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Abstract 

Civics and citizenship education has increasingly been identified in a range of global studies 

as an important component in educating young people for democratic citizenship. This 

qualitative thesis focuses upon analysing the nature and role of civics and citizenship 

education at the basic education level in Nepal that seeks to promote 9-13-year-old students’ 

democratic citizenship. More specifically, the thesis explores the articulation and enactment 

of themes related to national identity and democracy, cultural diversity and global education. 

Bowe et al.’s (1992) policy cycle approach (with modifications by Ledger et al., 

2015) provided a conceptual framework for the study. The policy cycle approach consists of 

three contexts: the context of influence, the context of text production and the context of 

practice. In this study, the policy cycle was analysed at the macro-, meso- and micro-levels of 

the civics and citizenship curriculum policy process. The macro-level incorporates national 

policy framing contexts, the meso-level concerns intermediary contexts (for example 

textbooks) and the micro-level refers to enactments of practice in schools by teachers. The 

three auxiliary research questions were developed around these contexts and levels of the 

policy cycle. 

The research employed a social constructivist paradigm since it aimed to analyse 

notions of national identity and democracy, cultural diversity and global education that were 

embodied in the three units of analysis: curriculum policy documents, social studies 

textbooks and teachers’ perspectives. Thematic analysis of the social studies curriculum 

policy documents was undertaken to understand policy objectives and recommendations 

related to civics and citizenship education at the context of influence. Similarly, qualitative 

content analysis of the social studies textbooks was conducted to understand how the key 

themes are communicated through the content (language and imagery) at the context of 
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policy text production and how policy is translated into practice by curriculum intermediaries 

and textbook treatment of key citizenship education themes. A visual analysis method was 

applied to understand how civics and citizenship education themes are communicated 

through the images of the selected textbooks. Lastly, a thematic analysis of the interview data 

was undertaken to explore perceptions of participant Nepalese teachers regarding the 

implementation of the Nepalese social studies basic education level curriculum and 

textbooks.  

The key findings of this study have not found relationships between the various 

contexts of influence in Nepal to have been quite as dynamic as in some other studies that 

have applied the policy cycle model. The emphasis of educational policies has been primarily 

to socialise and nurture responsible citizens who are law-abiding, subscribe to Nepalese 

social and moral values and demonstrate national pride. There is significantly less emphasis 

upon active citizenship, community involvement and more experiential forms of citizenship 

education. Textbooks and teaching processes mostly emphasise the acquisition of knowledge 

instead of the integration of knowledge, skills and participation. The study demonstrates that 

contested notions of national identity (for example, around the respective status of the Nepali 

language and indigenous languages) have played a significant role in shaping the discourse of 

civics and citizenship education in Nepal. The textbooks depict relatively idealised and 

theoretical models of Nepalese politics and society. Teachers as implementers of curriculum 

and textbooks are central at the context of practice. However, they can be constrained by 

issues such as their beliefs, expertise, preferred teaching methodologies, interpretation of the 

curriculum and textbooks and diverse and challenging cohorts of students all of which can 

serve as obstacles in the effective enactment of civics and citizenship curriculum policy. 
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Nepal is in a tentative, formative and emerging phase in its political development. 

Hence approaches to civics and citizenship education as outlined in the policies, curricula and 

textbooks are understandably cautious, safe and grasping for consensus, stability and unity. 

The study contributes evidence to formulate a more progressive, critical and active set of 

curriculum and pedagogical expectations at a delicate point in Nepal’s current political 

transformation. The study recommends that forthcoming planned curriculum reform in Nepal 

does more to explicitly acknowledge cultural diversity, socio-economic adversity and 

political reform endeavours and contestation. It might also involve community stakeholders 

more explicitly and seek to address global education issues within local contexts. In this way, 

more active and inclusive approaches to civics and citizenship education might address 

specific issues related to the Nepalese social studies curriculum and consequential teaching 

and learning. 
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Chapter 1 Introduction 

The civics and citizenship curriculum in Nepal envisions promoting education for 

democratic citizenship and contributing to the development of active and value-oriented 

citizens. Drawing from a base within the social studies curriculum, it expects students to distil 

civic learning from historical and geographical content knowledge, identify and challenge 

social problems and evils, recognise the rights and duties of good citizens and respect the 

country’s socio-economic, cultural and religious diversity (Curriculum Development Centre 

[CDC], 2010). This qualitative research project aimed to analyse the nature and role of civics 

and citizenship education in Nepal in developing 9-13-year-old students’ democratic values, 

skills and attitudes. The thesis also represents an exploration of what is meant by the notion 

of “Good Citizens” in Nepal as articulated in the country’s National Curriculum Framework 

(NCF) for School Education in Nepal 2007 and an unpacking of various contexts of policy, 

text production and practice influences relating to civics and citizenship education in Nepal. 

Specifically, the study analyses the relevant macro-level policies and policy drivers 

contributing to the development of the civics and citizenship curriculum through textual 

analysis of relevant historical and contemporary government policies. It also determines how 

the relevant policies and policy drivers’ objectives and aspirations play out at a meso level in 

the development and content of the curriculum, textbooks and other resources. It explores the 

approaches to civics and citizenship rights and responsibilities in Nepal in the basic education 

(formerly primary and lower secondary) years of formal education. Finally, perceptions and 

perspectives of teachers with respect to the implementation of the curriculum and deployment 

of textbook content at the school level enable a qualitative unpacking of specific aspects of 

civics and citizenship education at the micro-level of classroom practice. 
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This introductory chapter provides an outline of the study and consists of the 

following subheadings: 

1.1 Research context 

1.2 An overview of the research questions and methodology 

1.3 Thesis structure 

1.4 Significance of the study 

1.5 Chapter summary 

1.1 Research Context 

Democracies throughout the world are facing numerous challenges in sustaining their 

authority, stability and legitimacy. Despite possessing a strong historical foundation of 

having democratic institutions, democracies in South Asia have often failed to fulfil their 

people’s aspirations and have accordingly suffered adversely in their efforts to promote 

democracy (Mazhar & Goraya, 2015; Print & Lange, 2013). Nepal is no exception to these 

global and regional trends. Following a decade-long civil war, the ending of a benevolent 

monarchical regime and the ushering in of more democratic political structures in 2008, 

opportunities to extend democratic governance in Nepal were created. Despite these efforts, 

the sluggish economic development, political paralysis, policy stagnation (including in 

education), two major earthquakes and continuing underlying challenges have placed the 

country behind global and regional standards (Wagle, 2015). There are thus challenges in 

educating for democracy and its associated virtues when the lived reality of democratic 

experience in Nepal may be less than optimal. 
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Internationally, civics and citizenship education has increasingly been identified as an 

important component of young people’s education to prepare them for future civic 

participation and there is a general global consensus on the desirability and benefits of 

educating young people for democratic citizenship (Black, 2007; Kennedy, 2019; Peterson et 

al., 2018; Torney-Purta et al., 2001). This includes educating for youth engagement and 

political participation (Carr et al., 2018; Davies et al., 2019). It was John Dewey’s view that 

democracy is not only a form of government (which requires educated voters) but also a 

mode of living together (which requires citizens prepared to solve differences in mutual 

deliberation in a respectful way and to engage responsibly for the common good) (Dewey, 

1997). Informed and effective citizenship in an emerging democracy like Nepal must be 

nurtured.  

There are differences between east and west in conceptualising the theoretical 

foundations of civics and citizenship education. European conceptions of citizenship 

education are quite distinct, referring to specific categories relating it to rights, participation 

and engagement, while Asian societies and nations more commonly see citizenship in terms 

of civic virtues, duty or obligations (Wong et al., 2017). Unlike citizenship in Asian contexts, 

which has a tendency to focus on morality over politics and places emphasis on social 

harmony, Western societies emphasise rights and responsibilities and have strong state – 

individual relationships (Cogan et al., 2002; Lee, 2012). Similarly, Cummings et al. (1988) 

argued that “compared with Asia, Western societies tend to place predominant stress on civic 

values, though in the case of most European societies these are supplemented with religious 

and moral values” (p. 7). Citizenship also refers to everyday activities and issues in 

communities and societies that are significant in representing national and global phenomena 

(Davies & Issitt, 2005). This notion of visible citizenship in relation to lived experiences and 

responsiveness to visible social and political issues is vital to children’s and teenagers’ 
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citizenship, including in Nepal – they do not have formal voting rights, but their activities, 

dispositions and attitudes are fundamental in shaping their approaches to civic engagement as 

adults (Hess & Torney, 2005). 

