
and assessment techniques are required in Nepal to enhance learning outcomes for students.
Similarly, educational institutions need to stay away from political activities that have
adversely affected education in Nepal. The participants of this study suggested that some
governmental interventions are required to promote equity in education providing additional
assistance to the children coming from poor and marginalised communities.
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Finding and discussion
Section B:
Students’ and teachers’
perceptions about school
pedagogy and the
curriculum

The principal research question of the study was ‘To what extent does the
curriculum influence teaching and learning in Nepal?’ Three subsidiary questions
were formulated to investigate the perceptions of key stakeholders in relation to
school curriculum and its relationship with teaching and learning in secondary schools
in Nepal. This chapter presents the findings and discussion of the second subsidiary
research question related to the perceptions of students and teachers regarding
teaching-learning activities and school curriculum which is primarily guided by the
implemented curriculum in relation to the conceptual framework of this study. Both
quantitative and qualitative findings are presented, analysed and interpreted.
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Qualitative data were obtained from focus three focus group interviews
conducted among teachers in three different locations. Likewise, three focus group
interviews were conducted among students in those locations. The focus group
interview of the teachers was approximately 45-minute long whereas the focus group
interview of the students was 30-minute long.

As delineated in in Chapter 3, two separate survey instruments (see Appendix
B and C) were devised on the basis of literature reviewed on Chapter 2 to explore the
perceptions of teachers and students in relation to classroom pedagogy and school
curriculum. There were 276 student respondents studying in secondary level and 41
teacher respondents from three different schools across Parbat, Chitwan and Myagdi
districts of Nepal (see Appendix E for map of Nepal). The survey used a five point
Likert scale: “Almost never”, “Sometimes”, “About half of the time”, “Often” and
‘Almost always” to determine the student engagement and participation in learning
process. Adelson and McCoach (2010) argue that a 5 point Likert scale works well
with students in investigating their perceptions. Such responses are useful in
categorising the survey data to explore the existing pedagogical approaches used in
school.

Further, opinions of students and teachers obtained from semi-structured
interviews and focus group discussions provided an avenue for a richer analysis of the
collected data in answering the research question. The amalgamation of two
complementary approaches, quantitative and qualitative, helped to explore the
phenomenon of curricular and related teaching and learning experiences from various
perspectives rather than sticking to a singular method.
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The quantitative data obtained from student and teacher survey were subjected
to descriptive statistical analyses using the SPSS (Version 23). The descriptive
statistical analysis is based on the mean (M) as a measure of central tendency and
standard deviation (SD) as a measure of variability (Salkind, 2004). Frequency
distribution of the responses was used while analysing and interpreting the results of
the surveys.

5.1 Quantitative results
The following table presents the descriptive statistics of the responses
gathered from the teacher survey.

Table 5.1 Descriptive statistics of teacher survey

Likert scale statement

N

M (SD)

There is no discrimination on the basis of gender, ethnicity, religion

41

4.82(0.54)

41

4.12(1.09)

41

3.41(1.26)

41

3.85(0.93)

41

3.60(0.94)

41

3.73(1.11)

41

3.73(0.94)

and socio-economic status in school.
I actively involve myself to develop a school curriculum or part of
it.
Teachers are actively involved in the curriculum development
process.
The present school curriculum has addressed the needs of diverse
indigenous and ethnic groups of people.
The school curriculum has incorporated indigenous knowledge,
skills and practices from local communities.
The school curriculum is updated in timely manner as per the
demand of time (with reference to last five years).
The school curriculum is culturally responsive.
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Teachers exchange teaching materials with other colleagues.

41

3.73(1.18)

Students’ aspirations are taken in consideration in implementing

41

3.92(0.98)

41

3.78(0.85)

Teaching and learning activities are linked to daily life situations.

41

4.04(1.04)

I use locally available resources as per the need of the class.

41

4.12(0.87)

School provides resources when required.

41

3.41(0.89)

I discuss and decide on the instructional media.

41

3.58(0.97)

I enjoy teaching in this class.

41

4.46(0.50)

I provide enough opportunities for students to express their

41

4.51(0.77)

41

4.24(0.88)

41

4.21(0.75)

41

4.09(0.80)

I relate the subject matter to our everyday life situation.

41

3.97(0.87)

I talk to people outside the class about the subject matter that I

41

4.21(0.90)

There is a fruitful discussion in the class.

41

4.17(0.91)

Students get an opportunity to ask questions in case they fail to

41

4.60(0.77)

Students get enough opportunities to participate in activities.

41

3.75(0.85)

There is a feeling of cooperation among students.

41

4.17(0.83)

Students pay attention to the class.

41

4.29(0.55)

Students complete given task on time.

41

3.63(0.79)

curriculum.
Teaching-learning activities are in line with the interests of
students.

knowledge and experiences.
I get engaged in discussion regarding the learning development of
specific students.
I get involved in joint activities across different classes and age
groups.
Teachers discuss and coordinate homework practice across all
subjects.

teach in the class.

understand the subject matter.
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Students answer the questions I ask in the class.

41

3.63(.69)

I know what my students expect me to do in the class.

41

4.41(0.63)

The following table presents the descriptive statistics of the responses gathered from
student survey.

Table 5.2 Descriptive statistics of student survey
Descriptive Statistics (student survey)
Likert scale statement

N

M (SD)

276

2.87(1.16)

Teaching-learning activities are student friendly.

272

3.39(1.19)

Teaching-learning activities are chosen as per the interests of the

274

2.64(1.05)

Teachers use locally available resources in the classroom.

274

2.95(1.09)

School provides necessary aids and materials.

273

3.21(1.05)

Textbooks are updated in timely manner as per the demand of time

274

2.50(0.97)

Teachers relate the subject matter to our daily life situation.

274

3.52(1.23)

There is a meaningful discussion in the class.

272

3.96(1.07)

I talk to people outside the class about the subject matter taught in

275

3.09(1.18)

I know what my teachers want me to do in the class.

275

3.48(1.30)

I pay attention to the class.

276

4.80(0.45)

I complete my work on time.

275

4.44(0.69)

I like to answer the questions asked in the classroom.

267

4.01(.87)

I enjoy my teacher’s class.

276

4.13(0.91)

I am given enough opportunities to express my knowledge and

274

2.80(1.02)

Teachers encourage us to express our views and opinions on the
subject being taught.

students.

(with reference to last five years).

the class.

experience.

143

Chapter 5

Findings and Discussion

I get an opportunity to ask questions in case I fail to understand the

276

2.58(0.91)

276

4.09(1.20)

subject matter.
There is a feeling of cooperation among students.

5.2 Student perceptions
The results of the student survey were analysed considering the major
components of the survey items. While devising the survey items four different
components were considered in relation to school pedagogy and curriculum. The
components were: teaching empathy and support, cognitive engagement
(meaningfulness of learning), behavioural engagement of student and emotional
engagement. Hence, the results of the survey were analysed considering the
components aforementioned.

5.2.1 Teaching empathy and support
As teaching empathy and support plays a vital role in student learning, the
students were asked to respond how often they received support from their teachers in
the learning process. Students had contrasting perceptions in relation to the teaching
learning activities as compared to the qualitative data that is discussed later in this
chapter. The mean score of item 2 (3.39) and item 3 (2.64) about teaching empathy
and support provided a conflicting perception of the students. However, the mean
scores of other items in this category signalled that students were not happy about the
support and empathy they received from their teachers.
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Table 5.3 Descriptive statistics for teaching empathy and support
Likert scale statement

N

M (SD)

276

2.87(1.16)

Teaching-learning activities are student friendly.

272

3.39(1.19)

Teaching-learning activities are chosen as per the interests of the

274

2.64(1.05)

Teachers use locally available resources in the classroom.

274

2.95(1.09)

School provides necessary aids and materials.

273

3.21(1.05)

Textbooks are updated in timely manner as per the demand of time

274

2.50(0.97)

Teachers encourage us to express our views and opinions on the
subject being taught.

students.

(with reference to last five years).

When students were asked how frequently teachers encouraged them to
express their views and opinions on the subject being taught in the class, 58.7% of
them responded “sometimes”, 17% of them said “often”, 14.9% of the participants
responded “always”, 9.1% of the reported “about half of the time” and only 0.4% of
them responded “almost never” (see Figure 5.1 for illustration).

Figure 5. 1: Teachers’ encouragement of student participation in learning
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Figure 5.1 illustrates that most of the respondents felt that they did not get
enough opportunities to express their views and opinions in the process of learning
although a reasonable number of respondents felt they had favourable teachers’
encouragement to express their opinions and ideas in the class.

Similarly, in relation to the teaching-learning activities, most of the
respondents (52.9%) indicated that teaching-learning activities were not usually
chosen as per the interests of the students. Interestingly, 7.3% of the students
responded that their interests were never considered while choosing teaching-learning
activities in the class. Nevertheless, a reasonable number of students (12% “about half
of the time”, 23% “often” and 4.7% “almost always) said that their interests were
taken into consideration by the teachers in selecting the teaching-learning activities
(see Figure 5.2 for illustration). Further, when asked about teaching-learning activities
in relation to their appropriateness for students, 2.9% of them responded that
teaching-learning activities adopted by teachers were never student friendly, however
29.4% of the respondents indicated the activities were student-friendly only
“sometimes”, 13.2%, 33.8%, and 20.6% of the participants indicated “about half of
the time”, “often” and “almost always” respectively. This shows that a large number
of students thought that classroom activities chosen in schools were less than studentfriendly.
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Figure 5.2: Selection of teaching-learning activities on the basis of student interests
When the students were asked to what extent their teachers used locally
available resources while teaching, the largest section of the respondents (46%) stated
that teachers ‘sometimes’ used the resources while teaching. Further, 1.8%, 10.2%,
16.8%, and 25.2% responded the frequency of resources used by teachers in the class
as “almost never”, “almost always”, “about half of the time” and “often” respectively
(see Figure 5.3 for illustration). In relation to schools providing necessary teaching
aids and resources, 2.6% indicated “almost always”, 27.5% each indicated
“sometimes” and “about half of the time”, 30.8% said “often” and 11.7% stated
“almost always”. This data demonstrates that almost half of the student respondents
felt that their learning was under-resourced which means schools did not provide
necessary resources for teaching-learning.
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Figure 5.3: Teachers’ use of locally available resources
The participants were asked how frequently the textbooks were updated as per
the need of time. 66.4% of responded “sometimes”, followed by 13.5% “often”,
10.2% “about half of the time”, 5.8% “always” and 4.0% “never” (see Figure 5.4 for
illustration).
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Figure 5.4: Curriculum updates and change
The results indicate that the school curriculum of Nepal is not updated in a
timely manner to address the needs of the changing time. The present school
curriculum used in schools was introduced more than a decade ago. Although a few
minor changes have occurred, the curriculum has remained relatively rigid and fixed
and has not been updated on a timely basis.

5.2.2 Cognitive engagement (meaningfulness of learning)
Table 5.4 illustrates the mean and standard deviation of the items related to the
cognitive engagement of the students. The table shows that many students believed
that there was a meaningful discussion in the class (mean score 3.96), however, they
did not seem to discuss the matter outside their class as this item has the lowest mean
value (3.09).
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Table 5.4 Descriptive statistics for cognitive engagement (meaningfulness of
learning)
Likert scale statement

N

M (SD)

Teachers relate the subject matter to our daily life situation.

274

3.52(1.23)

There is a meaningful discussion in the class.

272

3.96(1.07)

I talk to people outside the class about the subject matter taught in

275

3.09(1.18)

the class.

When asked about the meaningfulness of learning in their classroom, the
participants responded that they “sometimes” talked about the subject matter outside
the class. 42.5% of them stated that they talked to people outside the class about the
subject matter “sometimes”, 23.6% responded “often”, similarly 16.4% of them
responded “almost always”, 15.3% stated “about half of the time” and 2.2% of the
participants stated that “almost never” (see Figure 5.5 for illustration). Likewise,
when asked whether or not teachers related the subject matter to their daily life
situation, 31.4% stated “sometimes”, followed by 30.3% “often”, 28.1% “almost
always”, 8.8% “about half of the time” and 1.5% “almost never”. However, most of
the participants of the student survey responded positively when they were asked if
there was meaningful discussion in the class. 38.6% indicated “almost always”
followed by 36.4% “often”, 15.4% “sometimes”, 8.8% “about half of the time” and
0.7% “almost never”.
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Figure 5.5: Teaching connected to daily life situation

5.2.3 Behavioural engagement
In relation to the behavioural engagement of the students, they responded it
very positively. The mean value of all the items shows that they were happy about
their behavioural engagement in the classroom.

Table 5.5 Descriptive statistics for behavioural engagement
Likert scale statement

N

M (SD)

I know what my teachers want me to do in the class.

275

3.48(1.30)

I pay attention to the class.

276

4.80(0.45)

I complete my work on time.

275

4.44(0.69)

I like to answer the questions asked in the classroom.

267

4.01(.87)

Table 5.5 provides the mean and standard deviation of the items related to
behavioural engagement. There is almost an agreed consensus among the students
that they pay attention to the class and do their work as assigned and finish on time.
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5.2.4 Emotional engagement
Table 5.6 illustrates mean and standard deviation of the items regarding
emotional engagement of the students in learning. Most of the student participants
indicated that there was a feeling of cooperation among students, when asked 38.6%
of the respondents indicated “almost always” followed by 36.4% “often”. This shows
that majority of the students felt there was a feeling of cooperation among students.
However, when they were asked if they were given enough opportunities to express
their knowledge and experience, a large number of students (56.2%) responded
“sometimes” , 20.8% stated “often”, 15.0% said “about half of the time” and 8.% of
them stated “almost always”, interestingly none of the respondents stated “almost
never” in this statement (see Figure 5.6 for illustration). Similarly, when the student
participants were asked if they would get enough opportunities to ask questions in
case they fail to understand the subject matter, most of them revealed the
disagreement that they got opportunities to ask: 65.6% responded “sometimes”,
18.1% often, 12.0 “about half of the time”, 3.6 “almost always” and 0.7 “almost
never” (see Figure 5.6 for illustration).
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Almost always

Often

About half of the time

Sometimes

Almost never
0.0%

10.0%

20.0%

30.0%

40.0%

50.0%

60.0%

70.0%

Opportunities to ask questions in case they fail to understand
Opportunities to express their knowledge and experience

Figure 5.6: Opportunities students receive in class
Table 5.6 Descriptive statistics for emotional engagement
Likert scale statement

N

M (SD)

I enjoy my teacher’s class.

276

4.13(0.91)

I am given enough opportunities to express my knowledge and

274

2.80(1.02)

276

2.58(0.91)

276

4.09(1.20)

experience.
I get an opportunity to ask questions in case I fail to understand the
subject matter.
There is a feeling of cooperation among students.

In relation to the emotional engagement of the students in the classroom, the
highest mean score (4.13) shows that students enjoyed their teacher’s class despite
various other issues raised by the survey and during the interviews. However, the
lowest mean score (2.58) indicates that they did not get an opportunity to ask their
teacher in case they failed to understand.
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5.3 Teachers’ perceptions
The results of the teacher survey were analysed considering the major
components of the survey items. While devising the survey items five different
components were considered in relation to school pedagogy and curriculum. The
components were: curriculum implementation, teaching approaches and resources,
teachers’ involvement in class, student involvement, and student work ethos. Hence,
the results of the survey were analysed considering the components aforementioned.

5.3.1 Curriculum implementation
Table 5.7 Descriptive statistics for perceptions on curriculum
Likert scale statement

N

M (SD)

There is no discrimination on the basis of gender, ethnicity, religion

41

4.82(0.54)

41

4.12(1.09)

41

3.41(1.26)

41

3.85(0.93)

41

3.60(0.94)

41

3.73(1.11)

41

3.73(0.94)

and socio-economic status in school.
I actively involve myself to develop a school curriculum or part of
it.
Teachers are actively involved in the curriculum development
process.
The present school curriculum has addressed the needs of diverse
indigenous and ethnic groups of people.
The school curriculum has incorporated indigenous knowledge,
skills and practices from local communities.
The school curriculum is updated in timely manner as per the
demand of time (with reference to last five years).
The school curriculum is culturally responsive.

The mean scores above indicate that majority of the teachers responded
positively in relation to the curriculum implementation except to the statement that
was asked to explore their involvement in the curriculum development process.
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When teachers were asked if there was any form of discrimination on the basis
of gender, ethnicity, religion and socio-economic status in school, they reported
highly positively: 87.8% of the respondents stated that there was no any kind of
discrimination. Only 2.4% of the teacher participants of the survey indicated there
was some form of discrimination at school in relation to student engagement and
participation. They reported that they actively involved themselves to develop a
school curriculum or part of it (46.3% “almost always”, 36.6% “often”, 2.4% “about
half of the time”, 12.2% “sometimes” and 2.4% “almost never”). When asked about
their involvement in the curriculum development process of national curriculum, there
was no agreed consensus. There were varying views regarding their involvement in
curriculum development process (see Figure 5.7 for illustration).

Figure 5.7: Teachers’ involvement in the curriculum development process
Similarly, a majority of the respondents to the teacher survey reported that the
present school curriculum has addressed the need of the diverse indigenous and ethnic
groups of people and it has incorporated indigenous knowledge, skills and practices
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from local communities. However, there was no agreement among the participants
and a general consensus could not be made regarding the curriculum updates to reflect
changing circumstances (see Figure 5.8 for illustration).

Figure 5.8: Curriculum and textbook updates and changes

5.3.2 Teaching approaches and resources
When teacher participants of the survey were asked to what extent they
exchanged teaching materials with other colleagues, a majority of them responded
(36.6% “often” and 31.7% “almost always) highly positively. 26.8% stated
“sometimes” and 4.9% of them reported “about half of the time”. Further, when they
were asked if students’ aspirations are taken into consideration in implementing the
curriculum, 48.8% reported “often” and 29.3% of the participants responded “almost
always”. Similarly, when asked whether or not teaching-learning activities were
student-friendly, there was almost a general consensus on “often” (43.9%) and
“almost always” (46.3%). Likewise, when they were asked if they used locally
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available resources to suit the needs of the class, the responses were very positive:
39.0% “often”, 39.0% “almost always”, 17.1 “about half of the time” and 4.9
“sometimes”. However, their perceptions differed when they were asked about
resources provided by school (see Figure 5.9 for illustration).

Figure 5.9: Resources provided by the school
Further, when they were asked to what extent they discussed and decided on
the selection of instructional media, 36.6% of them responded “often”, 31.7% stated
“almost always”, 4.9% reported “about half of the time” and 26.8% chose
“sometimes” in their responses.

Table 5.8 Descriptive statistics for teaching approaches and resources
Likert scale statement

N

M (SD)

Teachers exchange teaching materials with other colleagues.

41

3.73(1.18)

Students’ aspirations are taken in consideration in implementing

41

3.92(0.98)

curriculum.
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Teaching-learning activities are in line with the interests of

41

3.78(0.85)

Teaching and learning activities are linked to daily life situations.

41

4.04(1.04)

I use locally available resources as per the need of the class.

41

4.12(0.87)

School provides resources when required.

41

3.41(0.89)

I discuss and decide on the instructional media.

41

3.58(0.97)

students.

5.3.3 Teachers’ involvement in class
When teacher participants of the survey were asked to respond to the
statements in relation to their involvement in the class, a majority of them responded
significantly positively in almost all the items (see Table 5.9 for illustration of mean
and standard deviation).

Table 5.9 Descriptive statistics for teacher involvement in class
Likert scale statement

N

M (SD)

I enjoy teaching in this class.

41

4.46(0.50)

I provide enough opportunities for students to express their

41

4.51(0.77)

41

4.24(0.88)

41

4.21(0.75)

41

4.09(0.80)

I relate the subject matter to our everyday life situation.

41

3.97(0.87)

I talk to people outside the class about the subject matter that I

41

4.21(0.90)

knowledge and experiences.
I get engaged in discussion regarding the learning development of
specific students.
I get involved in joint activities across different classes and age
groups.
Teachers discuss and coordinate homework practice across all
subjects.

teach in the class.
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5.3.4 Student involvement
Table 5.10 presents mean and standard deviation of the responses from
teachers on the items related to student involvement in the class.

Table 5.10 Descriptive statistics for student involvement
Likert scale statement

N

M (SD)

There is a fruitful discussion in the class.

41

4.17(0.91)

Students get an opportunity to ask questions in case they fail to

41

4.60(0.77)

41

3.75(0.85)

understand the subject matter.
Students get enough opportunities to participate in activities.

5.3.5 Student work ethos
The following table illustrates mean and standard deviation of the items of the
survey related to student work ethos and teacher-student relationship. The responses
indicate that there was a feeling of cooperation among students and students did their
work as assigned by teachers.

Table 5.11 Descriptive statistics for student work ethos and teacher-student
relationship
Likert scale statement

N

M (SD)

There is a feeling of cooperation among students.

41

4.17(0.83)

Students pay attention to the class.

41

4.29(0.55)

Students complete given task on time.

41

3.63(0.79)

Students answer the questions I ask in the class.

41

3.63(.69)

I know what my students expect me to do in the class.

41

4.41(0.63)
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5.4 Qualitative findings
In this section, qualitative data that were gathered from focus group
discussions among students and teachers separately in three different locations are
presented. In each location, two separate focus group discussions were conducted
among students and teachers. All the teachers teaching in secondary level
(interestingly in each of the three schools they had nine teachers teaching in the
secondary level) happily volunteered to be the participants in the focus group
interviews. Similarly, nine students studying in Grade IX and X were asked to
volunteer. It was ensured at least 5 of them were girls to represent the higher number
of girls in the schools visited. While transcribing the qualitative data, the participants
were assigned codes such as T1, T2, T3 … for teacher participants and S1, S2, S3 ….
for student participants to protect their identities.

The qualitative data provided a deeper understanding in relation to the
perceptions of students and teachers about teaching-learning activities and school
curriculum. The following excerpts taken from focus group discussion among
students provide deeper understanding in relation to the opportunities students get in
the class.

R: To what extent do you get to express your knowledge and experience in the
class?

S1: Very rarely.
S2: Almost all the time it’s teachers who speak in the class, they do not let us
say anything, maybe they think we don’t know at all.
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S3: I think it is not possible for teachers to provide us chances to express our
views as we are many. Also, he has to finish the course.
S4: Whatever, I feel they think we don’t know things.

R: What do you do if you fail to understand what the teacher is teaching?
S3: I ask the teacher to explain it again but many of my friends get scared, it’s
because sometimes teachers ask ‘tell me what do you know’?

S1: In most of the cases, only the talented ones dare to ask questions, others do
not dare to ask, there are plenty of things that we do not know, what to ask.
S4: To add, they are like ‘boss’, so we get afraid, I rather ask my friends after
the classes are over. [FGDSM]

When the same question was asked among the teachers during focus group
interviews there were very different responses. The following excerpts are taken from
focus group discussion among teachers of Parbat.