Increased global interest around the nature and implementation of civics and 

citizenship education has been linked to a wide range of factors including a polarisation in 

many nations’ internal politics and societies; expanding support for populist and/or 

authoritarian leaders; global injustice and inequality; the threat of international terrorism; 

diminishing faith in government and politics; a diminution in some nations of freedom of the 

press; resistance to liberal democratic values; the rise of xenophobia that perceives foreigners 

and a constructed elite as enemies; and a resurgence of unhealthily jingoistic nationalism 

(Kennedy, 2019; Osler & Starkey, 2006; Riddle & Apple, 2019; Schulz et al., 2008; United 

Nations, 2016; Westheimer, 2019). These democratic challenges can drive people to detach 

themselves from the broader civil society to form a subgroup identity (Westheimer, 2019) 

which Banks (2017) delineates as “failed citizenship”. 

More than three decades of economic globalisation has weakened state sovereignty in 

some developing country contexts. These elements can contribute to a widening of the gap 

between people and their governments. Nepal has been suffering from political instability, 

proliferating corruption, continuing social injustice and poor governance since the late 

twentieth-century (Kernot, 2006; Martinelli, 2016; Wagle, 2015). These circumstances have 

confirmed both that the welfare and stability of democracies depends upon the qualities, 

values and attitudes of its citizens in supporting and sustaining democratic processes and that 

civics and citizenship education is central in developing positive and participatory intentions 

among younger people (Kennedy, 2019; Schwille & Amadeo, 1999; Torney-Purta et al., 

2001). Kennedy (2019) argued for it having a “central educational and political focus in order 

to confront and reconcile hegemonic forms of dominance, privilege, neoliberalism, and 
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inequitable power relations” (p. 251). Similarly, Riddle and Apple (2019) have placed high 

expectations on formal education institutions concerning their role in promoting civic virtues 

and have argued that “schools and universities have become important in the struggle against 

hegemonic political and social discourses” (p. 2). A major purpose of civics and citizenship 

education in the present context is to impart the understanding, skills, ideas, values and 

knowledge of democracy, equality and civic participation to young people that are required 

for effective democratic citizenship (Arthur et al., 2008; Black, 2017; Kennedy, 2019; 

Torney-Purta et al., 2001; Tyson & Park, 2008). Especially in the last twenty years, civics 

and citizenship education has been an integral and compulsory part of the school curricula in 

many countries (Eurydice, 2005; Fischman & Haas, 2014; Nelson & Kerr, 2006) and Nepal 

has also embraced this global trend. There is not an assumption in this study, however, that 

Western notions of citizenship education can be simply transplanted into the South Asian 

context. There needs to be a sensitivity to what is possible given the distinctive history, 

culture, religion, politics, geopolitical context and economics of Nepal and the particular 

characteristics of education in a developing country. 

It is difficult not to view civics and citizenship education through lenses defined by 

Western democratic principles, but this study has sought to remain sensitive to the diverse 

political, social and cultural milieu of Nepal and its distinctive history, religious make up, 

geopolitical context and economics. Moreover, there is an argument that the kinds of 

educational values and principles that are linked to citizenship education drawing upon 

human rights education and social justice principles (Osler & Starkey 2006; Peterson et al., 

2018) should not be viewed as Western but as universal. Despite the different starting points 

in Western and Asian citizenship discourses, Lee (2012) has observed that all forms of civics 

and citizenship education have built into them a similar intent of political socialisation. While 
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civics and citizenship education should ideally add up to more than state-sponsored 

socialisation, it carries with it this connotation. 

Nepal is a small landlocked country with an area of 147,181 square kilometres and is 

sandwiched between India and China (Central Bureau of Statistics [CBS], 2014). The country 

is divided into three ecological regions – the mountain region comprised of 35% of land 

situated between 4,877 to 8,848 metres, the hilly region consisting of 42% of the land 

between 610 to 4,876 meters and the Terai or plain areas, situated below an altitude of 610 

meters, occupying 23% of the total land of Nepal (CBS, 2014). With per capita income of 

Figure 1.1  

Map of Nepal 

 

Note. Adapted from Map of Nepal by the Department of Survey, 2020. 

(http://dos.gov.np/assets/uploads/files/surveydownloadcontent/Nepal_1M_N_LD_English_R

evised1.jpg). Copyright 2020 by Department of Survey, Government of Nepal. 
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US$1,074, Nepal is one of the poorest countries in the world (Ezemenari & Joshi, 2019) and 

the majority of the population is still dependent on the agricultural sector for their livelihood 

which is largely underdeveloped and traditional (Ministry of Education [MoE], 2016). The 

migration of a significant proportion of the Nepalese labour force to Asian and middle eastern 

countries for unskilled work has been a growing trend and the remittances transferred home 

from overseas work have been a major source of income for the government. The external 

earnings have been supportive in reducing poverty, investment promotion and increased 

investment in the education sector (Asian Development Bank [ADB], 2015; Ezemenari & 

Joshi, 2019). The majority of people (more than 75%) live in rural areas and the overall 

literacy rate is 65.9% (CBS, 2016). The life expectancy of people in Nepal is 68 years 

(United National Development Programme [UNDP], 2013). Nepal achieved significant 

economic growth in 2019 reaching 7.1% and witnessed higher remittance inflows and growth 

in tourist arrivals along with government activities and reinforced public investment 

(Ezemenari & Joshi, 2019). However, Nepal is still facing challenges to reduce its poverty 

levels, with around 25% of the population living in poverty, as defined and measured by the 

Nepal Living Standards Survey (NLSS) – an individual having income below a benchmark of 

US$160 (CBS, 2014). Since social justice issues, fairness and reflection upon social change 

are seen as integral elements of civics and citizenship education, this economic, demographic 

and employment profile context is crucial in terms of understanding learning about society in 

Nepalese classrooms. 

Nepal is rich in topographical, climatic, religious and population diversity. There are 

125 ethnic groups and 123 different languages spoken in the country (CBS, 2014). The 

challenges of effecting educational change in Nepal are magnified by its complex 

topographic, demographic and socio-economic context. The socio-cultural differences are 

also linked to the various levels of social exclusion and educational accomplishment by 
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different ethnic groups. In Nepal, males belonging to high caste groups and adhering to the 

Hindu religion have always dominated positions of state, fuelling debates around social 

exclusion (Marit & Aasland, 2015). A large section of minority ethnic individuals have been 

socially, economically, politically and educationally marginalised for generations (Bennett et 

al., 2008), and the caste system is still practised in Nepal, which is responsible for 

psychological and physical barriers faced by Dalits, Nepal’s so-called lower caste and 

restricting some ethnic and indigenous people’s access to education (Research Centre for 

Educational Innovation and Development [CERID], 2005; DFID, 2006). In the Nepali 

hierarchical social system, elites belonging to high-caste groups (Brahmin, Chhetri and 

Newars) of the hilly region have been accumulating power and privilege and as a result 

groups such as Dalits, Muslims, Madhesis (people from the plains region) and women have 

often been excluded from the mainstream of development (Marit & Aasland, 2015; Novelli & 

Smith, 2011). The central issue of social inclusion has been to bring ethnic minorities and 

excluded caste groups into the mainstream of governance (Mazhar & Goraya, 2015). 

Furthermore, the existing gender disparities within these excluded groups has serious 

implications for the accessing of educational provision and services (Department of 

Education [DoE], 2014). In relation to both access to education and educational attainment, 

the results for girls and students belonging to indigenous and disadvantaged groups are below 

the national average (Bennett et al., 2008; Parajuli & Das, 2013). Since citizenship education 

is centrally interested in issues of identity and diversity and the promotion of open-minded 

consideration of multiple perspectives and multi-dimensional identities (Banks, 2007, 2017), 

Nepal’s geographic, social and cultural diversity is relevant to the content and teaching of 

social studies programs. 

The country has witnessed a substantial change in its political, economic and social 

structures in recent times. Nepal is undergoing a transition from conflict to peace and from a 
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feudalistic, monarchical country to a democratic and inclusive state. As one component of 

this transition, it has a profound opportunity to restructure the educational system from the 

central to the local levels (Daly et al., 2020). The preamble of the Constitution of Nepal 

clearly stresses the need for protecting and promoting social and cultural solidarity, tolerance 

and harmony and unity in diversity, which are also amongst the national goals of education 

(Government of Nepal [GoN], 2015). Banks (2006) argued that such diversity in 

multicultural countries provides them with multiple opportunities “to incorporate diverse 

perspectives, issues and characteristics into the nation and the schools in order to strengthen 

both” (p. 5). Conversely, an absence of diversity can result in cultural repression and even a 

splitting of nation-states. Thus, the coexistence of – and a good balance between – unity and 

diversity in a democratic and multicultural country like Nepal is crucial to maintain a set of 

shared values and ideals (Banks, 2006, 2008). The Nepalese Constitution further indicates an 

explicit commitment of the state to comply with democratic norms and values, civil liberties 

and fundamental and human rights. Specifically, Article 31 of the Constitution guarantees 

citizens education as a fundamental right and elaborates this promise as the right to receive 

compulsory and free education up to the secondary level (GoN, 2015). Furthermore, the 

Constitution and the federal structure of governance have mandated the local government to 

operate and manage basic and secondary education in the future (Daly et al., 2020; Karki & 

Bhatta, 2018). This paradigm shift in educational system management is expected to throw 

up significant challenges and major administrative and political restructuring. 

Between 1996 and 2006, Maoists in Nepal launched a “People’s War” to address 

inequalities that they saw existing in geographical, political, social, ethnic and economic 

spheres of life and to create a constitutional assembly to draft a new Constitution (Standing & 

Parker, 2011; Valente, 2013). The assassination of then King Birendra with other family 

members in June 2001 and the dismissal of the elected prime minister to assume direct power 
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by King Gyanendra in 2005 intensified the violence, which prompted political parties and the 

Maoists to work jointly to restore representative democracy (Harrowell & Özerdem, 2018). 

As a result, a comprehensive peace agreement was signed in 2006 between the government of 

Nepal and the Communist Party of Nepal—Maoist (CPN-M) and the monarchy was 

overthrown (Paudel, 2016). The first constitutional assembly election took place in April 

2008 which paved the way for the Maoist party to lead a coalition government as the largest 

party. 

Nepal was officially declared a federal democratic republic through the promulgation 

of the Constitution by the second Constitution assembly in 2015 (Daly et al., 2020). The first 

assembly was quickly dissolved since it failed to agree upon a new Constitution within the 

stipulated time and the election to form the second Constitution assembly took place in 2013 

(Mazhar & Goraya, 2015; Paudel, 2016). This Constitution declared the right to primary 

education in one’s mother tongue as a fundamental right (GoN, 2015). In 2017, elections 

were conducted across three levels of government – local, provincial and parliamentary; in 

the case of the local elections they were the first opportunity to vote in almost two decades 

(Dhungana, 2018). The two communist parties of Nepal, CPN (UML) and CPN (Maoists) 

who worked together in the elections, won a comfortable majority and formed a national 

government (Hutt, 2020). It became a remarkable year for female political representation. At 

the local level, elected women comprised more than 40% of total elected representatives and 

socially marginalised groups were also elected proportionally (UNDP, 2017; Upreti, 2020). 

The establishment of local government bodies has been considered as a suitable mechanism 

to enhance coordination of educational affairs at the local level and advance to meet the 

Sustainable Development Goals (SDGs) including SDG 4: quality education (United Nations, 

2015). 
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Paralleling the general trend in developing nations, policymakers in Nepal consider 

education as an important means to overcome adversity and empower children to become 

informed, responsible and active citizens (CDC, 2007). Globally, a strong emphasis has been 

placed on the development of active citizenship to sustain democracy. Active citizenship has 

been defined as “the participation in civil society, community and/or political life, 

characterised by mutual respect and nonviolence and in accordance with human rights and 

democracy” (Hoskins, 2006, p. 6). It comprises civic and political engagement, participation 

in civic affairs and community life and political participation and places a strong emphasis on 

developing skills and behaviour through such participation in several contexts (Hoskins, 

2006; Nelson & Kerr, 2006). Active citizenship in the context of Nepal is defined as the 

participation in personal, social and national level civic life characterised by social justice, 

democracy, human rights, coexistence, tolerance and equity (CDC, 2007). As we will 

discover, it is a concept that is still struggling to secure purchase in the Nepalese context. 

The education sector in Nepal is prioritised as an important ministry of the 

government and receives the largest share of the annual budget. There has been an increasing 

amount of public investment in the sector in recent years (MoE, 2016). Similarly, there has 

been strong international interest in the education sector of Nepal related to its political 

transformations from autocracy to a democracy with a constitutional monarchy and more 

recently to the Federal Democratic Republic. For example, the Asia Development Bank 

[ADB], the World Bank, Denmark, Finland, Norway, the European Union (EU), the Japan 

International Co-operation Agency (JICA) and United Nations International Children’s 

Emergency Fund (UNICEF) (see Chapter 3, pp. 84-86) for further commentary upon the 

involvement of these external organisations) have all supported the education sector in Nepal 

(Bhattarai, 2016; MoE, 2016) through various projects and initiatives. 
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In contemporary Nepal, the education sector has been entrusted with responsibilities 

for promoting national identity, national pride and development of the country. For example, 

school assemblies, the curriculum, textbooks and examinations are devoted to promoting 

views of national identity and national progress on the basis of recognising and incorporating 

the values of social diversity with religious tolerance, constitutional processes and popular 

support for a process of national modernisation (Caddell, 2002; CDC, 2007; MoE, 2016). The 

educational policy documents (reviewed in Chapter 5) emphasise the importance of 

participating in the development of the country and the promotion of change at an individual 

and national level. These discussions link Nepalese initiatives “to global reform agendas and 

the work of international development agencies with, for example, lessons focused on the 

work of the United Nations and the need for population control in the interests of alleviating 

poverty and protecting the environment” (Caddell, 2002, p. 1).  

Social studies is the main source of civics and citizenship education in Nepal. Civics 

and citizenship education and values education, which are intended to be central outcomes 

from social studies programs are similar in many ways. Effective citizenship education 

requires students to appreciate central ideas of citizenship including freedom, responsibility, 

justice, tolerance and necessity (Misco, 2005). The National Curriculum Framework [NCF] 

2007, the Nepalese social studies school curriculum and social studies textbooks explicitly 

underlined the promotion of a democratic system and culture along with the development of 

civics and citizenship knowledge and skills among Nepalese citizens, even as the country was 

only just emerging from a divisive civil war. 

Despite a rhetorical commitment to education as a central plank of national renewal, 

the evidence of student academic attainment in social studies in Nepal is not strong. In a 

recent national assessment of 15-16-year-old (Grade 10) students as part of the 2017 

Secondary Education Examination (SEE), only 2.65% candidates obtained a 3.65-4 Grade 
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Point Average [GPA] while 59.64% of students obtained a 0.00-2.05 GPA. Likewise, around 

24% of students could not secure the required marks in social studies to make them eligible 

for Grades 11 and 12 (MyRepublica, 2017; The Kathmandu Post, 2017). These results 

indicate a gap between an intended and enacted curriculum (Valverde, 2004) as well as a 

mismatch between learning objectives and outcomes in social studies education. 

Through applying a policy cycle approach (Bowe et al., 1992) and concentrating on 

themes of national identity and democracy, cultural diversity and global education, this study 

examines the role of civics and citizenship education related to the social studies education of 

Grades 5-7 within the Nepalese formal public education system. The IEA Civic Education 

Study (1999) also concentrated on themes of democracy/citizenship, national 

identity/international relations and social cohesion/diversity and its findings influenced policy 

and educational-practice in civics and citizenship education throughout the world (Schultz et 

al., 2008; Torney-Purta et al., 1999). Thus, it is important to analyse the civics and citizenship 

curriculum to understand how it promotes democratic understanding and attributes among 

young students. Furthermore, no formal study has previously been conducted in Nepal 

focusing on social studies and civics and citizenship in terms of understanding their role in 

promoting democratic attributes among young people. 