R: To what extent do you provide opportunities for students to express their
knowledge and experience in the class?

T1: I always provide chances for them to share their ideas and knowledge in
my class.

T2: Practically, it is not possible, we have large classes and if we give each
student to express his/her views on a topic, we will not be able to finish 20%
of the course designed for a year.
161

Chapter 5

Findings and Discussion

T3: Students do not respond when we ask a question, let alone they express
their knowledge and experience. Sir, our students do not speak even if you ask
them, how will they express what they know?

T4: We have to be mindful of our course and time as well. To be honest, in
most cases it’s we who speak in the class, students don’t get much chance.
T5: I agree on it, yet, they are free to ask questions if they don’t understand,
we always try our best to make them understand. [FGDTP]

The excerpts show that there were differing views of teachers and students in
reference to the opportunities available to students within daily classroom interaction.
Similarly, when the student participants were asked about the meaningfulness of
learning, most of the participants revealed that they actually did not know what they
were learning and what it was meant for. The following statements of the participants
of focus group interview reveals the situation of meaningfulness of learning.

R: How often teachers relate subject matter to your daily life situations?

S1: At times, in most of the classes, they do not.

S2: I think, there are many things we study at school that are not relevant to
our daily life now. So, they cannot link to our life.

R: Do you talk to people outside the class about the subject matter taught in
the class?

S3: Very rarely, almost not.
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S4: Only some issues of social studies, other than that we hardly talk of what
we study at school. [FGDSP]

When similar questions were asked to the teachers they had similar opinions.
In this regard, both teacher and student participants of the focus group interviews
were of the similar perceptions.

R: How often teachers relate subject matter to your daily life situations?

T1: To the possible extent, when things are relevant. For example, I teach
social studies, hence, I have many things I relate to our life and to our
community.

T2: It is not possible in all cases, yet, we try to relate to our daily life.

R: Do you talk to people outside the class about the subject matter taught in
the class?

T7: We hardly do that. When there comes some relevance of the context, we
do or else, most of the time we don’t. [FGDTC]

Regarding the teaching-learning approaches, use of learning resources and
school curriculum, there were distinctly different views of the student and teacher
participants. Some interesting opinions of the participants are listed below that have,
to a larger extent according to the participants, impacts on learning outcomes of the
students.
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S4: Teachers decide what to learn, and mostly they teach what is there in the
textbook. [FGDSM]

S1: We like when we are involved in activities in the class. We enjoy when
teachers use resources and use examples from our context. [FGDSP]

S3: When we fail to understand, we request them (teachers) to repeat the topic
but we cannot say we don’t like their method of teaching.
S5: They don’t change their teaching method, rather they repeat the same
thing if we fail to understand.

S6: When our friends get chance to present anything in the class, we enjoy it
because they do it in a new way. Also, we compare ourselves with our friends
(can I do better?). [FGDSM]

The opinions of the students reveal that teachers play a key role in the
classroom. Although teachers try to make students understand the subject matter, the
students perceived that they generally stick to their own teaching approaches and do
not change their teaching patterns. The student participants of the focus group
interviews stated that they enjoyed it when their friends, very rarely, got chances to
present something in the class. Such a situation allowed them to compare ideas with
their friends and motivates them in learning. One of the teacher participants of the
focus group interview recommended a very interesting idea to bring changes in the
education system. He preferred young qualified teachers to the old and experienced
one. He argued:
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T8: To add, the government should adopt the policy to bid farewell
respectfully with ‘golden handshakes’ to old teachers who have taught more
than 20 years and follow traditional approaches to learning. Young, energetic
and qualified people should be encouraged to get into this profession, such a
provision will motivate the learners. Many old teachers are not familiar with
the latest innovations and technology. There is a great difference when a
young and energetic teacher equipped with latest trends of teaching enters the
class as compared to the old ones who are not familiar with changing trends of
learning. [FGDTP]

Almost all the participants agreed that they had been following the traditional
approaches to learning that is primarily based on the lecture-method.

T6: We, the teachers, have not been able to present the things to the students
in a way as mentioned in the curriculum. There are many constraints, large
classrooms, limited resources and timeframe to finish the course. So, we read
out what’s in the textbook but can’t present them by doing. So, students listen
to what we say. Hence, we have failed to get intended outcomes.

T7: Some teachers have been using same teaching methodologies that were in
use more than a decade ago. New technologies have not been used.

T2: Classroom activities 30 years ago and now are almost the same, time has
changed, so has the society but not our methodologies. [FGDTM]

When the teachers were discussing learning resources, they unanimously
agreed that learning with the help of relevant resources would bring changes to their
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teaching methods, however, they themselves said that their teaching was over-reliant
on textbooks. They even suggested that if textbooks provided the list of the reference
materials required for teaching-learning, it would be easier for them to carry out their
activities in the class. The following excerpts reflect their perceptions in relation to
the learning resources.
T1: …Our teaching is based merely on textbooks, if we go beyond books and
bring relevant resources, only then we can bring changes to our approaches.

T2: Further, our textbooks do not provide the reference materials needed for
teaching learning, if there was such a provision, students would be motivated
to learn and even teachers would get proper guidelines.

T3: Students should be provided with required educational materials. If
parents cannot afford them, government should provide them what they need
for learning. [FGDTC]

Teachers were aware that they had not been using the proper resources to
enhance learning. Furthermore, they univocally agreed during the focus group
discussion that some students did not have even the minimum educational materials
required as their parents could not afford to buy them. Hence, they suggested that
government should provide basic learning materials to the needy children.

Teachers appreciated the attempts of government to make the school
curriculum culturally responsive. However, in relation to curriculum content, they
exhibited their dissatisfaction, they stated that the content selection of the textbooks
was not consistent and appropriate. The students were similarly unhappy about the
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content of the textbooks. They reported that the data provided in the textbooks were
old and were not updated on a timely manner.

T6: Attempts have been made but our school curriculum has not been
culturally responsive. For example, in the textbook of Grade VII of Nepali,
there are stories based on traditional beliefs and superstitions which do not
comply with latest generation and in Grade X, we need to teach about robots.
The content selection seems wrong and inconsistent. [FGDTC]

S1: We are studying in 2015 (at the time of interview), but our textbooks have
the statistics that are very old. The textbooks provide us the data of 5-6 years
back. They are not up-to-date. In examination, they expect us to provide the
current statistics. Textbooks and curriculum must be updated in a timely way.
[FGDSC]

As explained in the previous chapter (Chapter 4), both teacher and student
participants of focus group interviews indicated resentment with aspects of the
curriculum development process. Although there is a policy to involve the major
stakeholders while developing the school curriculum, they believed the policy was not
executed sincerely to address the needs of the stakeholders.

T3: Although there is a provision in the policy, teachers and students do not
actively participate in the development process of school curriculum. Experts
from the curriculum development centre design and develop the curriculum.
Hence, the school curriculum is not practical and it has not addressed the
needs of the major stakeholders.
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T9: There are meetings and workshops, this is just a formality. At the end,
what matters is the decision of experts, they decide the contents and almost
everything of the curriculum. [FGDTP]

S1: We have been given few choices in terms of subjects that we learn at
school, some of us are interested in arts and some of us are interested in dance.
We could do better if we had options for those subjects too as per our
interests. [FGDSM]

The above mentioned perspectives of students and teachers show the situation
of the school curriculum in Nepal. The major stakeholders of curriculum demonstrate
that they do not have a sense of ownership in relation to the content of the school
curriculum.

5.5 Discussion of the findings
This research aimed at exploring the perceptions of key stakeholders about the
school curriculum and its relationship with teaching and learning in public secondary
schools in Nepal. To explore the influence of the curriculum on teaching and learning
it was essential to uncover the perceptions of students and teachers in relation to the
teaching-learning activities and curriculum adopted in schools. The first section of
this chapter presented the results of surveys conducted among students and teachers
that was supported by the qualitative data obtained from separate focus group
interviews of teachers and students. The upcoming section of this chapter presents the
discussion of the findings in relation to the literature reviewed in Chapter 2
synthesising the quantitative and qualitative findings.
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Various issues have emerged from both qualitative and quantitative study
indicating several factors that impact on student learning. In most of the cases, there
were differing perspectives between teachers and students. However, there were areas
where both teachers and students agreed. This section presents the discussion of the
findings which emerged from this mixed method study on the basis of the following
four specific areas that the participants believed have significant impact on student
learning. They are: teaching approaches and resource support, empathy and student
engagement (behavioural, emotional and cognitive), power dynamics in the classroom
and curriculum contents.

5.5.1 Teaching approaches and resource support
The results of the student survey suggest that for much of the time students’
interests are not taken into consideration while selecting learning activities. Moreover,
the survey revealed that teachers use locally available resources in the classroom only
“sometimes”. A similar response was reported about the encouragement students get
from their teachers to express their views and opinions. The results of the student
survey indicated that many students were not satisfied with the teaching-learning
activities and resource support they received at school. Student participants asserted
during the interviews that almost all the teachers adopted traditional approaches to
teaching-learning. New innovative approaches of learning were rarely used in the
learning process. Even the teacher participants accepted that they had been following
the conventional pedagogical methods of teaching-learning. There was a general
consensus among the participants that conventional pedagogical approaches adversely
affected student learning. However, there were a few enthusiastic young teachers who
had been trying to bring innovations in learning strategies. Those young teachers even
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suggested that the government to bid farewell to old teachers respectfully so that
young generation would get chance to come to teaching profession with innovative
ideas and methods of teaching.

It can be argued that teachers play a crucial role in student learning and their
teaching strategies have a significant impact on student learning. Hence, teachers
could be aware of various learning styles and needs and interests of their students. A
good teacher is expected to master various learning strategies as per the need to the
context and should be able use educational resources to accomplish the learning
objectives set for students (Tudor, 2015).

The findings of this study indicate that students have various attitudes and
levels of motivation related to teaching-learning and they have diverse responses to
instructional practices adopted by teachers and classroom situations (Felder & Brent,
2009). When the teachers understand the differences, they can meet the various
learning needs of their learners. Felder and Brent (2009) categorise a diversity of
students that has significant implications for teaching-learning into three different
groups: different levels of learning styles that include how the learners take in and
process the information, approaches adopted for learning (surface, deep and strategic
and different intellectual development levels which encompasses attitudes of the
learners regarding the nature of knowledge) and how they acquire it and how it is
evaluated. Thus, for effective learning to occur, teachers could recognise and
acknowledge student diversity that was not reflected in the findings of the study.

It is apparent that students need plenty of opportunities to construct
knowledge. It is possible when they get sufficient opportunities to solve real problems
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adopting different learning strategies such as asking and refining questions, planning
and conducting investigations, gathering information, analysing the obtained
information, interpreting the findings and giving meaning to them (Fishman, Marx,
Best & Tal, 2003). Therefore, the learning process is similar to a research procedure
where the learners get involved throughout an inquiry before drawing conclusions
from their findings.

However, contrary to the importance of opportunities student need while
learning, the findings of the study indicate that students’ various learning styles and
levels of understanding are largely ignored in teaching-learning process. One of the
teacher participants admitted, ‘Practically it is not possible, we have large classes and
if we give each student an opportunity to express his/her views on a topic, we will not
be able to finish 20% of the course designed for a year.’ This clearly signals that
students hardly get sufficient opportunities to express their knowledge and
experiences in the classroom. The explanation of the teacher participants of the focus
group who had neglected to provide required chances for students’ active
participation in learning was large class sizes. The average class sizes was nearly 50
in three schools visited. According to them, the class size in their schools was better
as compared to some other schools which had more than 70 students in a class.
Student participants of focus group discussions expressed their serious resentment
about not getting time to express their opinions on the subject matter taught in school.
One of the participants expressed this: ‘Almost all the time it’s teachers who speak in
the class, they do not let us say anything, maybe they think we don’t know at all.’
This statement raises a serious question about teaching approaches adopted by the
teachers where students have negligible opportunities to learn and to grow. It is
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evident that effective learning is ensured when teachers adopt various teaching
strategies as per the needs and interests of the students (Scott et al., 2014). It is
important to establish and consolidate a clear sense of the students’ prior learning so
as to frame the new learning and new curriculum content.

Although the responses made by teachers in the survey indicated that they
chose their teaching approaches considering the aspirations of the students, the
students responses generally rejected the view that this was happening. Interestingly,
the responses of the teachers themselves were different during the focus group
interviews as compared to their survey responses. This could possibly be due to the
anonymity of their names in the survey forms. They could not dissimulate with each
other during focus group discussion in front of the researcher. Their statements in the
focus group interviews support the perceptions of student participants: teachinglearning activities at school are not student-friendly, teachers rarely choose teachinglearning activities with respect to students’ interests; teachers hardly use locally
available resources while teaching, and schools sometimes neglect to provide
necessary resources. The research participants asserted that conventional teachercentred approaches to teaching had contributed significantly to the poor learning
achievement of students in secondary schools is Nepal. The appropriate teaching
strategies implemented as per the interests and needs of the students affect
development and empowerment of students’ metacognitive skills (Listiana, Susilo,
Suwono, & Suarsini, 2016). In the context of this study, the results reveal that
teaching learning strategies were not chosen to suit the students’ needs and interests.
Rather, teachers largely followed a traditional ‘chalk and talk’ transmission approach.
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Figure 5.10, Figure 5.11, and Figure 5.12 illustrate the differing perceptions of
students and teachers regarding teaching-learning activities and opportunities students
get in the learning process.

Figure 5.10: Opportunities students receive to express their knowledge and
experience

Figure 5.11: Use of locally available resources while teaching
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Figure 5.12: Selection of teaching-learning activities to reflect students’ interests
The responses of teachers and students differed significantly about the
opportunities students receive in the class. Similarly, there were contradictory
responses about teaching-learning strategies adopted by teachers. However, both
student and teacher participants had similar opinions that were obtained from
qualitative data. They admitted that students did not receive sufficient opportunities to
express their knowledge and experience for various reasons such as time constraints
and large class sizes.

Learning resources and support provided by the school play an important role
in learning. The responses made by student participants about resources and support
was not satisfactory. A majority of the participants responded that teachers rarely used
the resources in teaching, similarly students seemed dissatisfied with the school
support. Deur (2010) states that students’ learning and their opportunities to carry out
inquiry are influenced by the learning environment at school and in the classrooms.
Thus, there is a great significance of school support to promote self-directed learning
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for the students. The results of research indicates that cooperative learning in pairs
and in groups promotes student achievement as compared to individualistic learning
(Burtucchi, Conte, Johnson & Johnson, 2010). Students learning in pairs and groups
have a higher level of social self-esteem as compared to the ones who work alone.
This research finding was not resonating in the Nepalese context.

A number of researchers who have explored the resourcing of teaching and its
impact upon learning have indicated that the school environment, classroom timetable
and practices, instructional strategies, interactions between teacher and students, and
use of technology can all impact on student achievement. (Furner & Berman, 2003;
Greenwald et al. 1996; Hanushek, 1997; Hitchcock & Noonan, 2000). Students’
learning is associated with the school level resources, classroom resources including
the use of technology and subject-related materials required for teaching-learning.
(Clements, 2002; Sarama & Clements, 2003). The findings of this study acknowledge
the significance of varied teaching strategies, resources and school support in student
learning.

5.5.2 Teaching empathy and support
In this section three different dimensions of student engagement are discussed
with respect to teaching empathy and support students receive during learning
process. Behavioural engagement involves students’ compliance to school and
classroom rules. It also includes classroom involvement, class work, discussion and
participation in co-curricular activities. Emotional engagement relates to student
feelings, perceptions and attitudes towards classroom and school. It covers the issues
such as belongingness, enthusiasm, interests and attachment to school. Cognitive
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engagement is connected with psychological involvement of students in learning. It
concerns their perceptions of competency, willingness to meaningful learning and use
of self-regulation strategies (Archambault, Janosz, Morizot, & Pagani, 2009;
Fredricks, Blumenfeld & Paris, 2004).

In this study, the surveys included items that were designed to examine the
perceptions of teachers and students on behavioural, emotional and cognitive
engagement. Table 5.4, Table 5.5 and Table 5.6 provide the descriptive statistics of
cognitive, behavioural and emotional engagement of the student participants
respectively. The responses of teacher participants in relation to the student
engagement on learning were highly positive as they indicated “often” and “almost
always” in response to the survey items about the frequency of student engagement.
The responses of the teacher shows that they provide substantial support and are
empathetic to students to enhance learning. However, student responses suggest that
they need more cognitive and emotional engagement while learning. Their responses
about behavioural engagement was positive as majority of the respondents reported
“often” and “almost always” in the items that were devised to ask their perceptions on
behavioural engagement (Table 5.5). The study shows that students and teachers view
engagement differently. The findings of the study indicate that less cognitive and
emotional engagement could be an outcome of the conventional teaching approach
that limits meaningfulness of learning and traditional hierarchy of student-teacher
relationship. The following interview extracts reinforce the issue of teacher-student
relationship.

176

Chapter 5

Findings and Discussion

Many of my friends get scared, it’s because sometimes teachers ask ‘tell me
what do you know?’… in most cases, only the talented ones dare to ask
questions, others do not dare to ask, there are plenty of things that we do not
know, what to ask… to add, they (teachers), are like ‘boss’, we get afraid, I
rather ask my friends after the classes are over. [FGDSM]

The excerpt depicts that when some teachers are not empathetic towards
students this can have a significant impact on learning. In such circumstances it is
unlikely that students perform well. Research shows that empathy plays a major role
in working efficiently with diverse students (McAllister, & Irvine, 2002). Teachers
are expected to be empathetic to ensure student engagement. An empathic
relationship requires a balance between student and teacher roles where teacher is
expected to allow appropriate freedom for students and provide support and guidance
when needed (Cooper, Brna, & Martins, 2000). It is about developing a sense of
understanding that each student needs considerable empathy from a teacher during the
learning process. Cooper, Brna, and Martines (2000) insist that empathy is not merely
limited to relationship building, it is equally important that the methods of teaching
are suitable to ensure engagement by the students. It also includes the attitudes of a
teacher, facial expressions, voice, body language and positioning. In terms of
empathic attributes of a teacher, Cooper et al. (2000) recommend the following
approaches to teaching.

Varied teaching strategies; relaxed but rigorous; involves changes of pace and
style; adaptable and flexible; sessions well-structured; individualised and
personalised wherever possible; use of differentiation - matches task to child;
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explains problem issues; takes time over any issues; prepares individual
material for children who need it frequently initiates a session with some
aspect of topic that relates directly to child’s own experience; personal
interest, humour and discussion of non-academic issues interspersed at
appropriate moments through lesson; the personal used as a vehicle into the
subject matter. (p. 29)

Student autonomy is ensured by the empathic teacher who is always actively
engaging students in their learning (Assor, Kaplan & Roth, 2002). Nevertheless, the
present study reveals a reverse of this situation. When a positive learning environment
is created considering the factors discussed above, better student achievement can
only be expected. Teacher behaviour and student engagement are reciprocal (Skinner
& Belmont, 1993). When teachers interact with students it helps to ensure behavioural
and emotional engagement in the classroom which ultimately brings positive results
in learning. When students secure empathic support from teachers in all the three
dimensions of engagement, they feel efficacious about their capabilities and perform
well enhancing their self-regulation and autonomy (Appleton, Christenson & Furlong,
2008; Chih-Yuan Sun & Rueda, 2012 & Linnenbrink & Pintrich, 2003). The findings
of this study affirm these arguments.

5.5.3 Power dynamics in the classroom
The results of the survey and the findings obtained from interviews with
students and teachers indicate that teachers hold absolute power in classrooms.
Students hardly get to represent their prior knowledge and experience. Teachinglearning activities are controlled by the teachers who not only control the authority of
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contents but also command the classroom communication. Student learning is
influenced by power dynamics in the classroom (Reinsvold & Cochran, 2012). In
most cases, traditional teachers are representative of adult authority which dominates
the dialogue both in form and its contents (Lemke, 1990) – in turn contributing to a
lower student achievement. Drawing on evidence from the data, it can be argued that
for effective learning to take place in the classroom it is essential to authorise student
perspectives. Authorising students’ perspectives not only enhances learning, it equally
provides teachers an opportunity to revisit their strategies shifting from self-controlled
authority to collaborative learning mechanisms (Cook-Sather, 2002). The results of
this study indicate the unequal power distribution in the classroom which could be
one of the hindrances to effective learning. Listening to students’ voices in curriculum
development and in the content selection of the textbooks is one of the major issues
raised by the research participants of this study. The findings of this study reinforce
the argument of Cook-Sather (2006, p. 363) who contends ‘Having a voice—having
presence, power, and agency—within democratic, or at least voting, contexts means
having the opportunity to speak one’s mind, be heard and counted by others, and,
perhaps, to have an influence on outcomes.’ Voices of students should get due
recognition in almost every sector as they are the major stakeholders of education and
their power and agency should be recognised for effective learning to take place.

5.5.4 Curriculum contents
The curriculum is always a central point in education as it demands the major
key elements in the process. It includes aims or statements of intent, potential
teaching-learning strategies, assessment mechanisms and procedures for evaluation
(Prideaux, 2003). These elements of the curriculum are interconnected and
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complement each other while carrying out teaching-learning activities. The
curriculum encompasses a set of values and beliefs that students are entitled to know
and the procedures to acquire those values and beliefs. So, the curriculum holds a
central place in teaching and learning as it provides guidelines for teachers to teach in
classrooms. It is even argued that curriculum materials themselves are the source of
professional development for teachers (Fishman, Marx, Best & Tal, 2003). Therefore,
it is essential to examine the perceptions of students and teachers about the curriculum
to find out its impact on learning.

In this study, student participants of the survey revealed that the school
curriculum has not been regularly updated and does not address changing needs. The
present school curriculum was introduced more than a decade ago and has not been
updated except for a few token changes in the textbooks. Even, the teacher
participants agreed, to some extent, in this matter (Figure 5.13). The responses to the
survey was strongly supported by the qualitative data obtain from interviews. One of
the student participants rightfully pointed out, ‘We are studying in 2015 (at the time
of interview), but our textbooks statistics that are very old. The textbooks provide us
the data of 5-6 years back. They are not up-to-date. In examination, they expect us to
provide current statistics. Textbooks and curriculum should be timely updated.’ This
shows that it is not only the curriculum that has not been updated and changed on
time, even the textbooks are not properly updated.
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Figure 5.13: Curriculum and textbook updates and changes
When teacher participants were asked to assess how the school curriculum of
Nepal has addressed the needs of diverse indigenous and ethnic groups of people, and
if it has incorporated indigenous knowledge and skills and practices of local
communities, most of them reported very positively. However, during the interviews,
there was a general consensus that the present school curriculum of Nepal is hardly
culturally responsive. The positive responses obtained from the survey could be due
to the anonymity of research participants in the survey form. Further, most of the
teachers teaching in those schools were from the dominant Brahmin and Chhetri
communities, hence, they might have deliberately overlooked the issues of the local
ethnic communities. Among 41 teacher participants, only four of them represented the
indigenous and ethnic communities. Although the schools were chosen on the basis of
the dominance of three distinct ethnic or cultural communities, they did not have
proportional representation in school. According to MoE (2015), there are only 18.3%
teachers who belong to underprivileged ethnic communities and 4.5% of them come
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from downtrodden Dalit communities. Hence, the perceptions of teachers obtained
from the survey about the responsiveness of curriculum are positively reported.