1.2 An Overview of Research Questions and Methodology 

This study utilises a policy cycle approach, an approach to policy analysis developed 

by Bowe et al. (1992), as a conceptual framework (with some modifications by Ledger et al., 

2015) since it provided a suitable structure to explore curriculum policy at macro, meso and 

micro levels and the non-linear relationships between them. Specifically, the framework 

assisted the investigation of policy contexts, ranging from the national educational curriculum 

policy through the production of social studies textbooks to teachers’ perceptions with respect 

to policy and practice. Furthermore, the research problem and the review of relevant literature 
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suggested applying the policy cycle approach as the framework for analysis. This approach 

consists of three contexts: the context of influence, the context of text production and the 

context of practice. In the context of influence, main notions of policies are developed, and 

interest groups struggle to construct policy discourses. Texts represent policies in the context 

of policy text production while policies are subjected to interpretation and recreation within 

the context of practice (Vidovich & Series, 2002). This study was guided by a central 

research question and three auxiliary research questions. The principal research question to 

guide the research was: How does civics and citizenship education in the Nepalese formal 

education system promote education for democratic citizenship? Three auxiliary research 

questions aligned with the three contexts of the policy cycle approach were derived from this 

principal research question to structure and generate the required data. The auxiliary research 

questions were: 

1. What have been the main policy drivers and national political, cultural and social 

factors at the macro context of influence contributing to curriculum reform in the 

context of civics and citizenship education in Nepal? 

2. How are the themes of national identity and democracy, cultural diversity and 

global education communicated through the content of textbooks at the meso 

context of influence? 

3. What are the perceptions of social studies teachers with respect to the teaching 

and learning of national identity and democracy, cultural diversity and global 

education themes at the micro context of practice? 

This study adopted a multiple-embedded case study research design to answer the 

research questions. The first and third research questions were addressed through deductive 
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thematic analysis (Braun & Clarke, 2006) of curriculum policy documents and teachers’ 

interview data while the second research question was addressed through qualitative content 

analysis (Schreier, 2012) and visual analysis (Kress & Van Leeuwen, 1996) of social studies 

textbooks. 

1.3 Thesis Structure  

This thesis is organised into eight chapters. The first chapter serves as the introductory 

chapter which provides an overview of the study providing a research context, a brief 

overview of the methodology and a rationale for the study. 

Chapter 2 presents the literature relevant to the context of educational development in 

Nepal. 

Chapter 3 presents the findings of a review of relevant scholarly and professional 

literature conducted to understand the context of civics and citizenship education in Nepal 

and discusses the analytical framework for the research. 

Chapter 4 presents the research design, methodology, conceptual framework and 

methods utilised in the study. This chapter also reports on data collection and analysis 

methods and ethical considerations related to the study. 

Chapter 5 discusses the findings of the qualitative content analysis of curriculum 

policy documents. The findings of the study are arranged according to the three themes of the 

study: national identity and democracy, cultural diversity and global education. The 

discussion is focused on auxiliary research question one to draw possible conclusions. 

Chapter 6 discusses the findings from a visual analysis of the social studies textbooks 

in relation to a selection of their visual images.  
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Chapter 7 shares the findings of the qualitative content analysis of the text of social 

studies textbooks. 

Chapter 8 presents findings from a thematic analysis of interview data conducted with 

teachers around their perceptions and practices concerning the study themes. 

The conclusion summarises findings from the analysis of curriculum policy 

documents, textbooks and interview data. This chapter also presents the limitations and 

implications of the findings of this study along with recommendations for different 

stakeholders and further research. 

1.4 Significance of the Study 

In Nepal, education has been envisioned as an important means to overcome 

economic and social challenges that are magnified by political instability and immaturity and 

corruption at federal, regional and local levels of governance (Wagle, 2015), and to achieve 

national unity and empower children to become active and value-oriented citizens (CDC, 

2007). Eight out of eleven national educational objectives are directly related to the teaching 

and learning of civics and citizenship education (the first eight in Table 1.1) and there is a 

growing recognition of the necessity of the importance of educating young people on civics 

and citizenship education in a geographically and culturally diverse nation. 
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Table 1.1  

National Educational Objectives 

 Objectives 

1 Help prepare citizens of good conduct and morals for healthy social and collective 

lifestyle by promoting supreme human values inherent in each individual, 

national culture and dignity, social values, beliefs and experience. 

2 Consolidate social cohesion through socialising individuals. 

3 Develop and prepare human resources to build the nation by assisting in the 

modernisation of society. 

4 Be open to social equality and justice and develop conduct accordingly to help 

create an inclusive society. 

5 Foster feelings of peace, friendship, goodwill, tolerance and fraternity in local, 

national and international contexts and adapt one’s conduct accordingly; and 

prepare citizens capable to resolve any kind of conflict. 

6 Help prepare citizens committed to conserve and promote Nepali art, aesthetic 

values, ideals and other specialities. 

7 Prepare citizens respectful to nation, nationality, democracy, judicious, creative, 

self-confident, respecting others and feeling proud of being Nepali. 

8 Help foster inherent talents and the possibility of personality development of each 

individual. 

9 Help conserve and exploit the natural environment and national resources/heritage. 

10 Prepare globally competent human resources knowledgeable about modern 

information technology and how to use it. 

11 Help prepare productive and skilled citizens competent to undertake local and 

national level jobs and capable of the international job market if required. 

Note. Adapted from National curriculum framework for school education in Nepal (pp. 31-

32), by Curriculum Development Centre, 2007, Author. Copyright 2007 by Curriculum 

Development Centre. 

These objectives remain as the over-arching aims of Nepalese education in 2020. 

There is a strong emphasis upon values – which are notoriously difficult to translate into 
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curriculum content and learning outcomes. The objectives raise plenty of questions which 

will be addressed through this thesis. What are the expectations of “good conduct and 

morals?” To what extent do the “socialising” aspirations rule out opportunities for debate and 

critical thinking? How equal and inclusive is contemporary Nepali society? How are the 

patriotic intentions of education realised? What are the pedagogical implications of nurturing 

“respectful” and “productive” citizens?  

This research is distinctive in exploring the Nepalese civics and citizenship school 

curriculum along with the associated textbooks. A systematic analysis of the relevant 

educational policies, social studies curriculum and textbooks and perspectives of teachers 

with respect to national identity and democracy, cultural diversity and global education may 

contribute to debates around shaping an effective and culturally responsive civics and 

citizenship curriculum in a multicultural, multilingual and multiethnic country like Nepal. 

Civics and citizenship education supports a greater understanding of democratic and political 

structures and the context and challenges of social, political and economic development in an 

emerging post-civil war context, and a nation thrown into additional internal turmoil by the 

catastrophic effects of April 2015 earthquake damage which killed 9,000 people, injured 

thousands and destroyed or damaged over 700,000 properties (Harrowell & Özerdem, 2018). 

1.5 Chapter Summary  

This chapter has provided a research context and a brief overview of the thesis. This 

chapter 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 scholarly investigation.  
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The next chapter presents the context of educational development in Nepal in which 

civics and citizenship education is situated.  
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Chapter 2 Education in Nepal: Key 

context 

This chapter explores the context of educational development in Nepal and thus the 

context in which civics and citizenship education is situated. Four categories of connected 

literature are analysed. The first section relates to the history of educational development in 

Nepal. The second section reflects upon germane literature which discusses and reviews the 

Nepalese education system. The third section explains the role of politics in the education 

sector. The fourth section reviews literature relating to the role, development and quality-

assurance of textbooks in Nepal and associated ideological and procedural challenges. 

2.1 Historical Background of Educational Development in Nepal 

It is important to understand the historical development of Nepal’s education system 

because arguably there has been a greater degree of continuity than change in policies and 

practices. To understand contemporary social studies and civics and citizenship education in 

Nepal, it is important to appreciate the main education imperatives and curriculum drivers of 

the past seventy or so years. 

Modern education in Nepal began comparatively recently with the establishment by 

the monarchical regime of a limited degree of democracy in 1951. Formal education before 

1951 was virtually non-existent although informal education was provided in religious 

institutions such as Mathas, Gumbas, Vihars and temples (DoE, 2014; MoE, 2016). The dawn 

of (limited) democracy in 1951 threw light upon the necessity for education throughout the 

country. Recognising education as a keystone of democracy, the government established an 

Education Board in 1952, which suggested the need for a uniform system of education 
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throughout the nation, sufficiently trained teachers and Nepal to have its own university 

(MoE, 1956). In 1955, the commission completed a survey of existing educational trends and 

developed a master plan for education in Nepal. The report, Education in Nepal, developed 

by the commission received broad acceptance and provided a basis for the educational 

developments of the following two decades. During the 1950s, there was a strong belief 

among citizens that education was necessary for the pursuance of a democratic way of life, to 

which the country was dedicated, and that education was a necessary precursor to the 

economic and social development of the country. The numbers of educational institutions 

started increasing significantly thereafter. By 1954, 1,200 primary schools, 83 high schools 

and 14 new colleges were established largely through local efforts. Those educational 

institutions were established with minimal financial resources and professional supervision 

(MoE, 1956; Wood, 1959). 

The formation of the National Education Planning Commission in 1953 was an 

important milestone in the development of the Nepalese educational sector. Later, the 

National Education Committee 1961 recommended making primary education mandatory. A 

1962 Report by UNESCO recommended improving the access of remote regions to primary 

education. The Higher-Level National Education Commission 1998 foregrounded the 

equality issue in education and recommended extending special provision to marginalised 

Nepalese populations through special education and non-formal education. The National 

Education Commission 1992 recommended five years of primary education. In 2001, a high-

level working committee was formed which found that the Nepalese education system was 

being affected by the low quality of public schools, poor implementation of free primary 

education policy and a lack of an effective regulatory framework for private schools. In the 

1990s, several reform policies were initiated to improve the quality of education. These 

included: free and compulsory education, women’s participation, promoting the private sector 
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in education, a special education program, primary education in the mother tongue and the 

devolution of primary education to local government (Ghimire, 2005). 

Among the plans introduced to enhance the quality of education in Nepal, the 

National Education System Plan (NESP) 1971-76 was a milestone in the Nepalese education 

sector. This plan introduced free primary textbooks and a uniform curriculum across the 

country and was prepared directly under the influence of the then King Mahendra in line with 

meeting the spirit of the party-less democratic Panchayat polity and planned national re-

construction. A political change in 1960 imposed the party-less Panchayat Democracy in the 

country that gave the King the relevant executive powers. This political change necessitated 

the introduction of a suitable formal education system in the NESP (MoE, 1971). A plan was 

initiated to promote social mobility and national identity based on the political philosophy of 

the party-less democratic Panchayat System. The goals of this plan were centred on 

promoting citizens who were loyal to the nation, monarchy and national independence, 

developing morality and preserving, developing and propagating the national language 

literature and culture. The plan also aimed to reduce the wide gap in enrolments between girls 

and boys (MoE, 1971). Following the plan’s implementation, the number of schools 

increased by 30.3% and the number of teachers increased by 48.9% between 1970 and 1980 

(UNESCO, 1987). The NESP 1971 represented the country’s effort to move away from 

external influences upon its education system and is considered as a period of “Nepal’s 

declaration of independence from US policy dominance” (Sellar, 1981, p. 11) since the 

country had been receiving substantial US financial and technical assistance in its educational 

development. Similarly, the provision of school management committees was abolished with 

the introduction of this plan.  
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With the end of the Panchayat regime in 1990, several issues around the effectiveness 

of Nepal’s centralised education system were raised. The national government realised the 

limitations of the centralised education system and the change in the 1990 political system 

prompted an opening up of the education system (Carney & Madsen, 2009). Education 

policies formulated after 1990 emphasised decentralising educational systems in the country. 

For this purpose, several institutions at the school level were established through programs 

such as the Basic Primary Education Programme (BPEP) I (1992–97) and BPEP II (1997–

2002), Education For All [EFA] Programme (2004–2009), Community School Support 

Project (CSSP, 2003–2007) and School Sector Reform Programme (SSRP, 2009–15) 

(Pradhan, 2018). Similarly, the Education Master Plan 1991 pointed out the necessity of 

improving the curriculum, textbooks and teaching/learning environments to produce 

competent citizens in the country (MoE, 1991). Community accountability also became a 

focus of education in the 1990s. For example, the Basic and Primary Education Program 

(1997) focused on community accountability as a means to increase access, enhance quality 

and improve the management capacity of primary education.  

More recently, the Government of Nepal developed the School Sector Development 

Plan (SSDP) for the July 2016 to July 2023 period as its major education initiative to 

continue its efforts to ensure equitable access to quality education for all. The plan is guided 

by the Constitution of Nepal and developed through a participatory process led by the 

Ministry of Education. The SSDP 2016 is in line with the country’s ambition to graduate 

from the category of a least-developed country to a middle-income country by 2022 and 

embraced the spirit of the Thirteenth Periodic Plan (National Planning Commission [NPC], 

2014), the vision for the United Nations Sustainable Development Goals (SDGs) and the 

Fourteenth Periodic Plan (NPC, 2016). The thirteenth national periodic plan (2013–2016) 

provided the basis for the country to graduate from least-developed country to a developing 
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country by 2022 while the fourteenth periodic plan (2016-2019) envisioned preparing the 

country to further advance to become a middle-income country by 2030. Similarly, the SSDP 

2016 has aimed to achieve the SDG 4 target which encompassed equitable and inclusive 

quality education and the promotion of lifelong learning opportunities for all (NPC 2014; 

NPC 2016). The present School Sector Development Plan aims: 

To contribute to socio-economic 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 SSDP 2016 has been recognised as an important strategy to achieve the SDGs. It 

fully aligns with Nepal’s national commitment to promote socio-economic development and 

reduce disparities as well as meet international commitments towards Goal 4 of the SDG: 

ensuring equitable and inclusive quality education and promoting lifelong learning 

opportunities for all (MoE, 2016; United Nations, 2018). Consistent with this Goal, Nepal has 

committed to providing free access to education for all children as well as compulsory and 

quality basic and secondary education. The target in this context includes 99.5% net 

enrolment and completion of primary education and 99% gross enrolment in secondary 

education as well as the elimination of gender disparities in tertiary education and increasing 

the percentage of skilled (technical and vocational) youth and adults to 75% by 2030 (NPC, 

2017). The SSDP 2016 aims to increase functional literacy and numeracy and to build life 

skills and knowledge required to live dignified lives realising the diverse socio-economic 

context and federal structure of the country. It also intends to improve the quality, equitable 



25 
 

 

access and efficiency of basic and secondary education in Nepal (MoE, 2016). These 

educational priorities are reflected in various ways in the Constitution of 1990, Education Act 

2001, the Interim Constitution of 2007, School Sector Reform Program (2009-2015) and the 

Constitution of 2015. 

Table 2.1  

Evolution of Education Provision and Structure in Nepal 

Date Description  

1846-1950 Rule of the Rana party, centralised education. 

1951-1960 Popular democracy emerges out of the Rana period. Decentralisation 

of education and establishment of School Management 

Committees (SMCs). 

1960 Return to the Panchayat system. 

1971-2001 A centralised system of education, the promulgation of the Education 

Act 1971 and introducing the NESP. 

2001 The 7th Amendment to the Education Act of 1971 decentralises 

education and formally establishes SMCs. 

2016 The 8th Amendment to the Education Act of 1971 categorises school 

education into two levels - basic education (Grades 1 to 8) and 

secondary education (Grades 9 to 11). 
 

Note. Adapted from “Centralisation and Decentralisation Reform in School Education in 

Nepal: Tracing the Swing of the Pendulum” by K. Peshal, 2013, International Journal of 

Research Studies in Management, 2(2) (pp. 31-32). Copyright 2013 by International Journal 

of Research Studies in Management. 