Contrary to the survey responses, there were different opinions obtained from
the focus group interviews regarding the cultural responsiveness of the curriculum
and other indigenous issues associated with developing the whole school curriculum.
The following excerpts taken from three different focus group discussions reflect the
significance of a culturally responsive school curriculum for better learning.

Attempts have been made to include various cultures, religions and customs,
yet our school curriculum is not yet culturally responsive. If we could be given
an opportunity to develop our local curriculum, the curriculum would be
culturally responsive… even if there is a policy of providing primary
education in local language, it has not been implemented at all…contents
selection of the textbook does not comply with cultural context….textbooks
provide examples that are not inclusive in nature … hopefully after federalism
(political change) such issues can be addressed in state level curriculum…
curriculum should include values, knowledge and skills from each cultural and
ethnic groups, to the possible extent.

These opinions of teachers obtained from focus group interviews indicate that
the school curriculum is expected to provide a culturally responsive way to cultivate
their values which enables them to value others. Through a culturally responsive
curriculum, students develop an understanding of respecting citizenship rights and
responsibilities of everyone (Bruniges, 2005). In such circumstances students and
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teachers embrace and acknowledge diversity contributing to a better educational
environment for learning.

There is a growing importance of context in the curriculum development
process (Prideaux, 2007). Mfum-Mensah (2009) argues that if the curriculum content
reflect the communities’ cultural values and contexts, stakeholders including local
community members can become empowered and emancipated in a way that that
ultimately benefits the broader community. A wider involvement of stakeholders in
curriculum development process enhances a culturally responsive curriculum
(Kobiah, 2016). The findings of this study embody the arguments claimed by Perso
(2012) which contends if school curriculum is non-inclusive and the selection of
curriculum contents are controlled by a dominant cultural group, students do not
perform well. The satirical inference made by one of the teacher participants of this
study ‘Fish lives in an aquarium’ clearly shows that curriculum and textbook contents
selection is controlled by a dominant urban elite in Nepal.

The findings of this study suggest that one of the reasons of lower student
achievement in public secondary schools in Nepal could be due to non-inclusive
school curriculum that does not recognise the local cultural values, knowledge and
skills in the process of selecting curriculum and textbook contents. Both qualitative
and quantitative data obtained from the research participants call for a social
constructivist approach in reshaping the school curriculum as it challenges taken-forgranted understanding the world: western models are ‘correct and proper’ and
indigenous models and practices are less efficacious and less effective (Flintoff &
Rivers, 2013). In the Nepalese context, students represent a diverse range of social,
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cultural and ethnic communities and they might perceive and think in a different way.
Recognising their needs and interests helps them in learning process as social
constructivism intends that students with diverse cultural and social background
might perceive and think in a different way even when they face the same problem
(Wertsch & Toma, 1995).

Thus, for students to achieve learning outcomes, there are many aspects that
could be considered such as students’ prior experience, knowledge, conceptions and
reasoning for studying, their perceptions of teaching-learning environment, type of
teaching-learning environment provided to them, teachers’ pedagogical course
knowledge and conceptions of teaching, how course material is selected, organised,
presented and assessed and approaches to learning and studying (Entwistle, McCune,
& Hounsell, 2002, p. 6, see illustration Figure 5.18). All these aspects are intricately
connected to the implemented curriculum that consequently can affect student
learning.

Students’ prior experience,
knowledge, conceptions and
reasons for studying

Approaches to
learning and studying

Students’ perceptions of
teaching-learning
environment
Quality of learning
achieved

How course material
is selected, organised,
presented, assessed

Type of teaching-learning
environment provided
Teachers’ pedagogical course
knowledge and conceptions of
teaching

Figure 5.14: Quality learning matrix
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This study was underpinned on the theoretical understanding of Trialogue by
Roberts (1996) along with IF-SO framework (Waldrip et al., 2010) in terms of
teaching and learning. Roberts proposes a triangular approach of interaction,
communication, explanation and representation among students, teachers and domain
for a better learning environment. Teachers acknowledge prior knowledge and
experience about the domain through representation and explanation. In this study, the
survey results reveals that students hardly get to express their knowledge and
experience about the subject matter being studied in the class. Only 8% of the student
participants reported that they get enough opportunities to present their prior
knowledge. Majority of the respondents (56.2%) reported “sometimes” when they
were asked to what extent they were given opportunities to express their knowledge
and experience. Consequently, learning was not effective because learning is a kind of
collaborative task which is an outcome of meaningful interactions between teacher
and student. When there are opportunities to interact, students receive ample
opportunities to compare and contrast with already established knowledge in the
process of constructing new knowledge (Roberts, 1996). Trialogue primarily focuses
on five different components and their relationships: student, teacher, domain,
observation and representation and explanation of the observation. When students get
opportunities to explain and represent their knowledge and experience, learning
becomes effective through interactions. They compare and contrast their knowledge
with existing body of knowledge established by human race in the process of
learning. Teachers facilitate and validate student understanding. Both teachers and
students equally remain active in the learning process. There are various
interpretations of Trialogue, a recent is an IF-SO framework developed by Waldrip,
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Prain and Carolan (2010) that entails ‘identifying key concepts, focusing on form and
function, sequencing and ongoing assessment’ (pp. 75-76).

Hence, this study rationalises the theoretical understanding of Trialogue in
teaching students from diverse ethnic and cultural communities adopting a social
constructivist approach. Further validation of Trialogue, which is reinforced by
student generated representations not only as an effective learning tool but also as an
assessment mechanism, is meticulously examined in Chapter 6 of this thesis.

5.6 Chapter summary
This chapter presented the perceptions of teachers and students in relation to
the implemented curriculum. They indicated a number of factors that could have
affected curriculum implementation as they responded the issues of curriculum
through the surveys and focus group discussions. A majority of the research
participants had a consensus that teaching-learning approaches and the school
curriculum were less than student-friendly and did not provide sufficient opportunities
for students to express their knowledge and experience. Their interests and needs
were not properly recognised and they acknowledged that this could have influenced
student learning. Interestingly, all the teacher participants of this study seemed aware
of the negative impact of conventional approaches they had been adopting. However,
they put most blame on the large classrooms and traditional assessment system for
resorting to traditional teaching strategies that promoted rote learning and
memorisation. Nevertheless, there were a few enthusiastic teachers who were trying
to introduce new approaches to learning to enhance student learning.
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To conclude, despite various issues raised regarding the teaching-learning
activities and school curriculum, participants of the study expressed some valuable
strengths of the Nepalese schools and classrooms. Almost all the respondents (both
teachers and students) had a consensus that there was a feeling of cooperation among
them and there was not any kind of discrimination on the basis of gender, ethnicity,
religion and socio-economic status. However, this sense of collaboration and
cooperation was not reflected in their pedagogical approaches.
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Chapter 6

Findings and discussion
Section C:
Students’ experiences of
the implemented
curriculum

This chapter reports the findings and discussion of subsidiary research
question number three that sheds light on how students experience the implemented
curriculum considering the assessment practices adopted by teachers in the
classrooms. The first section of this chapter discusses how teachers monitor student
learning in relation to the curriculum. Qualitative data were obtained through face-toface interviews and focus group discussions. Separate focus group interviews for
teachers and students in each location of the chosen three districts were conducted in
three different schools. Each focus group consisted of nine members. Additionally,
each school principal from the three different schools was interviewed in relation to
the teaching and learning activities, assessment techniques and their impacts on
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students’ learning outcomes and attainment. Later, qualitative data were gathered
from the curriculum experts through semi-structured face-to-face interviews. A twoweek long classroom observation was conducted to investigate how students
experienced the implemented curriculum with a focus upon the representational
curriculum implementation strategy. The next section of this chapter presents the
findings obtained from the classroom observation with respect to the impact of
student generated representational as an alternative strategy for learning and
assessment. Findings are presented, analysed and interpreted subsequently with the
relevant scholarly and professional literature brought into dialogue with the findings.
The principal research question of the study was ‘To what extent does the
curriculum influence teaching and learning in Nepal?’ Three subsidiary questions
were formulated to determine the impacts of curriculum on student learning in
secondary schools in Nepal. This chapter is mainly focused upon answering the third
sub-question: How do students experience the implemented curriculum? This chapter
primarily discusses the attained curriculum in relation to students’ experiences. In this
study, the attained curriculum has been interpreted as how students’ experience the
implemented curriculum.

The following section of this chapter provides a brief discussion pertaining to
assessment and learning in connection with curriculum provision in policy, obtaining
evidence from the lived experiences and opinions of the research participants about
the existing practices of learning and assessment.
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6.1 Assessment and learning
In general, assessment is a set of processes intended to measure the learning
outcomes of students and their level of understanding in relation to knowledge
acquired and skills achieved (Rahman, 2015). Although assessment can have various
purposes, the primary purpose of assessment is to support effective learning.
Assessment plays a vital role in stimulating feedback on learning and provides
opportunities to improve. It provides opportunities for both learners and teachers to
reflect upon the quality of learning and it can enhance students’ motivation to
progress in their learning (Nicol & Macfarlane-Dick, 2006; Rust, Price &
O’Donovan, 2003). Effective assessment appraises not only learners’ knowledge, it
also measures their skills and abilities.

Assessment tools serve as a communication bridge between students and
teachers as they promote open communication and permit students to actively
participate in the learning process (Kniffin, & Baert, 2015). Consequently, teachers
also secure opportunities to channel their learning strategies to more closely align
with the needs and interests of students. Appropriate assessment tools promote
student engagement in the class although there are various constraints to develop and
conduct them such as large class sizes, time required for assessment, student attitudes
and behaviour and resources (Kniffin & Baert, 2015). Teachers are expected to adopt
various assessment strategies other than written test and examination to provide
suitable feedback which helps to enhance student learning (Hui, Brown, & Chan,
2017). Hui, Brown and Chan (2017) strongly argue that assessment must not merely
be confined to summatively ranking, certifying or evaluating students rather it should
be used to enhance learning. However, teachers’ individual perceptions about
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teaching, learning and assessment, their personal attributes and school factors strongly
impact upon their learning and assessment techniques and the learning achievement of
students (Rubie-Davies, Flint & McDonald, 2012).

There are various assessment strategies adopted in learning. However, there
are two distinct assessment mechanisms widely used in education: formative
assessment and summative assessment (Ahmed, 2016). There are two major purposes
of assessment that are well-established in literature: enhancing teaching and learning
of students and promoting accountability; making students accountable for their
learning by issuing certificates and ensuring teachers and schools accountable to the
public (Barnes, Fives & Dacey, 2015; Hui, Brown & Chan, 2017). Formative
assessment is designed for enhancing learning outcomes of the students whereas
summative assessment is conducted to award a degree to a student or to provide
student leaning achievement evaluation to promote in the higher class (Ahmed, 2016).
Nevertheless, both assessment techniques can use various strategies such as group
work, quizzes, assignments and open-ended projects.

Continuous assessment is most widely used as a formative assessment which
aims at enhancing learning and understanding of students about the subject matter
taught in the class to achieve better learning outcomes (Robordo, 2017). In curriculum
implementation continuous assessment plays a vital role and it is the central point of
effective teaching-learning as it is aimed at enhancing learning outcomes of students
(Rahman, 2015). One of the crucial components of the curriculum is assessment of
learning. Without effective assessment mechanisms, curriculum implementation
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becomes ineffective in achieving learning outcomes. In relation to the importance of
assessment in implementing the curriculum, Clark (2015, p. 91) describes:

The curriculum is the totality of experiences which are planned for young
learners through their education, wherever they are being educated. It
determines the ethos of the school as a learning community, curriculum
subjects and areas, interdisciplinary learning, and opportunities to attain
personal and learning goals. An effective curriculum, which meets the needs
of the twenty-first century learner improves numeracy and literacy, promotes
health and well-being, and supports the social and technical skills required for
learning, life and work (lifelong learning). Relatively recent developments in
the policy frameworks of numerous nations have seen the implementation of
an interactive style of teaching and learning called formative assessment.
Formative classroom assessment is a potentially powerful instructional
process because the practice of sharing assessment information that supports
learning is embedded into the instructional process by design.

One of the most basic strategic considerations in curriculum development is
the relationship between the curriculum and continuous assessment of learning. The
curriculum should be devised ensuring a place for formative classroom assessment
techniques. Similarly teachers need to develop an understanding that their positive
relationship with students engages students in the learning process (Eisner, 2005). In
addition, a conducive and transparent assessment mechanism involves both teachers
and students who work together and use feedback to modify their teaching and
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learning strategies whenever required – which has come to be termed ‘Assessment for
Learning’ (Black & Wiliam, 1998).

6.2 Assessment provisions within the school curriculum of
Nepal and existing practices
The school curriculum of Nepal expects teachers to adopt both formative and
summative assessment techniques in the classroom. The policy clearly indicates that
teachers need to adopt assessment as an integral part of their learning strategies
ensuring continuous assessments such as assignments, classwork, project work,
community work, co-curricular activities, unit test and monthly test along with
summative terminal examinations for summative evaluation. Teachers are expected to
devise contextual and needs-based assessment tools and techniques (CDC, 2015).

Despite the focus of curriculum policy on continuous assessment in learning,
this study shows that assessment is largely confined to terminal examinations that are
conducted two or three times a year. The study found that with a few exceptions, there
was no record-keeping of student learning on a continuous basis. Most teachers were
indifferent to documenting student achievements. The reason could possibly be the
importance of final examination that decides the failure or success of a student.
Interestingly, all teacher participants within the study were familiar with continuous
assessment mechanisms and its significance in learning. The following excerpts taken
from the focus group interviews with teachers indicates their theoretical knowledge
about formative assessment. When they were asked how they monitored student
learning, they responded:
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T1: We monitor student learning through exams. However, continuous
assessment, interviews, observation are the main tools of learning assessment.

T2: There are other tools such as question-answer, classroom discussion, field
trips, class observation, report writing etc.

T3: The main tool is the written examination that is conducted three times a
year. In between there are monthly, fortnightly, weekly tests managed by
individual teachers as per their needs.
T4: We also assess students’ behaviour and manner and keep records of this.
[FGDTP]

The comments indicate that teachers were aware of formative assessment
techniques. However, when they were asked if they could show the records of the
student learning achievements, out of forty teachers only two of them showed that
they had kept records of some written tests they had given to their students, the rest of
them expressed that there was no meaning of keeping those records as what mattered
was the final examination scores in promoting students to the next level.

When the teachers were asked their opinions and experiences pertaining to
assessment of student learning, almost all of the teacher participants of the focus
group discussions echoed the similar view that assessment mechanisms adopted in
school were predominantly summative in nature and based upon the written
examination alone. Despite being aware of various approaches of learning
assessment, teachers did not embed them with teaching-learning approaches.
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T1: Assessment mechanism is not practical as the major means of
evaluation is the written examination

T2: We teach and we conduct tests and examinations. Only 25% of the
students fairly pass, but while upgrading the class, we upgrade almost
75% students with no clear justification. Even those who have not
achieved targeted learning outcomes are upgraded to higher grades.
Our evaluation mechanism has been made valueless.

T3: The main problem is that only the written test has been regarded as
a means of assessment. The other means such as interview, discussion,
field visits, community works etc. are not considered for learning
assessment of students.

T4: Recently, a new assessment mechanism, continuous assessment
system (CAS), has been introduced up to Grade VII, however, it has
not been introduced in higher grades. It would be better if it was
introduced in higher grades as well.

T5: We should not only review our assessment mechanism, we should
now evaluate our curriculum and its effectiveness. Standardised tests
such as District Level Examinations (DLE) and School Leaving
Certificate (SLC) Examination (now Secondary Education
Examination) pay scare attention to student-friendly pedagogy and
assessment strategies. Hence, students come across a situation of ‘do
or die’ at the end.
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T6: Effectiveness of curriculum has not been measured for a long time.
The programmes initiated by Ministry of Education should be
thoroughly reviewed. In addition, the Ministry of Education should set
up duties and responsibilities of parents. Evaluation of a school is
primarily focused on the results of SLC and the percentages students
secure. In such a situation how can we expect teachers to adopt various
learning and assessment strategies?

[FGDTM]

The interview excerpts mentioned above reflect the existing situation of
assessment mechanisms of public secondary schools in Nepal. Although teachers
seemed aware of various learning and assessment strategies such as field visits and
community works and their impact on student learning, they were not ready to adopt
them in their daily classroom because their evaluation, students’ evaluation and even
a school’s evaluation were based on the final results of annual written examinations of
DLE and SLC and the percentages students obtained. Teacher participants of the
focus group interviews acknowledged the importance of continuous assessment
mechanism and even urged the government authorities to review the whole
educational mechanism. However, there was a differing perspective of a school
principal who claimed to have promoted continuous assessment system in his school.
He mentioned:

The government of Nepal has directed us to adopt continuous assessment from
grade I to Grade VII. We adopt more formative evaluation procedures than
summative evaluation process in primary level. We grade students on the basis
of continuous assessment and provide them the necessary feedback. In lower
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secondary classes (6-8) certain percentage of the full marks is carried by
continuous assessment. District Education Office Resource centre and School
Supervisor organise different trainings. We have just implemented whatever
we have learned there. [ISPC]

Drawing evidences from the research participants of the study, it is apparent
that learning assessment practices in secondary schools in Nepal differ from those
adopted in most western countries. The experiences shared by teacher participants of
this research stressed that summative assessment was given the prime focus as
opposed to formative assessment of learning. The findings of the study signal that
policy implementation is still questionable as formative learning practice was not
adopted as one of the strategies of learning and assessment in classroom as major
emphasis was given to the final written examinations.

The study intended to employ document analysis of assessment protocols and
student individual portfolios but after visiting the chosen schools and talking to the
school principals, teachers and students, it was observed that there were hardly any
assessment protocols used for assessment, nor was there any provision of student
portfolio systems.

When the school principals and teachers were approached about the
procedures and mechanism for formative assessment adopted to monitor student
learning, it was discovered that they did not have any clear plan for keeping records
of continuous assessment of students’ achievement. Random tests were given to the
students by individual teachers occasionally, but no proper mechanism was observed
in relation to formative assessment of the students in secondary schools. There were
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no student portfolios to review, nor was there any individual file of a student to record
their performance. The findings indicated that the traditional summative assessment
was largely blamed for the traditional approaches to teaching-learning. School
pedagogy and assessment were targeted to the exams without giving much attention
to student learning because for them whether or not students would understand the
subject matter did not matter, what mattered the most was if they passed the final
exams.

This study suggests that negligible importance was given to classroom
activities, students’ engagement in the learning process, assessment tasks, group or
pair activities and project works. There was a general consensus among the research
participants that it was largely because there was not a proper assessment mechanism
provided by the CDC and by an individual school. Hence, both teachers and students
ignored formative assessment practices in the classrooms.

The findings of this study indicate that examination and assessment
mechanisms of secondary education in Nepal do not offer enough opportunities for
students to develop their analytical skills but rather focus upon memorisation (Poyck
et al., 2016). However, despite spending much of their time on memorising facts,
student achievement has remained constantly low in recent times. The conventional
assessment system that is based on a three hours examination has not properly
assessed student learning (Poyck et al., 2016). The findings of this study suggest that
the main reason of teachers and students adopted the traditional approaches to
teaching-learning could be due to the conventional assessment system that is widely
practised in public secondary schools in Nepal.
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In brief, the assessment system of public secondary schools in Nepal was
primarily based on written examination that placed more emphasis on rote learning
and memorisation. Formative approaches of assessment are rarely adopted by the
teachers. Similarly, drawing upon evidences based on the qualitative data obtained
from the key stakeholders of school education, it was found that there was little or no
proper record-keeping system in relation to continuous assessment to enhance student
learning. The next section of this chapter presents the findings in relation to an
innovative approach to student learning and assessment.

6.3 A representational curriculum implementation strategy:
Exploring the impact of student generated representations on
student learning
This section presents findings and discussion in relation to subsidiary question
number three ‘How do students experience the implemented curriculum? This section
primarily focuses on the attained curriculum in relation to how students experience
the implemented curriculum. Thus, the attained curriculum is an interpretation of the
totality of students’ experiences pertaining to the implemented curriculum. The
attainment of the curriculum was reflected by the students and the teacher through the
post classroom observation interviews and it was even observed during the process of
learning.

Having discovered the issues of traditional teaching, learning and assessment
strategies presented in the previous chapters and in the previous section of this
chapter, it was essential to explore how a more representational and student-centred
curriculum implementation might impact on student learning. Thus, a two-week long
classroom observation was conducted to obtain qualitative data in an attempt to
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answer this research question. The major source of qualitative data was classroom
observation that followed the post classroom observation interviews with the students
and the teacher. Teacher and students were asked to adopt and implement a relatively
new school pedagogy, student generated representations as a learning and assessment
strategy to examine its impact on student engagement and learning. The volunteer
teacher was provided with the required knowledge and necessary information needed
to implement this relatively new pedagogical approach in his classroom.

As the study was based on the student generated representations in order to
explore the impacts of this relatively new classroom pedagogy in Nepal, classroom
observation was an appropriate method to investigate the quality of classroom activity
and interactions (Shih, 2013). Adiguzel, Vannest and Parker (2009) argue that direct
observation of a behaviour is one of the most reliable, effective and comprehensive
methods for data collection. A two-week long classroom observation was the main
tool for data collection. Teaching-learning activities of Grade IX of Social Studies
were observed for two continuous weeks until the whole unit was covered. The unit
which was titled Social Evils in Nepal was chosen by the teacher and students for the
pedagogical intervention. Major learning events were recorded as research notes. The
class observation was unobtrusive in nature. The number of the students in the class
was 46. Later, students and teacher were interviewed to explore their perspectives on
their experiences that is discussed as the curriculum attainment in this study in
relation to the new classroom pedagogy and its significance in supporting the
students’ learning.
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6.3.1 Student generated representation as a learning and
assessment strategy
In this study, a representation is defined as an act or a thought process that
brings an idea, presents a relationship or an observation, and clarifies a concept or a
phenomenon. There are broadly two categories of representations, standard and nonstandard, that are used in classrooms (Greeno & Hall, 1997; Lee, 2010). Standard
representations are mostly found in textbooks and are commonly accepted in
teaching-learning practices (Greeno & Hall, 1997; Lee 2010). However, non-standard
forms of representations are constructed by the learners themselves and they are
known as student generated representations (Hubber, Tytler & Haslam, 2010). Such
representations include diagrams, drawings, photographs, role play, gestures, verbal
discussion and drama that can serve to promote a richer range of classroom
discussions (Hubber et al., 2010). Teachers can use student generated representations
as a tool for learning to introduce a more active and student-centred approach.