The Nepalese government has been introducing plans, projects and programs to 

improve the quality of education, enhance access to, and improve the infrastructure of 

education. These have included the Education for Rural Development Project (ERDP) in 

1980, the Basic and Primary Education Masterplan (1991-2002) in 1991 and two additional 
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phases of the BPEP from 1992-1997 and 1999-2004 (Bhattarai, 2016). Similarly, the EFA 

program was introduced in 2004 for the period 2004-2009 which was based on the EFA 

National Plan of Action 2001-2015 (MoE, 2016). In 2009, the SSRP was introduced by the 

Government of Nepal [GoN] as a long-term strategic plan to achieve the goals and objectives 

of Basic and Secondary education for the 2009-2015 period (MoE, 2009). The SSRP 

assessment revealed that progress in terms of access and equity had been fragmentary and 

reflected the absence of an inclusive approach to address the needs of students who suffer 

from caste/ethnic, gender, disability, poverty or geographic barriers in their education. In 

addition, the indicators to measure the allocation of incentives were not in place and there 

was a lack of a sound and accountable teacher performance evaluation system (GoN, 2012). 

Between 1846 and 1950, the education system was highly centralised and was 

available only to the ruling elites. Between 1951 and 1960, decentralisation reforms were 

initiated alongside the establishment of community schooling. In 1960, the nation returned to 

the autocratic Panchayat regime led by the Monarch. This political change, however, did not 

change the community schooling system. The Government promulgated the Education Act 

1971 and introduced the NESP. The centralised control over the education system began in 

this period with the introducing of a uniform curriculum throughout the country. The 

curriculum under the NESP 1971 emphasised the Nepalese language as a key aspect to 

promote the vision of a united Nepal, devoting 40% of curriculum time to Nepal language 

instruction in the primary schools. Local languages including Maithali, Newari and Bhojpuri 

and international languages, such as English, French, Russian, German, Japanese, Portuguese 

and Spanish, were only made available for students to learn as optional subjects in high 

schools (Caddell, 2002). 
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2.2 Overview of the Quality of Education in Nepal 

The national objectives for education and vision of school development in Nepal have 

emphasised improving the quality of education in Nepal. National and global perspectives 

and the theoretical bases of the curriculum have informed the national educational objectives 

of Nepal. The objectives emphasise the overall development of students, foster the social 

unity and harmony of Nepali society and strive to promote intellectual qualities, human and 

moral values, social equality and justice. Education has been emphasised as a promoter of 

global principles of peace, human rights and cooperation (CDC, 2007). The objectives have 

also recognised democratic norms and values along with the rights and responsibilities of 

active citizenship to “prepare citizens with good conduct and morals for a healthy social and 

collective lifestyle who are respectful to the nation, nationality, democracy, judicious, 

creative, self-honoured and respecting others” (CDC, 2007, p. 31). Unpacking this goal and 

reviewing the nature and extent of its realisation in the Nepalese context is a central aim of 

this thesis. 

The vision for schools focuses on some significant components of citizenship.  

 

The vision of school education is to prepare citizens dedicated to promote and protect 

democracy and human rights. They should possess attributes like dignity of labour, 

committed to education, enterprising, disciplined, and capable enough to withstand 

the personal, social and national challenges of the twenty first century. (CDC, p. 32) 

Important elements of citizenship learning are implied by, and flow through, this important 

foundational statement of educational goals – social unity and social justice; democracy and 

human rights; and questions around identity, sustainability and national heritage. Much of 

this language begs questions: From where are Nepalese national and social values derived? 

What constitutes a “healthy social life” from the point of view of Nepalese policymakers and 
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educators? Socialisation for what purpose? Why are identities in need of “protection”? Who 

decides what aspects of the nation’s environmental and built heritage matters? What needs to 

change to bring underprivileged groups into the mainstream? How might young people 

(supported by their teachers) be involved in promoting and protecting democracy and human 

rights? What is the definition of an ‘enterprising and capable’ Nepalese young citizen? (CDC, 

2007). 

Despite the set national educational objectives of education, the Nepalese education 

sector has been criticised for promoting memorising and rote learning and the teaching and 

learning process has traditionally been highly teacher-centred (Research Centre for 

Educational Innovation and Development [CERID], 2005; UNESCO, 2008). Teaching and 

learning processes in Nepal generally follow a traditional lecture method which is considered 

as one of the major factors for promoting passiveness among the students (Nepal & 

Panuwatwanich, 2011). Furthermore, the texts and contents too often only allow surface 

understanding of the subject matter and are annual examination-oriented, leaving limited 

space for students to generate deeper understandings of subjects and topics (Nepal & 

Panuwatwanich, 2011). As a result, students do not always actively participate in learning 

processes, which creates challenges in meeting national educational goals.  

A report published by UNESCO (2004) emphasised the importance of relevant 

curriculum, suitable pedagogies and proper assessment mechanisms as being major factors to 

ensure the quality of education and continuing student school attendance. Nepal faces critical 

issues related to dropouts and completion of secondary education level by students. Another 

report prepared by UNESCO (2012) illustrated that seven out of ten Grade 1 students made 

their way successfully to Grade 5 and over 50% of students leave school before completing 
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the lower secondary level. The report further showed that nearly 8% of students left school 

after one year of study and more than 59% of students left school before reaching Grade 10.  

A national report prepared by the government in 2004 also highlighted traditional 

teaching approaches and transmission teaching strategies as key obstacles blocking high-

quality education in Nepal (His Majesty’s Government of Nepal [HMGN], 2004). The report 

further indicated that a lack of commitment from teachers and principals, low teacher 

salaries, unnecessary political influence and principals’ limited authority to hold teachers to 

account also played a part in the failure of many Nepalese schools and teachers to meet 

educational goals. Subedi (2013) argued that the personal and professional qualities of 

teachers are directly related to promoting the process of teaching and learning effectively. 

Thus, in order to address the issues relating to teaching and learning and to promote quality 

education in Nepal, teachers are required to utilise evidence-based teaching strategies and 

approaches that are flexible, student-friendly, responsive to students’ needs, enhance teacher 

qualifications and actively engage students in the learning process (Ham, 2020; Subedi, 

2003). The challenges of ensuring the quality of education in Nepal are also related to 

unsuitable teaching methods, lack of sufficient and effective assessment systems and (in 

some cases) a lack of dedication from teachers (HMGN, 2004). Similarly, the evaluation 

conducted to assess the effectiveness of the EFA initiative, whilst praising the progress made 

in terms of enrolments and increased access to education, also highlighted the overall quality 

of the system as unsatisfactory with the lack of assessment mechanisms to evaluate students’ 

achievement (Aryal, 2013).  

The capacity and professionalism of teachers have been another issue in the discourse 

to maintain the quality of education in Nepal. Although teachers are receiving training to 

enhance teaching and learning process and effective delivery, the ongoing dropouts and low 
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learning achievement have raised questions around the effectiveness of their training. Lohani 

et al. (2010) have presented the situation thus: 

The persistent high dropout and repetition rates and low learning achievement and 

promotion rates raises questions about the impact of teacher training, as it is offered 

currently, on the teaching-learning process and 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) 

Subedi (2013) believes that students’ achievement and quality of education are directly 

related to the personal and professional qualities of a teacher and that teachers should utilise 

several approaches to learning and assessment. To address the issue of assessment 

mechanisms that were centred almost entirely upon annual written examinations, the ministry 

of education introduced a continuous assessment system as an effort to provide teachers with 

an MoE representative and progressive assessment mechanism across the literacy and 

numeracy progress of students (Aryal, 2013). Although a continuous assessment system 

(CAS) was adopted as a mechanism for the liberal promotion of students to progress to the 

higher classes whatever the learning outcomes were, issues around its implementation 

hindered its meeting of objectives (Poyck et al., 2015). Furthermore, teachers were not fully 

aware of how to use CAS and there was a lack of an effective mechanism to implement it at 

school level (UNESCO, 2008). The learning assessment system in Nepal which is being 

conducted in a year or half-annual basis examinations is required to adopt appropriate 

strategies methods to address the learning needs of students from an ethnic and marginalised 

community. Lohani et al. (2010) also recommended a need for developing an assessment 

system that allows a mechanism for feedback on the teachers’ interventions, reform of 

teacher training, curriculum, classroom pedagogy and examinations replacing the traditional 
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method of a summative assessment system. These findings indicated the need to enhance 

teachers’ training and assessment structures to meet the national objectives of education and 

improve the overall quality of education in Nepal. 