Since one of the objectives of this research was to explore the lived
experiences of the major stakeholders of education in relation to the implementation
of a curriculum adopting student generated representation as a classroom pedagogy
and assessment strategy, qualitative research methods were applied to gather data
from three public secondary schools of different districts of Nepal. The schools which
were mostly poorly resourced were purposively chosen to represent cultural diversity
in Nepal. The purposive sampling intended to include the samples that would help
address the research questions (Teddlie & Yu, 2007). The purpose of implementing a
more representational curriculum implementation was to provide opportunities for
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students to generate representations about the topic they were being taught in the class
and examine its influence their learning.

This chapter presents the significance of student generated representations as a
potential classroom pedagogy to address the gaps discussed in the previous chapters in
relation to teaching-learning strategies adopted in Nepal which is pertinently supported
by the empirical classroom experiences along with the scholarly discussion on the value
of representational reasoning in teaching and learning in the Nepalese context.

6.3.2 Findings of the classroom observation
The chosen unit was divided into 10 sessions (lessons) that lasted two weeks.
Teacher and students together chose the unit unanimously where they would be
learning through self-generated representations. On the first day, teacher explained
the topic to the students and briefly outlined the leaning objectives. Later, the whole
class was divided into three major groups and later three more subgroups were made
to ensure that every student would have the opportunity of peer input while
discussing, devising and presenting the representations they created. The three
working groups were based on three themes: art and painting, drama and role play and
verbal presentations (including audio/visual). Students formed groups on the basis of
their interests and talents they possessed which was facilitated by the teacher.

The following major events were observed and noted during a two-week long
learning space observation that had a significant influence in relation to how students
received the implemented curriculum
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The students discussed and agreed on some ground rules in the
classroom such as they would raise hands if they were to ask any
question, they would stand up in case of any confusion so that teacher
would approach them and sort out the confusion, each member in the
group would contribute in the group work.



The classroom sitting arrangement was changed as per the need of the
group work that enabled and ensured group discussions.



There were plenty of opportunities to ask questions between teacher
and students and among students themselves about the chosen area of
study and selected representation.



The teacher provided proper guidance to the students in selecting the
appropriate representations and suggested some modifications during
the process of development of representations to make sure they were
relevant and appropriate in the classroom context.



The students not only discussed issues and responses within their
groups, they equally provided constructive feedback and helped their
colleagues in other groups. One structured activity involved posing
some challenging questions to their peers which was designed with the
intent of helping all of the students’ reasoning capabilities.



The teacher not only observed students’ work content and outputs, he
also made sure that every student participated well in the group.



There was very little ‘teacher talk time’ as compared to ‘student talk
time’.
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The teacher asked his students why they chose the particular
representation. Subsequently, students explained why they opted for a
specific representation to express their knowledge, experience and
skills in relation to the chosen area of study in the classroom.



There was an ongoing assessment of the students’ learning.



The teacher’s role shifted from an authoritative leader to a constructive
and collaborative professional in the learning process.



The students not only generated their own representations, they learnt
from each other and their pleasure in their work could be observed in
their facial expressions and their body language. Learning was fun,
plenty of interactions took place and a lot of enthusiasm was observed
throughout.



They compared and contrasted their representations with their peers.



The students brought resources they needed and helped each other and
the teacher provided additional materials.

While implementing the student generated representations as a learning
strategy it was observed that students not only generated the representations to
express their knowledge and experience on the chosen area of study, they equally
benefitted when they devised those representations. This is because each
representational task underwent a rigorous process as discussed earlier in the
theoretical framework Trialogue (Roberts, 1996; Roberts & Silva, 1968) and IF-SO
framework (Waldrip et al., 2010). When the students and the teacher decided a unit to
apply student generated representations to as a learning and assessment strategy, each
group in the classroom firstly identified the key issues they wanted to deal with, later
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they enthusiastically considered the form and function of each representation to make
sure of its relevance and significance on the chosen topic. Similarly, the teacher
validated the efficacy and appropriateness of a particular representation. In the
process of devising the representations, the students decided the sequences of each
representation, they discussed and decided to put their representations in an organised
framework. The entire process of discussing and devising those representations
provided an opportunity for a teacher to assess students’ understanding and their
learning. This ongoing assessment was mostly formative in its nature as teacher’s
feedback and suggestions of peers not only helped them modify their work rather it
provided ample opportunities to face challenges while defending their representation
and offered chances to present their ideas in a logical way.

6.3.3 Different modes of representational tasks
Students were free to choose any modes of representational task to present
their knowledge, skills and experience. As per the requirements of the chosen unit and
suitability of the representational works, students mainly chose three different modes
of self-generated representation: verbal, visual and action-based representations (see
Table 7.1).

The following paragraphs provide the brief observational notes taken during
the classroom observation that was based on integrating student generated
representations as one of the learning strategies.

6.3.3.1 Verbal presentations
First and foremost, all group members had an opportunity of brainstorming in
identifying the key issues of social evils prevalent in the contemporary Nepalese
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society. There was abundant discussion regarding whether or not an issue they had
chosen really was a social evil in the present context. There were several arguments
for or against the topic regarding its impact on people’s life. Students divided the task
among group members in a way that each member made a contribution while devising
the representation. This group needed to undertake research on various issues that
were viewed as social evils in Nepal. Hence, they had to obtain relevant information
from books, resources available from the library, internet (available through major
telecommunication operators, some of the public schools have computer labs with
internet connection), newspapers and magazines, from elders in the community and so
forth. Collecting the resources and information on the chosen topic was agreed as a
home assignment. The next day, they came up with numerous details about existing
social evils. They discussed each issue and its impact on society and prepared written
content that they would present the following week after each group had finished their
representational tasks. While discussing each topic, they managed to relate it to their
prior knowledge and sought teacher’s help to make sure they included accurate
information. The verbal presentation was based on facts and figures. Hence, they had
to explore the necessary information for the chosen topic. Figure 6.1 is an example of
how they collected information and embedded it in their verbal presentation. Each
member in the group compared his/her work with other members before they finalised
their representational task and presented in the classroom to the other students. The
students were able to bring facts and figures that were beyond the contents provided
in their textbooks. Students gathered facts from different sources such as relevant
books, newspapers and magazines, library resources and internet. Once the students
brought in the information, the facts were checked by the teacher for their credibility,
authenticity and provenance.
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Figure 6.1: Students’ collection of information for verbal presentation
The information above reads as:


Less than 42% of Nepalese girls are literate by contrast, more than 65%
of boys are literate.



Almost 24% of all marriages in Nepal involve girls under the age of 16.



At least, 10,000 girls each year are trafficked in Nepal for prostitution.



More than 20% of the trafficked girls are under 16 years of age.



Almost 80% of Nepali women are victims of domestic violence.

It was clearly evident that students undertook research on the given topic to
obtain necessary information beyond their textbooks. The information they brought to
the classroom about their chosen topic for verbal presentation was much more than
the contents given in their books. This indicates students’ enthusiasm and active
engagement in learning process.
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6.3.3.2 Visual presentations
One of most interesting representational tasks was based on visuals. Students
identified the key concepts that they wanted to portray as social evils of Nepal. They
discussed among group members and prepared a list of possible issues to represent
through their work of art. They arranged resources required, mostly whatever was
available with them. A few items needed were provided by the teacher. They designed
and constructed representations in the form of drawings, paintings and artwork.
Interestingly, in most of the works of art they developed, there were various symbols
that the audience were expected to demystify to understand what they had presented
through their drawings and art. The next spectacular event noticed in the classroom
observation was students needed to reflect on their own construction of
representation. Self-assessment of learning was observed throughout the process of
developing the visual representation. Before they finalised the representation, teacher
asked them a range of questions on their representational task, why and how the
visual representation portrayed the subject being studied in the class. Assessment of
student learning was a part of classroom pedagogy.

6.3.3.3 Action-based representations
The next interesting mode of representational task that the students chose to
demonstrate their knowledge and experiences was based on creating a performance. A
group of students decided to compose a drama and present in the class. It required not
only more time to develop a story, the script and characters for a play, but then a
working through of the challenges of devising the representational response. The
following paragraph presents the whole process of how the students managed to
compose a drama and then acted out. Later, the same drama was illustrated in a
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pictorial format in the form of a comic story, a popular way to communicate stories to
the Nepalese young children (Figure 6.10).

Firstly, the students discussed the possible themes that could be transformed
into a drama. A lot of discussion took place among the group members about the
suitability of the topic to be acted out as a drama. They considered a range of topics.
Students had to go through a brainstorming activity that was followed by a
meaningful discussion about the feasibility of various suggestions made by peers. For
instance, at first, they had considered ‘Girls Trafficking’ as one of the possible topics
to translate in the form of a drama. Later, they consulted other groups and came to
know that one group was going to present the same topic with a video to be shown in
the class, so they decided to change the topic. Some of the students were of the
opinion that the issues of Girls Trafficking as one of the potential topics for a drama
required both more research and time. Similarly, one of the students persuaded other
peers that creating a scene at a brothel would require stronger maturity to deal on the
issue. Hence, they rejected the topic as one better suited to the forms of facts and
figures in verbal presentation rather than a dramatic classroom performance. Later,
after having vigorous discussions, they finalised the topic Early Marriage and Gender
Discrimination as the major theme that they were going to focus upon in their
representational task. Both students and the teacher were mindful that issues of social
evils in the contemporary Nepali society were sensitive and controversial and needed
seriousness in addressing the representational tasks. The subject matter meant that
they approached their work responsibly and sensibly.
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After the topic was finalised, they divided the responsibilities among group
members such as devising the plot, writing dialogues and wrylies (parentheticals),
naming the characters, and setting the scene. It was largely an individual home
assignment. The next day, the students would compare and contrast their work with
each and finalised the content that was checked by the teacher for its appropriateness
and validity. After the drama was written, the students discussed suitable casting that
would fit with the character that they sought to portray. They suggested each other’s
name that would suit for the character of the play. They rehearsed even after school
hours so that their representation would have a great impact on all the students and
teacher in the classroom.

The whole process of devising the representational task provided an
opportunity for students to develop a range of skills including critical thinking,
working with others, posing questions, and giving and receiving and responding to
feedback. Equally gave the teacher a chance to informally assess the students’
learning throughout the process of undertaking the rich collaborative task. Student
generated representations promoted dialogue between teacher and students and among
students themselves, enhancing their relationships.
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Table 6.1 Modes of representations

Category
Areas of Representation
Verbal
Consisted of the students who were interested in oral presentation
presentation using a computer as this group wanted to have presentations through
a multimedia projector. They selected a group leader and divided the
responsibilities: preparing slides, going through the books and other
resources related to the topic, finalising the contents, and collecting
pictures and videos.
Art and
painting

Consisted of the students who had interest in art and painting. A
group leader was chosen and they divided the themes for different
categories of art and paintings that would reflect social evils in their
communities.

Drama

Consisted of those students who had interests in acting and role
plays. A group leader was chosen and they divided the
responsibilities to compose and act out a drama based on one of the
themes of the topic. They chose early marriage and gender
discrimination as one of the most prominent social issues of Nepal.
They divided the responsibilities and had many informal meetings
after schools and finally came up with a script on early marriage. The
drama was to be acted out in the class and they divided their roles
(characters) on the basis of their own interests.

6.3.4 How student generated representations works in the
classroom: An empirical observation
This section provides a comprehensive overview of how student generated
representations worked in the classroom in relation to the theoretical framework of
this study that was based on Trialogue (Roberts, 1996) fused together with IF-SO
framework (Waldrip et al., 2010). While learning through the creation of selfgenerated representations, the student had to go through four major steps as explained
in the theoretical framework of this study: identifying key concepts, focusing on the
form and function of the representational task, sequencing the content of their
representations and ongoing assessment. The following details obtained from a
classroom observation of a group work reinforces how learning through their own
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representations, getting involved entirely on both processes and products, enhances
student understanding of a subject matter.

A group of students who had a similar interest on action-based representation
decided to prepare a drama to depict some evil social practices prevalent in some
Nepalese communities. They not only planned to compose a drama, rather also
wanted to act it out in the class. The students listed the potential issues that could be
translated into a play. Each group member had at least an issue to present and
explained why that was an issue. There was plenty of discussion among themselves.
They brought the issues of existing discrimination of gender, caste and ethnicity,
economic and social class; early marriage; girls trafficking; child labour; the dowry
system; and bribery and corruption. After having a vigorous discussion about the
suitability of each topic for drama, all the members in a group agreed on a topic
‘Early marriage and gender discrimination’ as the major theme of their drama. Before
they decided, they consulted other groups to make sure other groups would give
priorities to some other social issues through their representations. After the theme
was chosen, they discussed the plot and developed an imaginative story for their
drama to be written and acted out. Once the plot was devised, they agreed to work on
it as home assignment for writing the script, dialogue and wrylies (parentheticals). In
the next lesson, they reviewed their activities of the previous day. The teacher helped
them finalise the characters and script. It took almost two full periods for them to
finalise their script. After that, they discussed the suitability of possible characters to
be acted out. When they decided the characters, they agreed to rehearse it after school
hours for some time. The students spent almost six days developing their
representations. After every representational task was accomplished, the teacher
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allotted time for each group to present their representation and asked them to explain
their work followed by a question-answer session. The drama team presented their
representation as per the allotted time. After the drama was acted out, an interaction
session was conducted where the audience (other group members) asked a series of
questions about the drama and about what they liked and what could have been better
in the drama. At last, the teacher summed up the motive of representation in his own
way.
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Table 6.2 Description of representational tasks in the classroom

Representational
Tasks

Description of Activities (Students)

Student Generated
Representations

Verbal/Visual

Presented slides with rich content on social
evils with pictures and videos. The video was
from the movie Sold based on the issue of girls
trafficking to India from Nepal. It was based
on a novel written by Patricia McCormick.

Verbal presentation with
facts and figures (images
and video clip)

Worked as a
facilitator, helping
students when
required

Visual

Came up with the art and painting on different
themes of social evils in Nepal and there was
interaction among themselves facilitated by the
teacher.

Art and paintings based on
the themes of social evils
prevalent in Nepal

Helped in sorting out
the themes and
facilitated the
discussion

Action-based/
visual

They composed a drama based on early
marriage and gender discrimination. They
rehearsed for about a week after school time
for the drama they prepared. They acted out in
the classroom followed by a classroom
discussion. They discussed what could have
been better or what the most important scene
was from their perspectives.

Prepared a drama and
performed

Provided feedback
and made some
changes required for
the efficacy and
appropriateness of
the drama. Involved
in assessment from
the starting point.
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Activities (Teacher)

Articulation of Activities
(Students)
Designed the presentations,
were aware of the involvement
of every member during
presentation complementing
each other’s ideas and
perspectives on the chosen
topic
Designed and brought
paintings and art that depicted
the social evils such as child
labour, early marriage, gender
discrimination, caste
discrimination, girls
trafficking, domestic violence,
smoking and drugs etc.
Acted out the drama capably
and responded to the queries of
their friends and the teacher in
relation to the chosen topic.
Illustrated the drama in
pictorial format.
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6.3.5 Students’ roles
Students identified the key concepts of their chosen domain and developed the
representations to express their knowledge, skills and experience. They reorganised
their understanding of the phenomenon considering different modes of
representations. Most importantly they translated their idea from one type of
representation to another that in turn provided them with an opportunity to
demonstrate their representational reasoning. They compared their creation with
others which gave them an understanding that the same thing could be communicated
in different ways.

It was observed that they helped each other while constructing their
representations and received sufficient feedback from their teacher and peers that
helped them in refining their representations. During the process of devising their
task, their representational task developed from a rough initial draft, an apprentice
representation, to a very clear and convincing representation incorporating the
feedback and suggestions received.

6.3.6 Teacher’s roles
The teacher validated the efficacy and appropriateness of the representations.
For instance, he tactfully pointed students away from some examples which involved
either extreme violence or that might have been too politically hot or contentious
considering that inclusion of such issues would have negative impacts upon others.
For instance, a couple of students had pointed out a particular political party that
followed communism as a political ideology as one of the evils of the society as
students referred to the frequent strikes and violent activities. The teacher knew the
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sensitivity of political differences in a fragile community. Hence, he encouraged
students to opt for alternatives which still allowed them to articulate strong opinions
and points of view but in a spirit of seeking societal consensus. When students
prepared the script for the drama, some dialogues students composed were aggressive,
provocative and regressive in nature, hence, teacher suggested what if they used the
softer tone and indirect sentences to say the same thing. For instance, there was a
dialogue in the drama that said ‘This is the fate of every woman in Nepal’ that teacher
wanted the students to change it. He explained that they needed to avoid
generalisation of ‘women’ as there are numerous women in Nepal who have all the
virtues and privileges that even many male counterparts would not obtain. He even
suggested that the dialogue seemed rather regressive and wanted it to be changed with
some other progressive ones. Later, students came with an alternative ‘I reckon I have
been unfortunate that I don’t get the chance to go to school.’ to replace the previous
dialogue. The teacher agreed on the change. This is an indication that teacher
validated the efficacy and appropriateness of every information and explanation that
students had been preparing.

The teacher asked students to explain and justify their claims pertaining to
their presentations why they had chosen the topic and that particular representation.
The examples (final products) and the process of developing the representations
indicated a rich interplay between students’ intended meaning, their level of
understanding about the topic and the challenges of producing a representation
incorporating the feedback they had received to further refine their representations.
The findings confirm the claim made by many researchers that teachers guide
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students to identify each representation’s key main features (Ford, 2008; Ford &
Forman, 2006 & Waldrip et al., 2010).

6.3.7 Some examples of student generated representations
The following section of this chapter presents some examples of student
generated representations on the chosen topic. The data were collected from a two
week long unobtrusive classroom observation and face-to-face interviews with
students and teachers pertaining to the impact of student generated representations on
learning and assessment. The explanations described under each picture were
obtained from the students who devised and constructed those representations on the
chosen topic of the unit of Social Studies of Grade IX and presented in their
classroom.

Figure 6.2: A representation of a student’s understanding of child labour as one of the
social evils
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The following excerpts taken from the classroom observation notes provide an
interesting insight in relation to student’s conceptual understanding of a phenomenon
(child labour). This conversation supports the idea that student generated
representations can promote representational reasoning and can enhance an
understanding of the subject matter.

T: What do you want to present through this picture?

S: I want to ask my friends. What do you see in the picture?

S1: I can see a boy, a girl and heaps of garbage.

S2: The boy is in chains, is it a rope? I am not sure.

S3: It seems they are working for some junk dealers (normally in the west, it is
called waste management companies).

S4: Most importantly, they are children.
S: You’re right. They are.

S5: They are working for their living. Actually in this age, they should be at
school.

S6: Maybe, they are orphans, or maybe they are very poor.

S7: I guess they are street children (referred to as the abandoned and destitute).
T: I think you want to say that there are many children they don’t go to school
rather they are compelled to work.
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S: Exactly, I wanted to show that they are not free to choose what they want,
they are compelled to work as a labourer to make their living.
T: It’s very symbolic.
S: To me, child labour is one of the most important social evils, people talk ‘big,
big things’, for me this is a very ‘big issue’. [CON1]

The discussion above between teacher and students depicts how students
perceive things differently. Most importantly, the whole process of learning
contributed to a deep understanding the phenomenon. The student did not only
generate his representation in the form of a picture, rather his work reflected a much
deeper understanding of the social issue he wanted to present in the class. It
demanded other students to demystify the symbols to have a better understanding that
provided opportunities for students to enhance their cognition and reasoning. It
created an environment for each student and teacher to ponder upon in relation to
child labour as one of the social evils from different perspectives. The picture
embodies the student’s creative and cognitive understanding of the subject matter
being taught in the classroom. Thomson (2008) argues that learning through visuals
promotes creative and cognitive understanding of the students.

Later, when the teacher was asked to explain the picture (Figure 6.2) and his
opinion about how students perceived the subject matter in the class, he explained:
This picture depicts an understanding of child labour from a student’s
perspective. The picture speaks more than an essay on a topic would. The
child in the picture is chained that symbolises the situation of many children
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who do not get access to free education and basics of life, rather they work for
their survival collecting rubbish and junk items and selling them to junkyard
dealers. The girl who seem to be a sister of a boy is pushing the waste bin that
the boy is pulling. At this age, they should be at school and learning but sadly
they have to work hard for their subsistence. The compelling situation that
portrays the real scenario of many street and destitute children is depicted in
the picture symbolically: chain, hard work, a waste bin full of garbage, bare
body of a boy with no proper clothes…

See, when we teach this topic, generally we provide a list of social evils
prevalent in the society that are mentioned in the textbooks. Maybe we keep
corruption and bribery as number one social evils. Nevertheless, students
perceive differently. Almost all the students who represented their knowledge
and experience through different representations revealed child labour and
gender discrimination as the most challenging practices of their communities.
How could I bring such a variety of representations to represent an issue? I am
really surprised and I am glad at the same time that my students produced such
amazing representations. [PCOIT]

While sharing his experience about teaching through student generated
representations, the teacher was indirectly offering a critique of traditional and
textbook-led transmission approaches to teaching where teacher alone is expected to
do almost everything and students hardly get any opportunities to express their
knowledge and skills. The interesting thing about student generated representations as
a learning strategy is that to express the same concept, students can adopt different
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modes of representations. In some cases, the mode of representation was same but
their illustrations were completely different. The same concept ‘Child Labour’ was
presented differently by various students.

Figure 6.3: A representation of a student’s understanding of child labour as one of the
social evils
The same concept ‘Child Labour’ was represented through various
representations. Students came up with their own interpretations in relation to the
topic they chose for their representations. Both pictures (Figure 6.2 & Figure 6.3)
present the same issue ‘Child Labour’, however, each student has his or her way of
representing it. Thus, it is evident that each individual has an exclusive way of
expressing his/her knowledge and experience about the chosen topic. When the
student was asked to describe the picture she explained:
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In this picture a girl is seen carrying a sack that is probably full of junk items
that she might have collected from the streets which she would give to a
person who deals in junk items: bottles and cans that s/he would sell for
money. Two birds flying above her signify the freedom which is only a dream
for someone who has to work hard for their basics in life let alone going to
school and learn things. For them, survival is more important at this point,
going to school is secondary and is none of their business due to their
appalling condition. [CON2]

These statements by the students and the teacher indicated that students had a
deeper understanding of the subject matter when they were taught with multiple
methods using their self-generated representations. The findings indicate that students
develop a deeper understanding of the domain when learning takes place through
student generated representations (Waldrip et al., 2010).

The students were of the same opinion that if the unit had been taught by the
teacher alone, such variety of representations would not have been used at all. They
would listen to the teacher’s lectures for hours without much involvement and classes
would be boring and tiring.
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Figure 6.4: A student’s understanding of smoking and drugs

Figure 6.5: A student’s understanding of smoking and drugs
The pictures above (Figure 6.4 and Figure 6.5) illustrate the smoking and use
of drugs as one of the social evils specificially among the young generations in Nepal.
Their representations indicate that they have their own ways of representing their
understanding of a concept. When students were asked about the significance of the
work of art they created, they pointed out that some among the Nepalese young
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generation had been inclined to the western influence of taking up smoking and drugs
as a new fashion of being modern. The pictures above illustrate how adversely it
impacts on an individual. There were different ways of presenting the same theme.
Such visual representations would last long and students do not necessarily mug up
the list of things just to pass the examinations or tests teacher would give them.

Figure 6.6: A student’s understanding of untouchability as a social evil
Figure 6.6 portrays the perturbing situation of some Nepalese communities
where some caste groups are still treated as ‘untouchables’. The picture shows a man
belonging to a so-called untouchable caste group is offered water by the man
belonging to an alleged higher caste who wants to ensure that his utensil will not be
touched by the lower caste even while offering water to drink. This signifies that
students’ cognition of social issues are beyond what teachers expect them to have
known.
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Interestingly, the student who created the picture did not belong to the socalled lower caste group. However, he had an understanding that discrimination of
any form is a social evil. This picture as his representation can be taken as an
empathetic expression to those who belong to the downtrodden communities and are
treated as ‘untouchables’.

Figure 6.7: A student’s understanding of domestic violence as a social evil
While explaining about the features of the representation about domestic
violence, one of the research participants explained:

I wanted to tell you all that domestic violence is rampant in our community. It
is more than what we see and hear. We have seen in our own homes, in our own
neighbourhood, but they never come out. In the picture you can see a man
beating a woman (his wife), he is drunk and is violent. You can see the bottle
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on the floor, he has wasted money to buy himself a drink that could have been
used for family affairs. You can make your own meanings. [CON3]

Through the representation and her illustration (Figure 6.7) the student in the
classroom described a case of domestic violence which is one of the underlying social
issues in Nepal. Most of the cases of domestic violence do not come outside the walls
of their houses as speaking against the husband is not taken as a graceful act and
might sometimes be counterproductive for existing relationship and ruin a woman’s
status in the community.

Figure 6.8: A student’s representation depicting girls’ trafficking as a social evil
It was observed in the classroom discussion that most of the participants’
paintings and drawing portrayed girls’ trafficking as one of the major social concerns
of Nepal. Interestingly this issue was covered with special attention in verbal and
visual representation. Many young girls from some rural parts of Nepal, and who are
226

Chapter 6

Findings and Discussion

often illiterate are sold to Indian brothels by agents for money. Although the situation
has been improved, student participants still felt that it is one of the issues of concern
to them that hinders Nepal having a civilised society.

The picture (Figure 6.8) portrays a horrifying scene where a woman is sold for
money. Illiteracy could be one of the factors contributing to making the problem
worse. There are stories of girls being sold for money to brothels in India and other
countries abroad.

Figure 6.9: A student’s representation depicting corruption as a social evil
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Eventually, some of the research participants pointed to corruption and bribery
as one of the social evils of the community. The picture shows the person is
blindfolded and someone is keeping some money in his pocket. This is symbolically
presented that bribery and corruption is rampant and unchecked. Students perceive
that monetary influence is higher in almost every sector in Nepal and they find it one
of the major social evils of the nation.

A son (Sanskar) is sent to school and a
daughter (Bimala) is sent to work.

Bimala is helped by her friend so that she
would get chance to get back to school.

Finally Bimala gets back to school with
her brother.

A teacher convinces her parents about the
importance of girls’ education.

Figure 6.10: A collaborative representation, a pictorial illustration of a drama acted
out in the classroom
Similarly, the next example (Figure 6.10) reflects the team work while
designing and composing a drama based on the issues of gender discrimination and
early marriage. The students not only performed the play but also developed a visual
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presentation of the play which provided them an opportunity to construct their own
meaning through story-boarding. The impacts of visual presentation on learning is
reinforced by Phillipon and Forlin (2011) as they argue that visual representations can
provide students with opportunities to construct their own meaning of the subject
matter being taught in or beyond the classroom.

In the post classroom observation interviews both teacher and students were of
the same opinion that for adults, corruption and bribery could be a major concern,
however, for students it was not as serious as the issues of child labour and different
forms of discrimination in Nepal.

All the teaching-learning activities observed in the classroom and the insights
obtained through interviews of students and teachers indicated that student generated
representations had a meaningful and positive impacts on learning. The following
excerpts obtained from post classroom observation discussion rationalises the
significance of this pedagogical strategy as a tool for teaching and learning.

R: How does it feel when you present in the class by yourselves? What is the
difference when your teacher teaches and when you get to present on your own?

S1: If the lesson was taught by our subject teachers we would not be given any
chance to watch videos and pictures the way we have done in the class. He
would simply give lectures. When we did this on our own, we got opportunities
to have better understanding of the subject matter.

R: Do you think you were able to cover all the contents required for the lesson,
do you think your teacher could have done better in giving you more content?
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S2: We think we were able to include the required content for the topic. It was
similar, kind of equal, what we would expect from our teacher in this topic.

R: What are the advantages of presenting any topic on your own, in your own
ways, be it mathematics, science, social studies or any other subject?
S5: We learn on our own…in case of any confusion while preparing
presentations or while presenting, we consult teachers …it’s fun learning on our
own… we can present in all subjects on our own provided teachers give us
chance for this.

R: Who do you think can make you understand in an easy and better way?
Which was is easier, learning from you friends or learning from your teacher?

S3: Obviously from friends, they are of the same age, there is no hesitation to
ask in case we fail to understand anything, there is nothing like being afraid or
anything as such.

R: How often do you get to represent your knowledge and skills in the class?
S4: Sometimes. ..err…yea, sometimes in social studies, …in other subjects
there is a rare chance for us to do something on our own.

R: Why do you think teachers in all subjects, in many occasions, do not let you
represent your knowledge through different ways?
S1: Because they have been caught by a dogma that students can’t do it on their
own. They think, this is just a waste of time to let students do some kind of
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presentations. I will give you an example. Once our science teacher let us
prepare something about universe, then we researched on the topic so well and
even were able to bring in the information that was not given in the textbook,
he said we went beyond the course and decided not to give us a chance, he was
partly right as every student in the class would not understand to that extent
about the universe, the topic that was given us to prepare. This could perhaps
one of the reasons teachers do not let us present in the class.

R: What are the things you learn on your own when you get chance to present
yourself in the class?

S3: This gives us chance to develop self-confidence while speaking in front of
people.
We can improve our vocabulary and grammar. We don’t need to depend on
mugging up.

R: If you have to suggest your teachers regarding teaching-learning activities in
the class, what suggestions do you want to give to your teachers?

S4: We want our teachers to provide opportunities for active involvement in
learning activities, avoiding the ideas of mugging up. They need to decrease
their lectures.

R: Why do you think students could learn so well from their peers when they
could not make it when teachers teach?
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S7: Because it is never hard to ask a friend as compared to teachers. There is a
friend of mine, he always hesitates to ask our teacher even if he does not
understand in the class. He is afraid that teacher will scold him for not knowing
such a small thing but with me he never hesitates no matter how small the issue
is.

R: Do you think students, in some areas or topics, might have broader
knowledge than teachers? Are there any occasions you felt the same, without
naming your teacher?

S9: Yes, sometimes. I will provide you an example, when a teacher had a
grammatical mistake my friend noticed, he stood up and asked the teacher about
it. I will share you what the teacher said, ‘There are many things you don’t know,
shut up and sit down.’ This still echoes to my mind.

R: If you ever became a teacher, what are the five things you want to do or
implement?
S1: I will respect every student’s views.

S2: I will involve students in teaching-learning activities.

S3: If a student speaks up something beyond curriculum, I will let students to
have discussion about their curiosity rather than saying ‘this is not in your
syllabus and you don’t need it now.’

S4: I will adopt practical approaches to learning. [PCOFGDS]
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The perceptions obtained from the focus group discussion among students
after the classroom observation that were based on student generated representations
as a learning and assessment strategy indicate an urgent transformation students
expect in classroom pedagogies. The study has brought a number of insights in
account of student generated representations as a new classroom pedagogy and its
impacts on learning.

Under this relatively new pedagogical engagement in relation to the Nepalese
classrooms, students worked together throughout the unit. The teacher helped them
whenever they came across any confusion. Therefore, this learning strategy supported
student-teacher relationships. Moreover, students helped their fellow friends during
the learning process. Students enjoyed the lessons that could be reflected through the
constant interactions. They were actively involved in almost all the activities in and
beyond the classroom. This representational curriculum implementation approach
contributed to enriched students’ interest in curriculum attainment. Students were
motivated to learn and a conducive learning environment was created. The research
conducted by Hugerat among the ninth-grade students in Israel contends that ‘a
positive and supportive classroom climate leads to higher educational achievement’
(2016, p. 393). Evidently, both students and teacher resorted to different
representational modes to express their cognitive understanding of the topic. The
different modes of representations included verbal, visual and action-based
representations. Students were given choices and were provided with opportunities to
build upon their interests.
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As outlined in the theoretical perspectives section (Roberts, 1996), the role of
five components (students, teacher, domain, observation, representation and
explanation) and their relationships were observed in the learning process.
Throughout the process of learning it was observed that there was engaged
communication, discussion and explanation of the representations among students and
the teacher. Students’ knowledge and experiences were acknowledged and there was
a greater sense of acceptance about students’ understanding of the domain. Students
were directly involved in the construction of the representations and provided
feedback to their colleagues as well. From the class observation, it was reinforced that
the Trialogue style recognised students’ needs and interests to generate their own
explanations and compare their claim with colleagues making their representations
clear and meaningful. It demanded active participation of the students and enhance
teacher’s responsibility to guide students for choosing and devising appropriate
representations considering their modes, forms, conventions and interpretations
(Waldrip et al., 2010).

6.4 Discussion
In the following few paragraphs, the findings are categorised in different
subheadings for discussion as: student engagement in learning that can promote a
conceptual understanding and reasoning, collaboration and cooperation in learning,
shift in authority in classroom and attitudinal barriers and a cultural understanding of
a role of a teacher. The further discussion presents what was studied and explored in
more depth and how understanding was communicated when students were provided
with enough choices.
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6.4.1 Student engagement in learning that can promote a
conceptual understanding and reasoning
While implementing representational curriculum implementation on teaching
and learning, students were able to explain the chosen subject matter through different
modes of representation. Students used a number of representations in the classrooms
by devising different modes. Representational modes observed were verbal, visual
and action-based (Hubber et al., 2010). It was evident that verbal activity promoted
classroom interactions that helped students develop a shared understanding among
themselves. The understanding of the subject matter was refined through visual
representations in the forms of pictures, drawings and art. This argument is
strengthened by Elliot-Johns, Booth, Rowsell, Puig and Paterson (2012) as they
contend that verbal activity promotes classroom conversations and develops shared
understanding in learners. Similarly, Phillipson and Forlin (2011) argue that visual
representations help refine the understanding of the subject matter being studied.

The classroom was interactive and almost all the students got a chance to
present on different issues of social evils with illustrations and explanations, the oral
presentation included the causes and consequences of different social evils. They had
a list of critical questions ready to make the discussions lively. They engaged the
presenters and performers effectively. It was a lively and enriching discussion. The
teacher assessed the student’s learning through question-answer approach during the
unit. The assessment was an ongoing process throughout the lesson based on the
assessment strategies the teacher had outlined in the beginning of the unit.

The students composed a drama on the chosen topic, assigned their roles,
discussed the content of the drama, verified the dialogues, discussed the setting and
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other technical aspects of the drama, brought the suitable costumes needed for the
characters they were representing, and rehearsed it after school hours. When they felt
they were ready to act it out, they performed it in the class. They were actively
engaged in preparing the drama. It was one of the active-learning approaches that was
clearly evident when they acted out the play. Drama, an action-based representation,
was an effective tool that developed better understanding of the subject matter. It is
reinforced when Kalidas (2014) claims that drama is one of the active-learning
methods that enhances learners’ understanding of the subject matter (p. 44). He
further explains that drama can help students to develop their ‘language proficiency
and knowledge of the subject’ (Kalidas 2014, p. 44). Drama gives an opportunity for
students to work together in a group to express themselves more effectively about the
day to day activities of their life (Ustundag, 1997). ‘Drama is a useful tool for
teaching and learning across the curriculum. Drama in education is the use of drama
techniques to support learning in the classroom. As part of drama in education, the
entire class plays improvised roles within an imagined context’ (Kalidas 2014, p. 45).
The students who chose to perform a drama had an opportunity to portray the
characters as outlined in the script they prepared.

The findings of this study indicate that representation reasoning can contribute
to the improved engagement of students through constant classroom interaction. The
use of different modes of representations can enhance students’ creativity and
cognitive values. Student generated representations and the process of constructing
those representations reflected student’s creativity and cognition of the topic
discussed in the class. The findings of this research are congruent with the latest
research by Alozie, Moje and Krajcik (2010) in relation to improved student
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engagement and their enhanced cognitive values. Focus on representation reasoning
allows learners to be more engaged in learning and provides opportunities to interact
well (Alozie, Moje & Krajcik, 2010). The use of visual representations can enhance
the learners’ creative and cognitive values (Thomson, 2008). Such visual
presentations allow learners to construct their own meaning through metacognitive
approach (Phillipson & Forlin, 2011). Almost all the students in the classroom
presented their representation with their own explanations and interpretations.
Similarly, they had to answer several questions about their representation from
teacher and from their peers that provided with them an opportunity to articulate their
reasoning. They not only had an opportunity to understand the concept of their own
representation, they equally had opportunities to learn from the representations made
by their friends and subsequent explanations. The findings suggest that that multiple
representations help students to have a conceptual understanding as they are more
actively engaged in the process of learning (Tytler et. al, 2013). Research on learning
with representations has indicated that when learners interact with an appropriate
representation, their performance is enhanced (Ainsworth, 2006).

6.4.2 Collaboration and cooperation in learning
Learning through their own representations provided students with plenty of
opportunities to learn from their peers. When asked if they found it interesting to learn
from their friends, one of the students responded, ‘Obviously it is easier to learn from
friends, they are of the same age, there is no hesitation to ask in case we fail to
understand anything. Learning on our own is always fun.’ This statement of a student
clearly indicates the significance of collaborative and cooperative learning.
Cooperative and collaborative learning is commonly used as an accepted pedagogical
237

Chapter 6

Findings and Discussion

practice that upholds learning and socialisation among students (Johnson & Johnson,
2002; Sharan, 2010). While designing their representations and producing them,
students had a collaborative environment to work with their peers and this helped to
enhance and promote their ability to participate in knowledge building communities
through various interaction and communication (Nik Azlina, 2010). One of the
research participants indicated the impact of student generated representations by
saying:

If the lesson was taught by our subject teachers we would not be given any
chance to watch videos and pictures the way we did in the class. He would
simply give lectures. When we did on our own, we got opportunities to have
better understanding of the subject matter. [PCOFGDS]

The teacher reinforced this perspective in a subsequent interview. During the
interview after the classroom observation, he stated:

These days, students seek new approaches to learning, they get bored with the
traditional lecture method. They want to do on their own, they want to
represent their knowledge and skills through drawing, painting, presentation of
their materials, they want to get engaged in discussion, they want to work in
groups etc. In this way, they learn quickly and in a short period of time.
However, the traditional approaches we use make them feel bored and they get
distracted. They do not learn as expected. [PCOIT]

These statements by the students and the teacher indicated that students had
developed an understanding of the subject matter when they were taught with
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multiple methods using their self-generated representations. Nuthall (1999) argued
that students require at least three or four different exposures to the same concept to
establish long term knowledge. The concept of different forms of discrimination
prevalent in community was covered in verbal presentation. It was reflected in art and
painting. Similarly, the same concept was the major theme of the drama.
Consequently, students had different exposures to learn the same thing in the
classroom. Those exposures helped students to have a clear understanding of the
content they were studying. The observed classroom activities included oral
presentations, art and paintings and a drama that demanded a richer range of
classroom discussions (Hubber et al., 2010). Russell and McGuian (2001) argue that
several exposures to teach a concept help students to have more explicit
understanding of the subject matter. Hence, student generated representations could
be a potential pedagogical strategy to introduce a more student-centred curriculum
implementation approach even in a poorly resourced school having large number of
students.

Students require various exposure to the same concept to establish a long
lasting effect in understanding any knowledge (Nuthall, 1999). In the observed
classrooms, students used different exposures to the subject matter they were learning
in the class. Those exposures helped students to have a clear understanding of the
content they were working on.

6.4.3 Shift in authority in classroom and student autonomy
This research entailed a changing dynamic of shift in authority in the
classrooms. While implementing the student generated representations as an approach
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to representational curriculum implementation for an effective teaching and learning,
students were more active and engaged and held the authority of their representations.
Students chose their own representational tasks as per their interests. This new
representational pedagogy ensured student autonomy in learning. Teachers worked as
facilitators providing necessary feedback and helped students in validating the
efficacy and appropriateness of their representations (Waldrip et al., 2010). In relation
to the importance of learning on their own, one of the student participants of focus
group discussion from Chitwan district articulated:

Because it is never hard to ask a friend as compared to teachers. There is a
friend of mine, he always hesitates to ask our teacher even if he does not
understand in the class. He is afraid that teacher will scold him for not
knowing such a small thing but with me he never hesitates no matter how
small the issue is. [PCOFGDS]

Fear in the classroom accounts for negative emotion in learning and it
indicates there is some discomfort and difficulty in relation to the chosen pedagogy by
the teacher (English & Stengel, 2010). However, it was observed that effective
implementation of student generated representations provided authority to the
students to some extent and there were less issues pertaining to fear factor affecting
their learning. This strategy supported teacher-student relationship and trust was well
built among students and teachers. Students had a feeling that teachers were treating
them fairly (Pace & Hemmings, 2007) because every student received enough
opportunities to contribute something to his or her group in designing, developing and
presenting their representations.
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6.4.4 Attitudinal barriers and cultural understanding of a role of a
teacher and perceptions about teaching-learning
Despite the successful implementation of student generated representation as a
more representational curriculum implementation strategy, there were differing
perspectives of key stakeholders of education about the role of a teacher in the
classroom and teaching-learning approaches. When asked about the factors affecting
teaching and learning, one school principal from Parbat district mentioned teaching
methodology and assessment mechanism as the main influencing factors. She
outlined:

Teaching methodology and assessment mechanism are the main factors,
however there are other factors such as facilities and services provided to the
teachers and admiration of their work, availability of teaching aids,
appropriate monitoring and supervision, evaluation process, environment of
school, social and cultural environment and availability of communication and
technology that affect teaching and learning. [ISPP]

In the same way, the next school principal from Myagdi district reiterated the
same by saying, ‘If I talk about my school, most of our teachers do not go through the
curriculum and they do not pay attention to the appropriate teaching methods they
need to adopt before going to the classrooms.’ As a result, students do not get
exposures to new teaching strategies and methods that influences the attained
curriculum. Research has indicated that change in pedagogical practice is not an easy
job as it entails a very complex process. Changing attitudes of teachers in relation to
the new approaches to teaching and learning and their impacts on learning outcomes
is necessary but it is equally difficult (Le Fevre, 2014). There is no denying that in
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education, teachers work as agents of reform (Kwok, 2014). However, there are
certain attitudinal barriers of blaming others they need to change in adopting
innovative approaches to learning. Teachers’ reluctance to change could be mostly
due to lack of technical proficiency, inadequate resources, weakening authority and
not being able to manage time for bringing in new approaches to teaching-learning
(Tallvid, 2016). In reference to not adopting student-friendly approaches to teaching,
one of the students from Chitwan district clearly explained, ‘They have been caught
by a dogma that students cannot do it on their own. They think, this is just a waste of
time to let students do some kind of presentations. Some of them have not been
familiar with edutainment and eLearning.’ When asked the same question to the
teachers during their focus group discussion. One of the teachers clearly outlined:

Our evaluation system is old and traditional. We depend on paper based
terminal exams. If we try to bring in new ways of student assessment and try
to incorporate group discussions, question-answer approach in the classroom,
the community says teachers are getting lazier, they make students work and
do nothing. Such a wrong message goes to the community. [FGDTC]

This finding indicates the cultural and stereotypical understanding of the role
of a teacher in the classroom. ‘Teachers are fearful of potential rebuke from the larger
school community while they are investigating changing practices to improve valued
outcomes for their learners’ (Le Fevre 2014, p. 63). Most of the educational
institutions who adopt conventional teaching-learning approaches depend on
dominating paradigm of paper-pencil assessments (Konig, Blomeke, Klein, Suhl,
Busse & Kaiser, 2014). The next teacher said, ‘Most of the schools do not have
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minimum resources required for adopting new and innovative approaches to learning.
Schools cannot provide the educational materials to teachers for effective engagement
of students in class.’ This statement articulated the reluctance of teachers in adopting
new learning strategies (Tallvid, 2016).

6.5 Chapter summary
This current study indicates that there was a conceptual understanding of the
subject matter when students were provided with opportunities to learn through their
own representations. Learning through different modes of representations, students
got opportunities to construct their own meaning and developed an understanding of
the content being taught in the class. This classroom pedagogy promoted creativity
and cognitive ability of the students.

In the current research it was realised that learning through student generated
representations could significantly enhance teacher-student relationship. Teachers
were very supportive that this pedagogy contributed to students’ motivation in
learning providing a conducive environment required. Student generated
representations improved classroom interactions that provided students an opportunity
to exhibit their creativity and cognitive skills. It was observed that learning was fun
and joyful.

The findings of the current research indicated the significance of student
generated representations in shifting the classroom authority from teacher to students.
Students were not only active and engaged in the discussions, they had the strong hold
of the authority of their self-generated representations. It promoted collaborative
learning to some extent because students learnt from their own peers.
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The main intention of this chapter is to revisit and reflect upon the objectives
of the study, adopted methods and key findings prior to stating the conclusions,
implications and recommendations. The first section of this chapter presents the
summary of the study which delineates the aims of the research, research questions
used to guide this study, research design and methods adopted, limitations and
delimitations of the study and major findings. Later, the next section of this chapter
presents the conclusions gained from the findings in reference to each research
question used in this study. Finally, this chapter reflects upon the educational
implications of this study and it outlines recommendations for further research based
upon major insights derived from the findings.