2.3 Major Political Transitions and their Effect upon the Nepalese Education Sector 

Political transitions or developments can often have a direct impact on educational 

development. Democracy in Nepal was restored in 1990 as a multiparty democracy replaced 

an absolute monarchy (GoN, 2016). However, the political instability, wide gap between rich 

and poor and the failures of successive post-1990 governments to meet the democratic 

aspirations of the marginalised and rural populations made the situation favourable for the 

Maoists to launch their armed movement (Kabir, 2013; Wagle 2015). The Maoists intended 

to offer a more progressive vision of national identity and stronger acknowledgement of 

Nepal’s grassroots rural popular needs (Caddell, 2006). 

Beginning in 1996, the Maoist party led a decade-long armed conflict with their main 

agenda to overthrow the monarchy and establish a republic. Since education plays a crucial 

role in conveying and constructing the governing elites’ vision of national identity in Nepal, 

Maoists considered educational institutions as representatives of the Nepal government and 

intensified the targeting of schools during the decade-long armed conflict to meet its political 

objectives (Kabir, 2013). Schools were targeted by both government and rebel forces for 

conflicting political purposes and “students and teachers were literally and ideologically 

caught in a crossfire between the Maoists and the army” (Smith, 2010, p. 262). During this 

period, most of the rural schools were under the direct influence of the Maoist rebels and they 

indoctrinated students and on occasions extorted money from teachers (Kabir, 2013). The 

poor and socially excluded students were the most affected during this period of political 

instability. It was estimated that about 160 teachers were killed during the conflict period in 
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Nepal. Teachers were tortured, interrogated and blacklisted by both parties which resulted in 

understandable compromises in their ability to focus on teaching and learning (Shields & 

Rappleye, 2008; Smith, 2010). Maoists criticised the national educational policies for their 

inability to provide equal access to all groups to education and opposed the existence and 

functioning of the private schools since they were against the commercialisation of education 

(Kabir, 2013).  

A new Constitution was promulgated in 2015 which has affirmed education as a 

fundamental right for every citizen in the country: “Every citizen shall have the right to free 

and compulsory basic education and free education up to the secondary level” (MoE, 2016, p. 

17). The country is now experiencing an economic and social transformation. With the 

introduction of the new Constitution, the focus of the government has been on economic, 

educational and social transformations. Nepal has made significant progress in terms of 

reducing poverty and improving the indices of human development. For example, Nepal was 

the first country to achieve the United Nations Millennium Development Goals to reduce 

extreme poverty before the designated period (Damir et al., 2017). Likewise, the country has 

addressed the issues of malnutrition along with the child and maternal mortalities and the 

access of citizens to safe drinking water, sanitation services, electricity, telephones and the 

internet have been significantly improved (Damir et al., 2017; MoE, 2016). Another area 

where the nation witnessed a significant change is in the education sector. The nation’s 

priority for education has been reflected in terms of allocation of the annual budget which 

occupies a significant portion of the country’s overall budget. School education is a highly 

prioritised sector which alone receives around 80% of the allocated annual budget for the 

education sector (UNDP, 2013). 
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A nearly four months blockade imposed by India and months of protests in Nepal’s 

southern plains following the promulgation of a new Constitution in Nepal in 2015 had a 

serious impact on the Nepalese education sector. Schools and hospitals were forced to close 

due to a lack of fuel to run the schools and public transportation. Similarly, the shortage of 

fuel, paper and ink adversely affected the publishing of Nepalese textbooks. Due to the 

geopolitical structure of Nepal, it relies heavily on India to support and underpin its economy 

(Pattison, 2015). In the ongoing political transitions and to implement the new Constitution, 

education can play an instrumental role in minimising the ethnic, language, caste and 

geographical disparities in the country which have been major forces underpinning and 

contributing to the civil conflicts and various social and political movements. 

2.4 The Education System in Nepal 

In 2016, the government amended the Education Act 1971, which led to the transfer 

of public schools to the local community and named them as community schools while 

privately owned schools received the title of institutional schools. The act also re-categorised 

and re-organised school education into basic education (Grades 1-8) and secondary education 

(Grades 9-12) (Khanal, 2011; The Kathmandu Post, 2017). The major objectives of basic 

education are “to develop the physical, socio-emotional, cognitive, spiritual and moral 

potential for all 4-12-year-old children and to promote life skills and value-based education” 

(MoE 2016, p. vi). Similarly, secondary education has aimed to prepare students for global 

jobs through developing their skills and to enable them to maintain and accomplish their civic 

duties (MoE, 2016). 

The amendment formalised the School Management Committees [SMCs] in every 

community and was successful in establishing their dominance in making decisions related to 

schools’ management. The amendment further provided the local community with the 
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necessary legal rights to manage school affairs. The act introduced the provision of free 

textbooks and free primary level education in community schools throughout the country. 

Furthermore, the MoE line agencies have been delegated the responsibilities of curriculum 

and textbook implementation and supervision of schools and teachers (Carney & Bista, 2009; 

GoN, 2002). However, this amendment institutionalised the teachers’ union as a formal 

teachers’ institution for promoting the professional rights and welfare of teachers (GoN, 

2002). The formalisation of the role of teachers’ unions opened avenues for teachers to 

participate in party political activities in an educational context. The high number of teacher 

unions (affiliated to tens of political parties) in Nepal and the influential role of teacher 

unions in educational policy and implementation is a distinctive feature of the educational 

context in the country (Young & Neupane, 2018). 

Table 2.2  

Structure of the Education System of Nepal 

Age Grade Previous School System Current School System 

16 12 Higher secondary education (Grades 11 – 12)  

Secondary education 

(Grades 9 – 12) 

15 11 

14 10  

Secondary education (Grades 9 – 10) 
13 9 

12 8  

Lower secondary education (Grades 6 – 8) 

 

 

Basic education 

(Grades 1 – 8) 

11 7 

10 6 

9 5  

 

Primary education (Grades 1– 5) 

8 4 

7 3 

6 2 

5 1 

4  Pre-primary education/early childhood education Pre-primary education 
 

Note. Adapted from School sector development plan, Nepal, 2016–2023 (pp. 8), by Ministry 

of Education, 2016, Author. Copyright 2016 by Ministry of Education. 
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The use of the Nepali language as a common medium of instruction in public schools 

has largely undermined the first language preferences of students belonging to different 

Nepalese geographic and ethnic communities. However, private schools use both English and 

Nepali in teaching and learning (UNESCO, 2008). The use of a common curriculum and 

language throughout the country can have adverse consequences for students from ethnic, 

indigenous and minority groups since they possess a limited understanding of Nepali to 

achieve the learning goals of education. In addition, the unequal distribution of resources 

between rural and urban areas and teachers’ unwillingness to serve in rural schools are also 

adversely affecting the attainment of national educational objectives (Riley & Khamis, 2005). 

There is a clear divide in terms of the schooling system – students who can afford higher 

tuition fees and other allied costs opt for private schools which offer education in the medium 

of English while the rest join government-funded public schools which use Nepali as a 

medium of teaching. Around two-thirds of students attend public schools and 70% of them 

drop out of the school system before completing Grade 10 (Teach for Nepal, 2017). 

Furthermore, most public schools lag far behind private schools in achieving the state’s 

outlined educational goals (Macpherson et al., 2014). Thus, it is vital to ensure that equity 

and access issues are properly discussed and addressed to contribute to meeting the set of 

national educational objectives of education. 