7.1 Summary of the study
This thesis has reported the findings of a study undertaken in public secondary
schools in Nepal in relation to the school curriculum and its relationship with teaching
and learning. The aim of the research was to investigate the perceptions of key
stakeholders regarding the school curriculum and its influence on teaching and
learning. The focus was on the different components of the curriculum and what
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factors impacted on them. The study was guided by the conceptual framework based
on three dimensions of curriculum: the intended, the implemented and the attained
curriculum (Akker & Kuiper, 1993; Kurz, Elliot, Wehby & Smithson, 2010; Prideaux,
2003 & Valverde, 2003). Further, the study also aimed at examining the impact of a
more representational curriculum implementation and teaching strategies on student
learning.

For the purpose of the representational curriculum implementation, students
were asked to develop student generated representations to represent their
understanding of the chosen topic of the study in the classrooms and the teacher was
asked to enact this strategy as a classroom pedagogy and as an assessment tool. The
study was guided by the main research question: ‘To what extent does the curriculum
influence teaching and learning in Nepal?’ Later the following subsidiary questions
were devised to support the principal research question that would assist the study.

1. To what extent do key stakeholders perceive that the curriculum
can improve learning and school retention?
2. What are the perceptions of students and teachers about teaching
and learning activities and curriculum adopted in school?
3. How do students experience the implemented curriculum?

7.1.1 Conceptual framework, research design and methods
The study was guided by the conceptual framework based on the three
dimensions of curriculum: the intended curriculum, the implemented curriculum and
the attained curriculum (Akker & Kuiper, 1993; Kurz, Elliot, Wehby & Smithson;
2010; Prideaux, 2003 & Valverde, 2003). The theoretical framework of this mixed
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method study was developed from the review of scholarly and professional literature
that suggested the active representations of students and teachers and their
explanations and interactions with the domain. Hence, this study was founded on
Trialogue pedagogical model (Roberts, 1996) further adapted as IF-SO framework by
Waldrip et al (2010) which allows the learners ample opportunities to represent their
knowledge and experience in understanding the domain. It also provides an
opportunity for them to refine their understanding of the subject matter taught in the
classrooms.

This study was conducted in public secondary schools in Nepal adopting a
mixed methods design that allowed both qualitative and quantitative data to be
gathered to provide richer insights in relation to the influence of the curriculum on
teaching and learning. The mixed methods study integrated numeric and narrative
data into a singular statistical and thematic analysis (Tashakkori & Creswell, 2007).
Students studying at the secondary level and teachers teaching in the same level,
school principals, parents and curriculum experts were the participants of this study.
The participation in the study was voluntary and written consent was obtained from
the participants before they agreed to volunteer in the study. The study adopted semistructured interviews to obtain the perspectives of school principals, parents and
curriculum experts. Separate focus group interviews were conducted among teachers
and students to explore their perceptions in relation to school curriculum and school
pedagogy and their influence on student learning and school retention. The study used
two survey instruments (student version and teacher version) to examine the attitudes
and perceptions of the students and teachers apropos teaching-learning activities and
school curriculum. Similarly, a two-week long classroom observation was conducted
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to explore the impact of student generated representations as a more representational
pedagogical approach to curriculum implementation on student learning. Two
curriculum experts from Curriculum Development Centre, Ministry of Education,
Nepal; three school principals and six parents were interviewed. Three focus group
discussions of students in three different schools, each group comprising nine
members, were conducted. Likewise, three focus group discussions of teachers in
those schools, each group comprising nine members, were conducted. The classroom
observation of Social Studies was undertaken in a Grade IX class that had 46 students.

Data obtained from the student survey and teacher survey were subjected to
descriptive statistical analyses using the SPSS (Version 23). The descriptive statistical
analysis was based on the mean as a measure of central tendency and standard
deviation as a measure of variability. While analysing the results of the surveys, the
frequency distribution of the responses was used to analyse and interpret the data
along with figures and illustrations. Correspondingly, qualitative data were analysed
categorising responses into different themes. Cross-case analysis and data
triangulation process was employed to enhance the credibility of the qualitative
findings.

7.2 Summary of the findings
The analysis of the data provided a number of significant observations and
insights in relation to school curricula and school pedagogy that are listed below.

7.2.1 Major observations
1. Despite a range of differences in relation to their cultures, language and
ethnicity, there was a feeling of cooperation among students in the classrooms.
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2. All the teachers were qualified and trained. A majority of the research
participants were more qualified than the minimum requirement for being a
teacher in secondary level.
3. The first National Curriculum Framework 2007 has not been reviewed
although there are some minor changes done a few times. The same school
curriculum has been used throughout the nation for more than a decade
without review or evidence-based revision and amendment.
4. There is unequal power distribution in the classrooms as teachers hold the
absolute power in reference to forms and contents of knowledge.

7.2.2 Major insights
1. The present school curriculum praxis is largely influenced by a centralised
mentality and conviction. Such a centralised education system has struggled to
cater for the diverse needs of students belonging to different social,
geographical and cultural contexts. The medium of instruction, curriculum,
textbooks and assessment mechanism are mostly centralised, leaving little
autonomy for local professional decision-making.
2. Despite the provisions assured in policy, there is little involvement of major
stakeholders in the curriculum development process and preparing textbooks.
3. Some curriculum stakeholders view textbooks as the authoritative arbiter,
mediator and endpoint of curriculum injunctions.
4. Teachers usually adopt traditional approaches to teaching and learning and
promote memorisation because the assessment system is based on written tests
and examinations which further reinforces rote learning.
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5. Social, economic and cultural diversity has a significant impact on student
learning. For children who come from the poor and marginalised
communities, education is not their primary concern as they are fighting for
their survival. There are discriminatory practices such as gender
discrimination and discrimination on the basis of caste groups that contributes
to school dropouts.
6. Political instability has adversely affected the entire education system of
Nepal. Most notably teachers’ involvement in political affairs, political
interference in school management committee and in the selection and
recruitment of teachers and frequent strikes and political movements have had
a negative impact on curriculum implementation and student learning.
7. Although almost all the teachers are qualified and properly trained in the
public schools in Nepal, they have not properly used their content and
pedagogical knowledge. Despite being aware of innovative approaches to
learning, teachers generally adopt conventional approaches to teaching. They
seem reluctant to introduce student-friendly approaches to learning. They
point to large class sizes and strict timelines for completing the assigned
course as inhibiting factors to adopting more active and participatory teaching
and learning strategies.
8. Although continuous assessment has been introduced in lower classes,
formative assessment has not been properly used in secondary level as the
education system gives more priority to written examinations. Standardised
tests such as District Level Examinations and Secondary Education
Examinations are totally based on annual written tests.
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9. Students’ aspirations are not taken into consideration in adopting teachinglearning strategies and teachers hardly use local resources in their classrooms.
10. Students do not get enough opportunities to represent their knowledge and
experience. Student participants indicated that they required more cognitive
and emotional engagement in the learning process
11. There is very little student autonomy in the classrooms. Teachers exercise the
absolute power and students’ voices are rarely given consideration. Thus,
there is little teaching empathy and support in the learning process.
12. The school curriculum of Nepal is non-inclusive in nature and is not culturally
responsive in that it does not properly recognise local cultural values,
knowledge and skills in the development of the curriculum and preparing
textbooks.
13. When students are provided with opportunities to learn through their own
representations, they develop a better understanding of the subject matter. A
more representational curriculum implementation as a school pedagogy such
as student generated representations can enhance student engagement in
learning and it promotes a collaborative learning culture. Similarly, such
student-friendly approaches can change the power dynamics of the classroom
that is generally centred on teachers employing traditional approaches.
14. Some community members do not perceive innovative approaches to learning
strategies particularly positively because they hold their own conventional
understanding of the role of a teacher as a holder and imparter of knowledge.
15. The intended curriculum has not fully recognised the aspirations of local
communities and its major stakeholders that have, to a larger extent, impacted
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upon its effective implementation. There has been a mismatch between the
intended curriculum, the implemented curriculum and the attained curriculum.
16. Traditional approaches to learning, to some extent, have contributed to school
dropouts since students do not feel like continuing their school education
when teachers do not engage them in the learning process.

The major observations and insights given above direct to the following
conclusions that have been drawn in relation to each research question of the study.

7.3 Conclusions in relation to research sub-question 1
To what extent do key stakeholders perceive that the curriculum can improve learning
and school retention?

The present study explored six major factors that influence student learning
and school retention in relation to curriculum development and its implementation.
The study indicated that centralised curricula could be of one of the threats to
achieving social and political consensus in multicultural communities (Clune, 1993).
The study suggested that centralised education systems could scarcely cater to the
needs of diverse cultures and communities which might contribute to the
unsatisfactory performance of the students (Yazdi, 2013). Further, the study revealed
that the major stakeholders of curriculum had little or no direct involvement in
curriculum development and textbooks preparation. Consequently, the key
stakeholders showed little ownership of the intended curriculum that largely ignored
the needs and aspirations of local cultural communities. Additionally, although 123
different languages are spoken all over Nepal (CBS, 2011), centralised imposition of
Nepali language as a medium of instruction and the only language used in curriculum
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and textbooks held hegemonies that had not properly recognised the identity of
disadvantaged communities and values of other languages. The findings suggested
that a monolingual method of instruction was one of the contributory reasons for the
low quality of community schools (Parajuli & Das, 2013).

One of the most prominent factors explored in this study that directly or
indirectly affected student learning is the social, economic and cultural status of the
learners. Almost every research participant pointed out poverty as one of the main
reasons that influenced the learning outcomes of the students and school retention.
The findings suggested that socio-economic background played a crucial role in
student learning (Dudaite, 2016). Drawing on evidences from the research
participants, the study indicated that when poverty was accompanied by a social
exclusion, this contributed to the poor performance of students in relation to learning
outcomes and school dropouts (Chitrakar, 2007).

This study brings to light how education and politics are intricately entangled
in Nepal. Almost all the research participants had a consensus that political instability
adversely affected school education in Nepal as there were frequents strikes and
political movements that hampered the regular school days. The findings suggested
that education system of Nepal was highly politicised which was not only limited to
involvement of teachers in political affairs, rather the political encroachment was
observed even in the formation of school management committee and in the selection
and recruitment of teachers. More importantly, political instability could be one of the
factors that influenced curriculum development and delivery.
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One of the prominent issues raised by almost all the research participants was
the selection of curriculum content and textbooks development. The findings of the
study revealed that the school curriculum and contents of the textbooks did not
appropriately recognise the diverse cultural values and local context. The findings
suggested that if the curriculum contexts reflected the cultural values of the
community and their local context, it would empower all the stakeholders of
education and they would feel emancipated (Mfum-Mensah, 2009).
The next important finding of this study was that teachers’ unwillingness to
change their pedagogical strategies that could result in the lower student achievement.
The traditional approaches adopted by teachers were understood to have a negative
influence on student learning. The findings of this study indicated that teachers opted
for easier approaches to teaching which were consistent with their views and beliefs
and they were reluctant to accept changes regarding pedagogical innovations (Mereku
& Mereku, 2015). Teachers not only are expected to have a sound content and
pedagogical knowledge, they could be motivated and trained to be familiar with the
cultural and linguistic diversity of their learners.

Drawing on the evidence, the next finding was related to conventional
assessment mechanisms that were mostly based on annual written tests and
examination. Although few teachers reported that monthly written tests were given to
students, it was observed that there was no proper mechanism for keeping the records
of formative assessment. The participants of the research articulated that one of the
main reasons for lower academic achievement could be a traditional assessment
system which was summative in nature. Students’ active engagement and
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participation in assessment and evaluation mechanism enhances their learning
(Cukusic, Garaca & Jadric, 2014), however, in the present study it was just a reverse
case.

To sum up, the conclusions drawn from the findings of this study indicated
that there were multiple factors that influenced the school curriculum. It was noted
that there existed a lack of stakeholders’ involvement in devising the intended
curriculum and in acknowledging the local context while selecting the curriculum
content.

7.4 Conclusions relating to research sub-question 2
What are the perceptions of students and teachers about teaching and learning
activities and curriculum adopted in school?

One of the main objectives of this study was to investigate the perceptions of
students and teachers pertaining to school pedagogy and school curriculum. Both
qualitative and quantitative data were gathered to explore the perceptions and
attitudes of students and teachers about teaching-learning activities and school
curriculum. Almost all the participants of the surveys and focus group interviews
agreed that despite the cultural and social diversity, there was a feeling of cooperation
among students. However, majority of the participants had a similar perception that
teaching-learning activities and school curriculum were less student-friendly and
students did not get sufficient opportunities to actively participate in the learning
process and their voices were not duly recognised. However, a few young enthusiastic
teachers were found to be trying to bring innovative approaches in the school
pedagogy. Interestingly, all the teacher participants were aware that their approaches
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to teaching were conventional that could affect student learning. However, they
blamed large classrooms and written based annual examination mechanism and they
expressed that they had little or no choice rather than continuing conventional
approaches to teaching-learning.

There were contrasting views of teachers and students in relation to
opportunities given for students to express their views on the subject being taught and
aspirations of students in choosing teaching strategies. Teachers claimed they had
considered students’ aspirations and allowed students’ interests in devising teaching
activities. However, students strongly refuted the claim. Interestingly, even the
teacher participants of the focus group interviews accepted that students were not
given sufficient chances in learning process due to various constraints such as large
classrooms and time frame to finish the course. The contrasting views in the survey
and interview from the teachers could possibly because of the anonymity of the
participants’ names in the survey forms.

The responses of teacher participants about the engagement of students in
learning were highly positive. However, student participants indicated that they
required more cognitive and emotional engagement in the learning process. The
responses of the students were very positive in relation to their behavioural
engagement in the classrooms. The findings of this study indicated that teachers might
be more empathetic in ensuring student engagement in learning (McAllister & Irvine,
2002). The findings suggested that a balanced empathetic relationship between
student and teacher could be sustained where the teacher allowed appropriate freedom
for students and guided them providing necessary support in learning (Cooper, Brna
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& Martins, 2000). The findings of this study showed the significance of empathetic
teachers who ensured student engagement which would make the students feel
efficacious enhancing their self-assessment and autonomy (Appleton, Christenson &
Furlong, 2008; Chih-Yuan Sun & Rueda, 2012; Linnenbrink & Pintrich, 2003).

All things considered, the conclusions derived from the findings of the study
indicated that teaching-learning activities adopted in classrooms were less than
student-friendly and students required a stronger engagement in learning processes.
Similarly, the school curriculum could be reviewed in a timely manner. It is argued
that school curricula could be more inclusive giving due recognition to the local
knowledge, skills and cultural values that could be reflected in curriculum and
textbook contents. Giving consideration to the local context and the needs and
aspirations of the students might help to bridge the gap between the intended and the
implemented curriculum. Consequently, the implemented curriculum could be more
effective to fulfil the broader policy objectives for learning.

7.5 Conclusions relating to research sub-question 3
How do students experience the implemented curriculum?

Although the school curriculum anticipated that teachers would adopt
assessment as an integral part of learning strategy, the findings of this study showed
that there was no proper mechanism to assess student understanding other than the
annual written examination. Despite being aware of the value of continuous
assessment of student learning, it was observed that teachers did not have any proper
mechanism to keep records of student attainment. The main reason of sticking to the
summative assessment could be possibly due to the importance given to the written
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annual examinations. Although continuous assessment system (CAS) was adopted as
a new strategy to monitor student learning in Grade I – Grade VII, it was not
introduced in secondary level. Further, some research participants demonstrated their
resentment about the understanding of CAS because there was confusion about
continuous assessment system. Some of them perceived CAS not as an integral part of
learning strategies rather one of the means of promoting students to higher classes
whether or not the students achieved learning outcomes. There was a clear
misunderstanding of CAS as a way of liberal promotion to the senior grades.

The findings of this study showed that most of the teachers teaching in
secondary level were more concerned about Secondary Education Examination
(SEE)) that was conducted nationwide. The success and failure of students, teachers,
principals and schools was measured on the basis of the results of SEE. Thus, it was
not unnatural for teachers to stick to the summative assessment techniques. The
formative assessment strategies used by individual teachers were of less importance in
measuring student learning. More importantly, as there was no any record of such
formative assessment methods and strategies, it was difficult to analyse whether or
not such assessment technique supported student learning.

In brief, teachers generally monitored student learning on the basis of annual
written tests and examinations and graded them accordingly. As the assessment was
summative in its nature, their teaching-learning activities were greatly influenced by
it.

The previous conclusions drawn from the evidence in this study outlined
various issues in relations to different dimensions of school curriculum, pedagogy and
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assessment and their influence on student learning. This study also intended to
investigate the possible influence of a more representational curriculum
implementation on student learning because almost all the participants indicated their
concern that the real problem was believed to be in the implementation of the
curriculum. Although there were some concerns exhibited by the stakeholders in
relation to the non-inclusive nature of school curricula and textbooks’ contents and
about the involvement of major stakeholders in the process of preparing them, their
major concern was about the implementation. Hence, for the purpose of addressing it,
teacher and students were asked to use student generated representations as a learning
and assessment strategy that could put some light on the importance of studentfriendly pedagogical interventions in the conventional classroom contexts in relation
to how students attain the curriculum.

The findings indicated that student generated representations as a pedagogical
and assessment strategy could enhance teacher-student relationship. It was observed
that it helped to create a positive and supportive classroom environment promoting
group works. Students were found enjoying the constant interactions and were
actively involved in devising their own representations to express their knowledge,
skills and experience in relation to the subject they were studying the classrooms.
Teachers facilitated learning that would ensure student engagement and they validated
the efficacy and appropriateness of the students’ representations and checked the facts
students gathered from different sources. The findings clearly demonstrated that
learning through different modes of self-generated representations, students attained
sufficient opportunities do develop a conceptual understanding of a phenomenon
comparing and contrasting their works with their colleagues. Similarly, it was found
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that students developed their logical reasoning as they needed to justify their
representations in front of their colleagues and teacher who asked several questions
about their work. Drawing evidences from the classroom observation and interviews
after the classroom observation with the teacher and the students, it could be
concluded that student generated representations promoted and empowered students
in the classroom to some extent and it supported student autonomy regarding the
authority of knowledge and classroom management. Further, it was observed that
learning through various self-generated representations could promote collaborative
work as students learnt from each other. They had ample opportunities to construct
their own meaning and developed a deeper understanding with plenty of exposures to
the various modes of representations that helped to promote their creativity and
cognitive ability. Furthermore, assessment was used an integral part of learning
strategy that could help them to review and reflect upon their own representations
after receiving comments and feedback from their teacher and colleagues.

The findings of this study uncovered several insights on student generated
representations as one of the major pedagogical and assessment strategies. The
findings indicated that that student generated representations could promote richer
classroom interactions (Hubber et al., 2010). Similarly, the findings of this study
showed that that multiple representations would enhance a conceptual understating
that could improve student’s performance (Ainsworth, 2006; Tytler et al., 2013;
Waldrip et al., 2010). Further, the findings of this study suggested that learning
strategy such as student generated representations could improve student engagement
and can enhance cognitive values (Alozie, Moje & Krajcik, 2010).

259

Chapter 7

Conclusion

7.6 Conclusions relating to the principal research question
To what extent does the curriculum influence teaching and learning in Nepal?

The above discussed conclusions in this chapter related to three subsidiary
questions that guided this study relate back to the principal question ‘To what extent
does the curriculum influence teaching and learning in Nepal?’ The final conclusion
brings to light to what extent the curriculum influences teaching and learning in
public secondary schools in Nepal drawing evidences from the qualitative and
quantitative data obtained from a wide range of stakeholders of education.

From evidence gleaned from a careful analysis and interpretation of both
qualitative and quantitative data, it can be concluded that all the stakeholders agreed
that the curriculum played a crucial role in student learning. There was a general
consensus among the participants of the research that a relevant school curriculum
which is culturally responsive and recognises the local needs in relation to diverse
cultural values, knowledge and skills can promote student learning. Most importantly,
all the participants of the study strongly agreed that representational approach in
curriculum implementation that helped to ensure effective and meaningful
engagement of students in learning and assessment process could enhance their
conceptual understanding which could positively influence achieving learning
outcomes and school retention.

Overall, all the major stakeholders of education primarily students and
teachers indicated that for effective learning to take place in the class, the school
curriculum could be locally-rooted in ways that would address the interests and needs
of learners in their local context. They requested the active involvement of key
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stakeholders in developing and selecting curriculum content and in preparing
textbooks. There was an agreed consensus that new and innovative approaches to
learning and assessment techniques were required in Nepal to enhance learning
experiences and outcomes for students. Similarly, educational institutions could stay
away from political activities that would adversely affect education in Nepal. The
study suggests that some governmental interventions are required to promote equity in
education providing additional assistance to the children coming from poor and
marginalised communities.

7.7 Limitations and delimitations of the study
There are several factors that apply as limitations of this study. Hence, the
following limiting factors must be taken into consideration while reporting the
findings of this study. The limitations are mostly related to the size and number of
research participants and respondents, contextual factors particularly in reference to
classroom observation and purposive selection of schools and generic area of school
curriculum.

This study does not include the representation of inner Terai due to ongoing
political movements carried out by Madhes based political parties and formidable
weather condition of mountainous region that led the schools to be closed during the
data collection period and schools from earthquake affected districts were not
included as ethics committee suggested to avoid visiting those areas. Similarly, this
study does not include any representation of private schools in Nepal. Hence,
reporting the findings of the study should be undertaken cautiously.
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Similarly, although all the major stakeholders of education, specifically of
school curriculum were the research participants of the study, this study can be
considered to be a small study as it was conducted only in three different schools that
were similar in terms of social, economic and cultural contexts of the students. Hence,
the findings might not represent the urban schools and their contexts.

A two-week long classroom observation of Social Studies was done in Grade
IX of a school. Hence, both teacher and students’ attitudes, behaviour, school
environment, their level of understanding about the representational curriculum could
be different in other classes and in other schools. So, it is essential to consider this
limitation before any conclusion is reported.

This study is based on both qualitative and quantitative data. However, it is
qualitative dominant, hence, there is little support obtained in relation to the attitudes
and perceptions of students and teachers about school pedagogy and curriculum. The
sample size is relatively small and the study has only adopted a descriptive
quantitative analysis based on mean, standard deviation and frequencies of responses.

Further, the study has attempted to bring some light pertaining to high school
curriculum of Nepal in generic sense as it did not focus on the curriculum of a
particular subject. Subject specific conclusion should be appropriately interpreted. As
the focus of the study was on teaching and learning (implementation of curriculum),
policy analysis (intended curriculum) is not discussed to a greater detail although
attempts have been made to include the lived experiences of stakeholders regarding
their involvement in curriculum and contents development process.
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Having discussed the limitations and delimitations of this study, the following
section of this chapter discusses the significance of this study.

7.8 Implications of the study
This study contributes to the field of school curriculum of Nepal. As the
country is going through social, political and economic transition adopting federal
system of governance, the insights of the study could be of some significance while
developing school curriculum that addresses the changing social and political context
because the present constitution has placed a great emphasis on decentralisation of
political authority to provincial and local government bodies. The idea of local
curriculum is in discussion that is reflected in the government policies and formal
documents. The School Sector Development Plan has clearly outlined its focus in
relation to decentralisation of education (MoE, 2016, p. 94).

For curriculum development, there will be local curriculum components that
will be governed by provincial and local governments. However, the effective
use of local curriculum would depend upon their institutional capacity for
which the federal government units will have to play a role. Textbook printing
and distribution, teacher management, management and implementation of
school education system and school management will be governed by
provincial and local governments.

Thus, the findings of the study could be taken as references while devising
curriculum and textbooks in local contexts ensuring broader involvement of key
stakeholders. The study suggests that curriculum and textbook content selection
autonomy could usefully be assigned to the local level aligning it to the recent
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political restructuring of Nepal into seven different provinces to cater for the needs of
diverse ethnic/indigenous cultures. School education could encourage innovative
approaches to learning providing enough opportunities for students to express their
knowledge and experience and incorporate student-friendly assessment mechanisms.

Drawing on evidences, the study brings to light regarding the aspirations of
major stakeholders in the process of curriculum development and contents selection
of textbooks. Similarly, the study suggests that representational curriculum
implementation strategies can help in achieving better learning outcomes and school
retention. The literature discussed on Chapter Two brings insights about the
importance of representational reasoning most specifically in mathematics and
science in the western context. However, this study contributes to a wider field of
student generated representations as a learning strategy as an alternative option to the
conventional approaches to learning that can be used in a broader social science
context as well in a developing country’s classroom contexts despite having large
class sizes and limited resources.

The present study adds some insights in relation to the intended, the
implemented and the attained curriculum and the issues that influence the curriculum
congruence. The study reinforces the student friendly approaches to curriculum
implementation that can ensure effective and meaningful engagement of students
enhancing their learning.

The findings could be of some worth to the curriculum developers, students,
teachers, school principals and any interested scholars in reference to the different
dimensions of curriculum not only in the Nepalese context but also to a broader
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developing country’s context in developing and enacting a culturally responsive
curriculum.

The study highlights the need for a new model for curriculum development
and implementation that acknowledges the local context while devising and enacting
school curriculum (Figure 7.1). To be specific, curriculum and textbook selection
autonomy can address the needs and aspirations of key stakeholders. Learner-friendly
and culturally responsive pedagogy and assessment strategies embraced for
curriculum enactment can enhance student learning. The curriculum development and
implementation practices can follow a bottom-up approach aligning those practices to
the national curriculum framework.

National aspirations of
education

National curriculum
framework

Curriculum and textbook
content selection
autonomy to local level

Student-friendly and
culturally responsive
pedagogy and
assessment strategies

Figure 7.1: A new model for curriculum development and implementation
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7.9 Areas of further research
The present study has provided insights in relation to the different dimensions
of curriculum and their influence on student learning. The findings indicate that
curriculum and textbook contents selection autonomy should be ensured to the major
stakeholders to cater the needs of diverse cultures and ethnicity. School education
should encourage innovative approaches to learning providing ample opportunities for
students to express their prior knowledge and experience. However, this study
recommends the further research on issues relating to the school curriculum in Nepal.
This research might focus specifically on the skills, knowledge and values of Nepal’s
diverse indigenous communities that might be incorporated into the school
curriculum. It might also explore how the existing knowledge distribution practices of
indigenous communities might inform and enrich pedagogical practice throughout the
different regions of Nepal. A subject specific research on the relevant content
selection of curriculum and textbook would be a potential areas for future
investigation.

7.10 Concluding remarks
In summary, present school curriculum praxis in Nepal is largely influenced
by a centralised mindset. Despite the provisions outlined in policy, the lived
experiences of the major stakeholders of curriculum reflect a different experience in
implementation. A well balanced educational vision, specifically in relation to
curriculum and textbooks contents development, and a partnership between central
and local stakeholders has the potential to have a positive effect on student learning
that is underpinned by social constructivist convictions. Although there is no agreed
prescription for a particular teaching-learning strategy as a remedy for lower student
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achievement, innovative approaches to learning and assessment strategies that ensure
meaningful representation and engagement of the students can enhance learning
outcomes and school retention. The findings of this study reveal that if the factors
affecting curriculum development and implementation are properly recognised and
reviewed by the concerned people in authorities, a congruence between intended,
implemented and attained curriculum could be possible that is likely to help schools
to attain better learning outcomes and improved student retention.
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Appendix B
Student Survey
Survey (Teacher version)
The following statements are prepared to explore your engagement and opportunities
for representation in the classroom activities and your perceptions on teaching and
learning activities and school curriculum. Please choose the correct option that best
describes your knowledge.
1 = Almost Never

2 = Sometimes

4 = Often

5 = Almost Always

3 = About Half of the Time

Teachers encourage us to express our views and opinions on
the subject being taught.
Teaching-learning activities are student friendly.

1

2

3

4

5

1

2

3

4

5

Teaching-learning activities are chosen as per the interests of
the students.
Teachers use locally available resources in the classroom.

1

2

3

4

5

1

2

3

4

5

School provides necessary aids and materials.

1

2

3

4

5

Textbooks are updated in timely manner as per the demand of
time (with reference to last five years).
Teachers relate the subject matter to our daily life situation.

1

2

3

4

5

1

2

3

4

5

There is a meaningful discussion in the class.

1

2

3

4

5

I talk to people outside the class about the subject matter
taught in the class.
I know what my teachers want me to do in the class.

1

2

3

4

5

1

2

3

4

5

I pay attention to the class.

1

2

3

4

5

I complete my work on time.

1

2

3

4

5

I like to answer the questions asked in the classroom.

1

2

3

4

5

I enjoy my teacher’s class.

1

2

3

4

5

I am given enough opportunities to express my knowledge
and experience.
I get an opportunity to ask questions in case I fail to
understand the subject matter.
There is a feeling of cooperation among students.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5
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Appendix C
Teacher Survey
Survey (Teacher version)

The following statements are prepared to explore your students’ representations in
the classroom and your perceptions on teaching learning activities and school
curriculum. Please choose the option that best describes your knowledge.

Background information

Please answer the following questions marking the appropriate box wherever
required.
1. What is your gender?
 Male
 Female
2. How old are you?






Below 25
26-30
31-40
41-50
51 and above

3. What is your qualification?






School Leaving Certificate
Intermediate / +2
Bachelor’s Degree
Master’s Degree
Doctorate

4. How long have you been teaching?






0-5 years
6-10 years
11-20 years
21-30 years
31 years and above
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The following statements are designed to find out your perceptions on teaching
learning activities and school curriculum. Please choose the best option that
describes your knowledge.

1 = Almost Never

2 = Sometimes

3 = About Half of the Time

4 = Often

5 = Almost Always

There is no discrimination on the basis of gender, ethnicity,
religion and socio-economic status in school.
I actively involve myself to develop a school curriculum or
part of it.
Teachers are actively involved in the curriculum
development process.
The present school curriculum has addressed the needs of
diverse indigenous and ethnic groups of people.
The school curriculum has incorporated indigenous
knowledge, skills and practices from local communities.
The school curriculum is updated in timely manner as per the
demand of time (with reference to last five years).
The school curriculum is culturally responsive.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Teachers exchange teaching materials with other colleagues.

1

2

3

4

5

Students’ aspirations are taken in consideration in
implementing curriculum.
Teaching-learning activities are in line with the interests of
students.
Teaching and learning activities are linked to daily life
situations.
I use locally available resources as per the need of the class.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

School provides resources when required.

1

2

3

4

5

I discuss and decide on the instructional media.

1

2

3

4

5

I enjoy teaching in this class.

1

2

3

4

5

I provide enough opportunities for students to express their
knowledge and experiences.
I get engaged in discussion regarding the learning
development of specific students.
I get involved in joint activities across different classes and
age groups.
Teachers discuss and coordinate homework practice across
all subjects.
I relate the subject matter to our everyday life situation.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5
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I talk to people outside the class about the subject matter that
I teach in the class.
There is a fruitful discussion in the class.

1

2

3

4

5

1

2

3

4

5

Students get an opportunity to ask questions in case they fail
to understand the subject matter.
Students get enough opportunities to participate in activities.

1

2

3

4

5

1

2

3

4

5

There is a feeling of cooperation among students.

1

2

3

4

5

Students pay attention to the class.

1

2

3

4

5

Students complete given task on time.

1

2

3

4

5

Students answer the questions I ask in the class.

1

2

3

4

5

I know what my students expect me to do in the class.

1

2

3

4

5
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Appendix D
Interview / Focus Group Discussion Questions
The following protocol includes the parameters of qualitative data collection with
semi-structured questions. The interview questions will evolve as the process takes
place. All these questions may or may not be asked, it purely depends on the
responses of the research participants. (Estimated time approximate 30 minutes for
curriculum developers, school Principals, teachers and parents, 10 minutes for
students)

For Curriculum Developers
1. In your opinion, what are the main factors that affect teaching and learning in
Nepal?
2. What is your involvement in curriculum development and implementation
process?
3. To what extent do you think curriculum affects the achievement of the
students?
4. What are the factors that must be taken in consideration while developing
school curriculum?
5. What are your opinions in reference to the intended curriculum, implemented
and attained curriculum in Nepal? What are the factors that impact on the
consistency of these components?
6. In your opinion, to what extent should traditional knowledge and practices be
included in the school curriculum?
7. What can be done to enhance student learning?
8. In your opinion, what are the main reasons that are responsible for truancy,
absenteeism and school dropouts?
9. To what extent is present school curriculum culturally responsive?
For School Principals
1. In your opinion, what are the main factors that affect teaching and learning in
Nepal?
2. What is your involvement in curriculum development and implementation
process?
3. To what extent do you think curriculum affects the achievement of the
students?
4. What are the factors that must be taken in consideration while developing
school curriculum?
5. What are your opinions in reference to the intended curriculum, implemented
and attained curriculum in Nepal? What are the factors that impact on the
consistency of these components?
6. In your opinion, to what extent should traditional knowledge and practices be
included in the school curriculum?
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7. What can be done to enhance student learning?
8. In your opinion, what are the main reasons that are responsible for truancy,
absenteeism and school dropouts?
9. To what extent is present school curriculum culturally responsive?

For Teachers
1. In your opinion, what are the main factors that affect teaching and learning in
Nepal?
2. What is your involvement in curriculum development and implementation
process?
3. To what extent do you think curriculum affects the achievement of the
students?
4. What are the factors that must be taken in consideration while developing
school curriculum?
5. What are your opinions in reference to the intended curriculum, implemented
and attained curriculum in Nepal? What are the factors that impact on the
consistency of these components?
6. In your opinion, to what extent should traditional knowledge and practices be
included in the school curriculum?
7. What can be done to enhance student learning?
8. In your opinion, what are the main reasons that are responsible for truancy,
absenteeism and school dropouts?
9. To what extent is present school curriculum culturally responsive?
10. How do you assess student understanding?
11. Describe the present evaluation mechanism that you have been using to
measure student learning.
12. How did the interventions impact on students’ understanding?

For Parents
1. In your opinion, what are the main factors that affect teaching and learning in
Nepal?
2. What are the factors that must be taken in consideration while developing
school curriculum?
3. In your opinion, why and how should traditional knowledge and practices be
included in the school curriculum?
4. What can be done to enhance student learning?
5. In your opinion, what are the main reasons that are responsible for truancy,
absenteeism and school dropouts?
6. To what extent is present school curriculum culturally responsive?
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For students
1. What are the subjects you enjoy the most?
2. Who decides what to learn in your class?
3. What are your views about your teachers’ choice of content and their teaching
and learning activities?
4. How different are the subject matter and teaching learning activities adopted at
school as compared to the ways you learn at home from your seniors and
parents?
5. What have you learnt at school has helped at home?
6. How did the interventions impact on your understanding?
7. Why do you think students do not turn up for schools?
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Appendix F
Information Sheet for Teachers

FACULTY OF EDUCATION

Impacts of curriculum on teaching and learning in Nepal
Information sheet for the research participants (Teachers)

Invitation
You are invited to participate in this research. The main purpose of the research is to investigate the
impacts of curriculum on teaching and learning in Nepal. A focus will be consideration of the
potential indigenous knowledge and skills that can be incorporated into the school curriculum to
enhance learning outcomes and enable school retention. This study is being conducted for the
requirements of Doctor of Philosophy in Education by Mr. Ganga B Gurung under the supervision
of Prof Bruce Waldrip and Dr David Moltow of University of Tasmania, Australia from the Faculty
of Education. Mr Gurung will be directly involved in the field study in person for data collection.
What is the purpose of the study?
The aims of this project are:

1. To investigate the impacts of curriculum on teaching and learning in public secondary
schools in Nepal.
2. To explore the perceptions of the stakeholders of education about teaching learning
activities and school curriculum in reference to learning outcomes and school retention.
Why have I been invited to participate?
As one of the major stakeholders of education, you are invited to be a participant in this study. The
school administration has been informed about the project and consent has been given to conduct
the research in the school. Your participation will be purely voluntary and you have every right to
decide not to participate, without consequences, at any time. If you decide to withdraw, there will
be no impact on your personal and professional relationship with the researcher, the researching
university or the school.
What will I be asked to do?
Since the research will be conducted in your school, you will be asked to complete a questionnaire
that will not take more than 10 minutes. If you agree to participate, you will also be invited to
participate in an interview and/or focus group discussions to express your opinions on the impacts
of curriculum on teaching and learning in Nepal and the issues associated with it. The researcher
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will determine the appointment at a time convenient to you. The interview and focus group
discussion will be audio recorded and it will take no longer than 45 minutes. Interview will be
conducted in Nepali and later translated in English. After the transcription is done, you will be
provided a confidential copy, in a sealed envelope, and you have the right to correct the transcription
if deemed necessary. If you agree for the class observation, you will be expected to implement a
teaching process that focuses on students using representations as a tool for learning. This means
students will be asked to work in small groups on a unit chosen by the teacher ensuring student
representations having more than two different ways of understanding the concept being taught.
They will have to work and learn together to discover the information. The observation will be
unobtrusive in its nature and students will be asked to comment on their thinking and actions about
the unit being taught during their lunch time without hampering their teaching time. Teachers will
be asked to discuss and reflect upon the major teaching moments focusing on the student
representations and their reasoning as recorded in the observation notes. Perceptions of students and
teachers will be recorded by means of field notes before, during and after the learning activities are
undertaken.
This project is different in that it uses representations (e.g. Drawings, photos, role play etc.) that
students produce to show their thinking. In this project it uses student generated representations as
a tool for learning. It is not learning from a representation but learning from a student generated
representation.
These classes will be observed as to how this occurs.
Are there any possible benefits from participation in this study?
There is no any financial reimbursement or immediate benefits for participation in this research.
However, your will get to express your opinions and views on school curriculum with an expectation
that the outcomes of the research will help improve teaching-learning situation in Nepal.
The outcomes of the research will bring potential implications in the field curriculum development
and implementation. The project is not designed to influence government policy. However, the
government might read the thesis and make changes to procedures.
Are there any possible risks from participation in this study?
There are no possible risks associated with participating in this study.
What if I change my mind during or after the study?
You have every right not to participant in this research and, at any point of time, you can withdraw
without explanation and without consequences. If you change your mind afterwards and do not want
to include your data you can contact the research team by April 30, 2016 and your data will be
withdrawn. At some point, the data will be used for publication purpose. Your confidentiality will
be duly maintained.
What will happen to the information when this study is over?
Firstly, the data collected in Nepal will be stored in the collaborative file storage solution hosted on
the Microsoft SharePoint Suite facility hosted by the University of Tasmania. The researcher will
use MySite, an online document storage system for PhD students to store the data. Moreover, the
data will be transferred to a hard drive to have a backup. After the data collection process is over,
the researcher will download the data, keeping it in a password protected laptop. It will be
permanently deleted from the UTAS server. All the raw data will be kept in hand baggage for safety
while getting back to Australia from Nepal.
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The recorded interview data will be copied and stored in a personal password protected laptop. The
paper based data, including survey forms and observation notes made by the researcher, will be
shredded and cleaned once the data is digitalised. Digitised audio recordings of interviews will be
kept on a password-protected laptop. As the laptop is linked with the university administered
network, these digital recordings will be kept on the student investigator's ‘local drive’ which is
more secure. After 5 years, the data will be deleted, paper transcripts shredded and audio recordings
cleaned as per UTAS guidelines.
How will the results of the study be published?
The purpose of this study is for the requirements of the Doctor of Philosophy in Education of Ganga
B Gurung. Hence, the data collected will be used for the purpose aforementioned. The data may be
used for further research publications. The identity of the participants will be kept confidential in
all publications from this research. You will be provided with the findings of the research through
email.
What if I have questions about this study?
If you have any questions related to this study, feel free to contact any member of the researching
team.
Prof Bruce Waldrip
Tel: + 61363243429

Email: Bruce.Waldrip@utas.edu.au

Dr David Moltow
Tel: +61 3 6226 1946

Email: David.Moltow@utas.edu.au

Mr. Ganga Gurung
Tel: +61363243792
(+977-9

Email: Ganga.Gurung@utas.edu.au

, this number will be in use throughout the data collection period only)

Note: Telephone contact has been provided on the ground that email contact is limited in Nepal.
Or,
You can also contact the ethical committee which approved this research.
“This study has been approved by the Tasmanian Social Sciences Human Research Ethics
Committee. If you have concerns or complaints about the conduct of this study, please contact the
Executive Officer of the HREC (Tasmania) Network on +61 3 6226 7479 or email
human.ethics@utas.edu.au. The Executive Officer is the person nominated to receive complaints
from research participants. Please quote ethics reference number [H0015240].”

Thank you for your time to consider this study. If you wish to take part in data collection
procedure, please sign the attached invitation form, place it in the envelope provided and leave
the sealed envelope at the school office to be collected by the researcher. This information sheet
is for you to keep.
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Appendix G
Information Sheet for School Principals

FACULTY OF EDUCATION

Impacts of curriculum on teaching and learning in Nepal
Information sheet for the research participants (school principals)

Invitation
You are invited to participate in this research. The main purpose of the research is to investigate the
impacts of curriculum on teaching and learning in Nepal. A focus will be consideration of the
potential indigenous knowledge and skills that can be incorporated into the school curriculum to
enhance learning outcomes and enable school retention. This study is being conducted for the
requirements of Doctor of Philosophy in Education by Mr. Ganga B Gurung under the supervision
of Prof Bruce Waldrip and Dr David Moltow of University of Tasmania, Australia from the Faculty
of Education. Mr Gurung will be directly involved in the field study in person for data collection.
What is the purpose of the study?
The aims of this project are:

1. To investigate the impacts of curriculum on teaching and learning in public secondary
schools in Nepal.
2. To explore the perceptions of the stakeholders of education about teaching learning
activities and school curriculum in reference to learning outcomes and school retention.
Why have I been invited to participate?
As one of the major stakeholders of education, you are invited to be a participant in this study. Your
participation will be purely voluntary and you have every right to decide not to participate, without
consequences, at any time. If you decide to withdraw, there will be no impact on your personal and
professional relationship with the researcher and the researching university.
What will I be asked to do?
The research will be conducted in your school. If you agree to participate, you will be invited to
participate in an interview to express your opinions on the impacts of curriculum on teaching and
learning in Nepal and the issues associated with it. The researcher will determine the appointment
at a time convenient to you. The interview will be audio recorded and it will take no longer than 45
minutes. Interview will be conducted in Nepali and later translated in English. After the transcription
is done, you will be provided a confidential copy, in a sealed envelope, and you have the right to
correct the transcription if deemed necessary.
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Are there any possible benefits from participation in this study?
There is no any financial reimbursement or immediate benefits for participation in this research
However, your will get to express your opinions and views on school curriculum with an expectation
that the outcomes of the research will help improve teaching-learning situation in Nepal.
The outcomes of the research will bring potential implications in the field curriculum development
and implementation. The project is not designed to influence government policy. However, the
government might read the thesis and make changes to procedures.
Are there any possible risks from participation in this study?
There are no possible risks associated with participating in this study.
What if I change my mind during or after the study?
You have every right not to participant in this research and, at any point of time, you can withdraw
without explanation and without consequences. If you change your mind afterwards and do not want
to include your data you can contact the research team by April 30, 2016 and your data will be
withdrawn. At some point, the data will be used for publication purpose. Your confidentiality will
be duly maintained.
What will happen to the information when this study is over?
Firstly, the data collected in Nepal will be stored in the collaborative file storage solution hosted on
the Microsoft SharePoint Suite facility hosted by the University of Tasmania. The researcher will
use MySite, an online document storage system for PhD students to store the data. Moreover, the
data will be transferred to a hard drive to have a backup. After the data collection process is over,
the researcher will download the data, keeping it in a password protected laptop. It will be
permanently deleted from the UTAS server. All the raw data will be kept in hand baggage for safety
while getting back to Australia from Nepal.
The recorded interview data will be copied and stored in a personal password protected laptop. The
paper based data, including survey forms and observation notes made by the researcher, will be
shredded and cleaned once the data is digitalised. Digitised audio recordings of interviews will be
kept on a password-protected laptop. As the laptop is linked with the university administered
network, these digital recordings will be kept on the student investigator's ‘local drive’ which is
more secure. After 5 years, the data will be deleted, paper transcripts shredded and audio recordings
cleaned as per UTAS guidelines.
How will the results of the study be published?
The purpose of this study is for the requirements of the Doctor of Philosophy in Education of Ganga
B Gurung. Hence, the data collected will be used for the purpose aforementioned. The data may be
used for further research publications. The identity of the participants will be kept confidential in
all publications from this research. You will be provided with the findings of the research through
email.
What if I have questions about this study?
If you have any questions related to this study, feel free to contact any member of the researching
team.
Prof Bruce Waldrip
Tel: + 61363243429

Email: Bruce.Waldrip@utas.edu.au
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Dr David Moltow
Tel: +61 3 6226 1946

Email: David.Moltow@utas.edu.au

Mr. Ganga Gurung
Tel: +61363243792

(+977-9

Email: Ganga.Gurung@utas.edu.au

, this number will be in use throughout the data collection period only)

Note: Telephone contact has been provided on the ground that email contact is limited in Nepal.

Or,

You can also contact the ethical committee which approved this research.
“This study has been approved by the Tasmanian Social Sciences Human Research Ethics
Committee. If you have concerns or complaints about the conduct of this study, please contact the
Executive Officer of the HREC (Tasmania) Network on +61 3 6226 7479 or email
human.ethics@utas.edu.au. The Executive Officer is the person nominated to receive complaints
from research participants. Please quote ethics reference number [H0015240].”

Thank you for your time to consider this study. If you wish to take part in data collection
procedure, please sign the attached invitation form, place it in the envelope provided and leave
the sealed envelope at the school office to be collected by the researcher. This information sheet
is for you to keep.
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Appendix H
Information Sheet for Curriculum Experts

FACULTY OF EDUCATION

Impacts of curriculum on teaching and learning in Nepal

Information sheet for the research participants (Curriculum Experts)

Invitation
You are invited to participate in this research. The main purpose of the research is to investigate the
impacts of curriculum on teaching and learning in Nepal. A focus will be consideration of the
potential indigenous knowledge and skills that can be incorporated into the school curriculum to
enhance learning outcomes and enable school retention. This study is being conducted for the
requirements of Doctor of Philosophy in Education by Mr. Ganga B Gurung under the supervision
of Prof Bruce Waldrip and Dr David Moltow of University of Tasmania, Australia from the Faculty
of Education. Mr Gurung will be directly involved in the field study in person for data collection.
What is the purpose of the study?
The aims of this project are:

1. To investigate the impacts of curriculum on teaching and learning in public secondary
schools in Nepal.
2. To explore the perceptions of the stakeholders of education about teaching learning
activities and school curriculum in reference to learning outcomes and school retention.
Why have I been invited to participate?
As one of the major stakeholders of education, you are invited to be a participant in this study. Your
participation will be purely voluntary and you have every right to decide not to participate, without
consequences, at any time. If you decide to withdraw, there will be no impact on your personal and
professional relationship with the researcher and the researching university.
What will I be asked to do?
If you agree to participate, you will be invited to participate in an interview to express your opinions
on the impacts of curriculum on teaching and learning in Nepal and the issues associated with it.
The researcher will determine the appointment at a time convenient to you. The interview will be
audio recorded and it will take no longer than 45 minutes. Interview will be conducted in Nepali
and later translated in English. After the transcription is done, you will be provided a confidential
copy, in a sealed envelope, and you have the right to correct the transcription if deemed necessary.
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Are there any possible benefits from participation in this study?
There is no any financial reimbursement or immediate benefits for participation in this research
However, your will get to express your opinions and views on school curriculum with an expectation
that the outcomes of the research will help improve teaching-learning situation in Nepal.
The outcomes of the research will bring potential implications in the field curriculum development
and implementation. The project is not designed to influence government policy. However, the
government might read the thesis and make changes to procedures.
Are there any possible risks from participation in this study?
There are no possible risks associated with participating in this study.
What if I change my mind during or after the study?
You have every right not to participant in this research and, at any point of time, you can withdraw
without explanation and without consequences. If you change your mind afterwards and do not want
to include your data you can contact the research team by April 30, 2016 and your data will be
withdrawn. At some point, the data will be used for publication purpose. Your confidentiality will
be duly maintained.
What will happen to the information when this study is over?
Firstly, the data collected in Nepal will be stored in the collaborative file storage solution hosted on
the Microsoft SharePoint Suite facility hosted by the University of Tasmania. The researcher will
use MySite, an online document storage system for PhD students to store the data. Moreover, the
data will be transferred to a hard drive to have a backup. After the data collection process is over,
the researcher will download the data, keeping it in a password protected laptop. It will be
permanently deleted from the UTAS server. All the raw data will be kept in hand baggage for safety
while getting back to Australia from Nepal.
The recorded interview data will be copied and stored in a personal password protected laptop. The
paper based data, including survey forms and observation notes made by the researcher, will be
shredded and cleaned once the data is digitalised. Digitised audio recordings of interviews will be
kept on a password-protected laptop. As the laptop is linked with the university administered
network, these digital recordings will be kept on the student investigator's ‘local drive’ which is
more secure. After 5 years, the data will be deleted, paper transcripts shredded and audio recordings
cleaned as per UTAS guidelines.
How will the results of the study be published?
The purpose of this study is for the requirements of the Doctor of Philosophy in Education of Ganga
B Gurung. Hence, the data collected will be used for the purpose aforementioned. The data may be
used for further research publications. The identity of the participants will be kept confidential in
all publications from this research. You will be provided with the findings of the research through
email.
What if I have questions about this study?
If you have any questions related to this study, feel free to contact any member of the researching
team.
Prof Bruce Waldrip
Tel: + 61363243429

Email: Bruce.Waldrip@utas.edu.au
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Dr David Moltow
Tel: +61 3 6226 1946

Email: David.Moltow@utas.edu.au

Mr. Ganga Gurung
Tel: +61363243792

(+977-9

Email: Ganga.Gurung@utas.edu.au

, this number will be in use throughout the data collection period only)

Note: Telephone contact has been provided on the ground that email contact is limited in Nepal.
Or,
You can also contact the ethical committee which approved this research.
“This study has been approved by the Tasmanian Social Sciences Human Research
Ethics Committee. If you have concerns or complaints about the conduct of this study, please
contact the Executive Officer of the HREC (Tasmania) Network on +61 3 6226
7479 or email human.ethics@utas.edu.au. The Executive Officer is the person nominated to
receive complaints from research participants. Please quote ethics reference number
[H0015240].”

Thank you for your time to consider this study. If you wish to take part in data
collection procedure, please sign the attached invitation form. This information sheet is for you
to keep.
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Appendix I
Information Sheet for Students

FACULTY OF EDUCATION

Impacts of curriculum on teaching and learning in Nepal
Information sheet for research participants (Students)
Hello. We are Bruce, David and Ganga.
We are doing a research to find out more about the impact of curriculum on teaching and learning.
We are asking you to be in our study because we want to know your opinions about school textbook
contents, teaching and learning activities conducted in class, your local knowledge and skills and
opportunities given to students in classroom engagement.
You can decide if you want to take part in the study or not. It’s up to you to decide. However, this
will not affect your relationship with anyone in any way.
This sheet tells you what we will ask you to do if you decide to take part in the study. Please read
carefully so that you can make up your mind about whether you want to take part.
If you decide you want to be in the study and then you change your mind later, that’s okay. All you
need to do is tell us that you don’t want to be in the study anymore.
If you have any questions, you can ask us or your family or someone else who looks after you. If
you want, you can call use any time on +61363243792.
What will happen if I say that I want to be in the study?









You will be asked to complete a survey form by ticking in the box that best explains
your perception about the statement given.
You will be interviewed for about ten minutes about the textbook contents and teaching
and learning.
Your class might be observed to see how you learn and reason.
You will be asked to attend a focus group discussion about your course content and
related issues.
All these activities will take place at your school.
These activities will be done without hampering your regular classes.
The time will be fixed after discussion with your school principal.

When we ask you questions, you can choose which ones you want to answer. If you don’t want to
talk about something, that’s okay. You can stop talking to us at any time if you don’t want to talk
to us anymore.
Audio Recording: If you say it’s okay, we will record what you say with the tape recorder.
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Focus group: When you talk with us and other people like you in a group, we won’t be able to take
out the things you say after you have said them. This is because you will be talking in a group and
our notes will have all the things that everyone else said as well.
Will anyone else know what I say in the study?
We won’t tell anyone else what you say to us but we cannot guarantee the same about the other
participants in the group. Then we might need to tell someone to keep you and other people safe.
All the information that we have about you from the study will be stored in a safe place and we will
look after it very carefully. We will write a report about the study and show it to other people but
we won’t say your name in the report and no one will know that you were in the study.
How long will the study take?
The survey will take 10 minutes.
The interview will take 10 minutes.
The focus group discussion will take about 45 minutes.
Are there any good things about being in the study?
You won’t get anything for being in the study, but you will be helping us do our research.
Are there any bad things about being in the study?
The study will take up some of your time, but we don’t think it will be bad for you or cost you
anything.
Will you tell me what you learnt in the study at the end?
Yes, we will if you want us to. Yes, when we finish the study we will tell you what we learnt,
through email.
What if I am not happy with the study or the people doing the study?
If you are not happy with how we are doing the study, you can talk to your Principal, your class
teacher or anyone who looks after you.
If you change your mind afterwards and do not want to include your data, you can contact us by
April 30, 2016. If you want to contact us use the contact details below.
Prof Bruce Waldrip
Tel: + 61363243429

Email: Bruce.Waldrip@utas.edu.au

Dr David Moltow
Tel: +61 3 6226 1946

Email: David.Moltow@utas.edu.au

Mr. Ganga Gurung
Tel: +61363243792

Email: Ganga.Gurung@utas.edu.au

This sheet is for you to keep.
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Appendix J
Information Sheet for Parents

FACULTY OF EDUCATION

Impacts of curriculum on teaching and learning in Nepal
Information sheet for research participants (Parents)
Hello. We are Bruce, David and Ganga.
We are doing a research to find out more about the impact of curriculum on teaching and learning.
We are asking you to be in our study because we want to know your opinions about school textbook
contents, teaching and learning activities conducted at school and your local knowledge and skills.
You can decide if you want to take part in the study or not. It’s up to you to decide. However, this
will not affect your relationship with anyone in any way.
This sheet tells you what we will ask you to do if you decide to take part in the study. Please read
carefully so that you can make up your mind about whether you want to take part.
If you decide you want to be in the study and then you change your mind later, that’s okay. All you
need to do is tell us that you don’t want to be in the study anymore.
If you have any questions, you can ask us or your family or someone else who you trust upon. If
you want, you can call use any time on +61363243792.
What will happen if I say that I want to be in the study?





You will be interviewed for about ten minutes about school curriculum, teaching and
learning activities and their relevance to the local knowledge and skills.
The interview will be conducted at your convenient time at your child’s school.
The interview will be audio recorded.

When we ask you questions, you can choose which ones you want to answer. If you don’t want to
talk about something, that’s okay. You can stop talking to us at any time if you don’t want to talk
to us anymore.
Will anyone else know what I say in the study?
We won’t tell anyone else what you say to us.. All the information that we have about you from the
study will be stored in a safe place and we will look after it very carefully. We will write a report
about the study and show it to other people but we won’t say your name in the report and no one
will know that you were in the study.
How long will the study take?
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The interview will take about 10 minutes.
Are there any good things about being in the study?
You won’t get anything for being in the study, but you will be helping us do our research.
Are there any bad things about being in the study?
The study will take up some of your time, but we don’t think it will be bad for you or cost you
anything.
Will you tell me what you learnt in the study at the end?
Yes, we will if you want us to. Yes, when we finish the study we will tell you what we learnt,
through email.
What if I am not happy with the study or the people doing the study?
If you are not happy with how we are doing the study, you can talk to the school principal, class
teacher of your child or anyone who you trust upon.
If you change your mind afterwards and do not want to include your data, you can contact us by
April 30, 2016. If you want to contact us use the contact details below.

Prof Bruce Waldrip
Tel: + 61363243429

Email: Bruce.Waldrip@utas.edu.au

Dr David Moltow
Tel: +61 3 6226 1946

Email: David.Moltow@utas.edu.au

Mr. Ganga Gurung
Tel: +61363243792

Email: Ganga.Gurung@utas.edu.au

This sheet is for you to keep.
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Appendix K
Consent Form for Teachers

FACULTY OF EDUCATION

(Consent Form for Teachers)
[Impacts of curriculum on teaching and learning in Nepal]

1. I agree to take part in the research study named above.
2. I have read and understood the Information Sheet for this study.
3. The nature and possible effects of the study have been explained to me.
4. I understand that the study involves answering a survey questionnaire, interview and
focus group discussion which will be audio recorded.
5. I also understand the study includes class observation with a focus to the student
generated representation as a learning tool.
6. I am aware that I have every right not to answer some questions.
7. I understand that surveys, copies of interview, focus group discussion transcripts and
audio files will be stored on the Launceston campus of the University of Tasmania in
locked cabinets in the Faculty of Education which will be accessible only to the
researchers. Names and other identifying information will be removed from these
documents. Computer files will be password protected and stored on a secure server in
the Faculty of Education, Launceston campus. After five years after publication of the
report of the project, all transcripts and field notes will be shredded, computer files
deleted and audio tapes destroyed.
8. Any questions that I have asked have been answered to my satisfaction.
9. I understand that the researcher(s) will maintain confidentiality and that any
information I supply to the researcher(s) will be used only for the purposes of the
research.
10. I understand that the results of the study will be published so that I cannot be identified
as a participant.
11. I understand that my participation is voluntary and that I may withdraw at any time
without any effect.
If I wish, I may request that any data I have supplied be withdrawn from the research
until April 30, 2016. After that, I understand that I will not be able to withdraw my
data.
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I agree to be involved in this study.

Yes

No

Participant’s name: _______________________________________________________
Participant’s signature: ____________________________________________________
Date: ________________________
Statement by Investigator
I have explained the project and the implications of participation in it to this volunteer and I
believe that the consent is informed and that he/she understands the implications of participation.
If the Investigator has not had an opportunity to talk to participants prior to them participating, the following
must be ticked.
The participant has received the Information Sheet where my details have been provided so
participants have had the opportunity to contact me prior to consenting to participate in this
project.
Investigator’s name: _______________________________________________________
Investigator’s signature: ____________________________________________________
Date: ________________________
Invitation form for an interview/focus group discussion/classroom observation
Please sign or tick where appropriate.
Thank you very much for inviting me to be interviewed / be the participant in the focus group
discussion. I read through the information sheet you provided and understood the nature of your
research. Hence,

I would like to be interviewed and be the participant in focus group discussion and
want you to contact me to arrange time for the interview and focus group discussion.
I would like to have my class observed and want you to contact me to arrange time for
it.

Name:
Sign:
Date:
Contact details (Office only):
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Appendix L
Consent Form for School Principals

FACULTY OF EDUCATION

(Consent Form for School Principals)
[Impacts of curriculum on teaching and learning in Nepal]

1. I agree to take part in the research study named above.
2. I have read and understood the Information Sheet for this study.
3. The nature and possible effects of the study have been explained to me.
4. I understand that the study involves an interview that will be audio recorded.
5. I am aware that I have every right not to answer some questions.
6. I understand that surveys, copies of interview, focus group discussion transcripts and
audio files will be stored on the Launceston campus of the University of Tasmania in
locked cabinets in the Faculty of Education which will be accessible only to the
researchers. Names and other identifying information will be removed from these
documents. Computer files will be password protected and stored on a secure server in
the Faculty of Education, Launceston campus. After five years after publication of the
report of the project, all transcripts and field notes will be shredded, computer files
deleted and audio tapes destroyed.
7. Any questions that I have asked have been answered to my satisfaction.
8. I understand that the researcher(s) will maintain confidentiality and that any
information I supply to the researcher(s) will be used only for the purposes of the
research.
9. I understand that the results of the study will be published so that I cannot be identified
as a participant.
10. I understand that my participation is voluntary and that I may withdraw at any time
without any effect.
If I wish, I may request that any data I have supplied be withdrawn from the research
until April 30, 2016. After that, I understand that I will not be able to withdraw my
data.
I agree to be involved in this study.

Yes

323

No

Participant’s name: _______________________________________________________
Participant’s signature: ____________________________________________________
Date: ________________________

Statement by Investigator

I have explained the project and the implications of participation in it to this volunteer and I
believe that the consent is informed and that he/she understands the implications of participation.
If the Investigator has not had an opportunity to talk to participants prior to them participating, the following
must be ticked.

The participant has received the Information Sheet where my details have been provided so
participants have had the opportunity to contact me prior to consenting to participate in this
project.
Investigator’s name: _______________________________________________________
Investigator’s signature: ____________________________________________________
Date: ________________________
Invitation form for an interview
Please sign or tick where appropriate.
Thank you very much for inviting me to be interviewed. I read through the information sheet you
provided and understood the nature of your research. Hence,

I would like to be interviewed and want that you contact me to arrange time for the
interview.

Name:
Sign:
Date:
Contact details (Office only):
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Appendix M
Consent Form for Curriculum Experts

FACULTY OF EDUCATION

(Consent Form for Curriculum Experts)
[Impacts of curriculum on teaching and learning in Nepal]

1. I agree to take part in the research study named above.
2. I have read and understood the Information Sheet for this study.
3. The nature and possible effects of the study have been explained to me.
4. I understand that the study involves an interview that will be audio recorded.
5. I am aware that I have every right not to answer some questions.
6. I understand that surveys, copies of interview, focus group discussion transcripts and
audio files will be stored on the Launceston campus of the University of Tasmania in
locked cabinets in the Faculty of Education which will be accessible only to the
researchers. Names and other identifying information will be removed from these
documents. Computer files will be password protected and stored on a secure server in
the Faculty of Education, Launceston campus. After five years after publication of the
report of the project, all transcripts and field notes will be shredded, computer files
deleted and audio tapes destroyed.
7. Any questions that I have asked have been answered to my satisfaction.
8. I understand that the researcher(s) will maintain confidentiality and that any
information I supply to the researcher(s) will be used only for the purposes of the
research.
9. I understand that the results of the study will be published so that I cannot be identified
as a participant.
10. I understand that my participation is voluntary and that I may withdraw at any time
without any effect.
If I wish, I may request that any data I have supplied be withdrawn from the research
until April 30, 2016. After that, I understand that I will not be able to withdraw my
data.
I agree to be involved in this study.

Yes

No

Participant’s name: _______________________________________________________
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Participant’s signature: ____________________________________________________
Date: ________________________
Statement by Investigator

I have explained the project and the implications of participation in it to this volunteer and I
believe that the consent is informed and that he/she understands the implications of participation.
If the Investigator has not had an opportunity to talk to participants prior to them participating, the following
must be ticked.

The participant has received the Information Sheet where my details have been provided so
participants have had the opportunity to contact me prior to consenting to participate in this
project.

Investigator’s name: _______________________________________________________
Investigator’s signature: ____________________________________________________
Date: ________________________

Invitation form for an interview
Please sign or tick where appropriate.
Thank you very much for inviting me to be interviewed. I read through the information sheet you
provided and understood the nature of your research. Hence,

I would like to be interviewed and want that you contact me to arrange time for the
interview.

Name:
Sign:
Date:
Contact details:
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Appendix N
Consent Form for Students

FACULTY OF EDUCATION

(Consent Form for Students)

[Impacts of curriculum on teaching and learning in Nepal]

1. I agree to take part in the research study named above.
2. I have read and understood the Information Sheet for this study.
3. The nature and possible effects of the study have been explained to me.
4. I understand that the study includes answering a survey questionnaire, interview and
focus group discussion which will be audio recorded.
5. I also understand that the study includes class observation with a focus to the student
generated representations.
6. I have been told that I have every right not to answer some questions.
7. I understand that surveys, copies of interview, focus group discussion transcripts and
audio files will be carefully stored in a safe place and will be available only to the
researchers. Names and other identifying information will be removed from these
documents.
8. Any questions that I have asked have been answered clearly.
9. I understand that the results of the study will be published but the researchers will not
say my name in the report and no one will know that I was the participant in the study.
10. I understand that I will not get anything for being in the study but I will be helping the
researchers do the research.
11. I understand that I may stop talking to the researchers if I do not want to talk or be in
the study anymore at any time without any effect.
If I wish, I may request that any data I have supplied be withdrawn from the research
until April 30, 2016. After that, I understand that I will not be able to withdraw my
data.
I agree to be involved in this study.

Yes

No

Participant’s name: _______________________________________________________
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Participant’s signature: ____________________________________________________
Date: ________________________
Statement by Investigator

I have explained the project and the implications of participation in it to this volunteer and I
believe that the consent is informed and that he/she understands the implications of participation.

If the Investigator has not had an opportunity to talk to participants prior to them participating, the following
must be ticked.

The participant has received the Information Sheet where my details have been provided so
participants have had the opportunity to contact me prior to consenting to participate in this
project.

Investigator’s name: _______________________________________________________
Investigator’s signature: ____________________________________________________
Date: ________________________

Invitation form for an interview/focus group discussion
Please sign or tick where appropriate.
Thank you so much for the invitation. I agree to talk to you and agree to be the participant in the
focus group discussion. The nature and possible effects of the study have been explained to me and
I have read the information sheet well. Thus,

I am ready for the interview to be taken and be the participant in focus group discussion.
I want that you contact me to arrange time for the interview and focus group discussion.
Name:
Sign:
Date:
Contact details (Office only):
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Appendix O
Consent Form for Parents
FACULTY OF EDUCATION

(Consent Form for Parents)
[Impacts of curriculum on teaching and learning in Nepal]

1. I agree to take part in the research study named above.
2. I have read and understood the Information Sheet for this study.
3. The nature and possible effects of the study have been explained to me.
4. I understand that the study includes an interview that will be audio recorded.
5. I have been told that I have every right not to answer some questions.
6. I understand that surveys, copies of interview, focus group discussion transcripts and
audio files will be carefully stored in a safe place and will be available only to the
researchers. Names and other identifying information will be removed from these
documents.
7. Any questions that I have asked have been answered clearly.
8. I understand that the results of the study will be published but the researchers will not
say my name in the report and no one will know that I was the participant in the study.
9. I understand that I will not get anything for being in the study but I will be helping the
researchers do the research.
10. I understand that I may stop talking to the researchers if I do not want to talk or be in
the study anymore at any time without any effect.
If I wish, I may request that any data I have supplied be withdrawn from the research
until April 30, 2016. After that, I understand that I will not be able to withdraw my
data.
I agree to be involved in this study.

Yes

No

Participant’s name: _______________________________________________________
Participant’s signature: ____________________________________________________
Date: ________________________
Statement by Investigator
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I have explained the project and the implications of participation in it to this volunteer and I
believe that the consent is informed and that he/she understands the implications of participation.

If the Investigator has not had an opportunity to talk to participants prior to them participating, the following
must be ticked.

The participant has received the Information Sheet where my details have been provided so
participants have had the opportunity to contact me prior to consenting to participate in this
project.

Investigator’s name: _______________________________________________________

Investigator’s signature: ____________________________________________________

Date: ________________________

Invitation form for an interview
Please sign or tick where appropriate.

Thank you so much for the invitation. I agree to talk to you and agree to be the participant in the
focus group discussion. The nature and possible effects of the study have been explained to me and
I have read the information sheet well. Thus,

I am ready for the interview to be taken and I want that you contact me to arrange time
for this.
Name:
Sign:
Date:
Contact details:
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Appendix P
Word Cloud of the Study

The word cloud of the study was generated by using an application, Pro Word Count,
which displays the words on the basis of their recurrence. The size of the words
reflects its frequency of occurrence.
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