At the central level, the MoE provides policy direction for the implementation and 

management of education and educational acts and regulations serve as the primary legal 

basis for school governance and management in the country. A Cabinet Minister manages the 

MoE at the political level and the MoE oversees educational planning and management at all 

levels (MoE, 2013). Similarly, National Curriculum Development and Assessment Council 

(NCDAC) formulates policies and guidelines for curriculum and evaluation system. The 

Curriculum Development Centre [CDC], as an academic centre under the Ministry of 
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Education, is responsible for designing and revising the school curriculum and textbooks as 

well as related resource materials to attain the national goals of education. The Centre 

organises annual and periodical discussions, interactions, and research-oriented programmes 

to make school education relevant, practical and competitive (CDC, 2007). There is a 

provision of Regional Education Directorates (REDs) at the regional level to maintain 

uniformity in the district level programs and to coordinate, monitor and supervise school 

education. At the implementation level, the MoE functions as the implementing agency for 

school education MC and implements these programs and activities through District 

Education offices (DEOs) which are situated in each district (MoE, 2013). Further down to 

the local level, there are SMCs and principals (also known as headmasters) in each school to 

plan and implement school-level activities and to manage the school (Singh & Allison, 2016) 

while teachers at the school level are responsible for the successful implementation of school 

education (CDC, 2007). There are also other mechanisms under the MoE to support proper 

coordination and implementation of educational activities. For example, there are teacher 

training centres and units for examination, teacher development, and teachers’ record 

management and 1,053 resources centres are active under the DEOs (MoE, 2013).  

Although Nepal possesses a rich culture, tradition and history, it is still struggling to 

overcome the challenges posed by poverty, illiteracy, political instability, unequal access to 

education and services and the educational system is blamed for promoting rote memorisation 

and learning, a recapitulation of textbooks and providing more weight to theoretical learning 

(Dahal, 2002; UNESCO, 2008). Despite the fact that the number of civil society 

organisations, particularly NGOs and advocacy groups have increased significantly in Nepal 

in the last few years, their lack of self- discipline, internal bad governance practices and poor 

coordination with government authorities have adversely affected their proper functioning as 

a mediator between the individual and the state, including in the sphere of education (Dhakal, 
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2007). These outcomes have further underlined the importance of educating young people on 

civics and citizenship education in Nepal and for greater consistency and quality of such 

education in a geographically and culturally diverse nation. As is the case in Singapore there 

is a recognition in Nepal that “an educational model that is highly centralised, teacher-

centred, and based on drill and practice and exam preparation is no longer preparing students 

for the knowledge-based innovation economy of the twenty-first century” (Baildon & Sim, 

2009, p. 418). 

There have also been issues with maintaining an appropriate alignment between the 

curriculum and textbooks. For example, Shrestha (2005) concluded that primary level social 

studies textbooks do not completely cover the learning outcomes [LOs] mentioned in the 

curriculum and claimed that teachers do not consult the curriculum or LOs and thus mostly 

teach to and lean heavily upon the textbook content. However, no comprehensive study has 

been conducted on the role of civics and citizenship education in promoting democratic 

attributes, skills and values among young people in Nepal. Furthermore, there is a need to 

examine the textbook contents as well as teachers’ perception of them to establish the 

effectiveness of textbooks. As in Pakistan – “textbooks are the primary vehicles for 

delivering content knowledge, for determining in large measure what goes on in a class and 

for assessing what students do and do not learn” (Mahmood & Saeed, 2011, p. 503). This 

study will contribute to addressing this gap. 

Civics and citizenship education can enable Nepalese young people to piece together 

connections between modern schooling, the social and political challenges facing 

postcolonial states and/or new democracies, modernisation and social change, all within a 

context where Nepal is dealing precariously with the legacies of a recent civil war and 
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earthquakes and perceived threats from neighbours such as India and China and more broadly 

the west. 

2.5 Production of Textbooks in Nepal 

School textbooks in Nepal were written and published in India until the 1950s and it 

was only after the introduction of the National Education System Plan in 1961 that the 

production of textbooks in Nepal was prioritised and the production of all school-level 

textbooks was undertaken by the Janak Educational Material Centre (KC, 1983). School 

textbooks, particularly in developing country contexts such as Nepal, are considered an 

integral and authoritative part of the educational process and often students will view their 

content and core messages as presenting essential truths (Apple & Christian-Smith, 1991). 

They include ideas, values and knowledge and act as powerful cultural artefacts. Exploration 

of the ideological assumptions embedded in textbooks has been the focus of many textbook 

content analyses (Anyon, 1979). Textbooks have to mediate tensions around politics, culture 

and economics and thus signify the ideological, linguistic and political power of dominant 

groups in the development of official narratives and a tendency to impose cultural 

homogeneity (Foster, 2011; Marsden, 2001).  

Conversely, social studies textbooks can be a potent force for good in mobilising 

citizens and shaping identities through their historical and citizenship narratives. The social 

norms that are projected in textbooks often reflect the expectations of the state for good 

citizens (Westheimer & Kahne, 2004). In other words, textbooks serve ideological as well as 

pedagogical purposes. As Chu (2017, pp. 230-231) has noted: “By examining content in 

textbooks, a researcher can uncover whose knowledge is valued or held as normal and 

legitimate in mainstream institutions, for example, what is regarded by textbook producers as 

well as others in power as acceptable and what is not”. Well-designed textbooks, in terms of 
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the combination of images and text, can be influential in presenting content knowledge and 

instilling socio-cultural values in students. It is particularly important in a multicultural 

country like Nepal where images and corresponding text attempts to promote national 

identity, respect for diversity and social harmony (Shah et al., 2020). 

Nepalese school textbooks can be described as part of a wider discourse: the discourse 

of social studies and civics and citizenship learning in Nepal. Within this discourse, school 

textbooks are produced and interpreted within a framework shaped by the wider educational 

community in Nepal, including politicians, policymakers, academic educationists, curriculum 

advisors and school principals. Nepal has a centralised mechanism which publishes the 

official textbooks to be used in public schools. The same textbooks are used in public schools 

throughout the country regardless of geographical and cultural differences. The CDC, under 

the Ministry of Education, is responsible for the overall development, modification and 

improvement of the school curriculum, textbooks, teachers’ directives and resource materials 

and for conducting studies on their effectiveness (MoE, 2016). Given their widespread use in 

schools, Nepali textbooks inevitably play a key role in developing young people’s 

perceptions about democracy, participation, civic virtues, identities and social and political 

rights and responsibilities (CDC, 2007). They serve the purpose of rendering the abstract 

nature of these concepts more concrete. 

2.6 Chapter Summary  

This chapter has considered the literature on the historical development of the Nepalese 

education system. It has explored relevant contexts of the educational landscape in Nepal 

including some of the core aims of education. It has outlined some of the key political 

contexts that have influenced recent approaches to education in Nepal. The chapter has 

acknowledged the efforts made by policymakers to foster social unity and harmony in Nepali 
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society and promote citizenship qualities, but also recognises the challenges in educating for 

democracy and its associated virtues in Nepal.  

The next chapter reviews studies into civics and citizenship education in Nepal, 

revealing gaps that the present study aims to address. It situates the present study within this 

body of work and reflects upon key themes of national identity, democracy, cultural diversity, 

global education and power.  
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Chapter 3 Literature Review 

This chapter begins with a global overview of civics and citizenship education and 

associated challenges to establish the wider study context. For this study, four clusters of 

connected literature are relevant. The first relates to civics and citizenship education in a 

global context. There is a consideration of studies focussed on other countries reviewing the 

nature, organisation and implementation of civics and citizenship education and what they 

reveal about circumstances in Nepal. There is a particular focus upon civics and citizenship 

education in different Asian contexts. The second literature cluster reviews research into the 

main themes of this study and incorporates an unpacking of the context of power. The third 

section discusses the role of schools in the promotion of democratic education. The final 

cluster of literature reflects upon the educational policies that underpin social and political 

education and the social studies curriculum as a mechanism to promote active citizenship. 

3.1 The Essence of Civics and Citizenship Education 

Derived from the Latin word civitas, civics and citizenship education has been 

defined and delineated differently in different countries but without a significant difference in 

the essential principles and purposes. Nomenclature and content which tend to be used 

interchangeably in this context include civics education, citizenship education, civic 

engagement, education for democratic citizenship, civic culture, political education, 

multicultural education, global education, values education, ethical education, character 

education and moral education (Kennedy, 2019; Vasiljevi, 2009). This point is acknowledged 

by Muleya (2017) who maintains that “the meaning of civic education also known as 

citizenship education is dependent on the context and as such it could be called by different 

names in different countries” (p. 60). The difference is not limited to the use of terminology 
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but also lies in the way civics and citizenship education is embodied in the school curriculum 

(Kennedy, 2019). There are important differences between the approaches to social and 

political education outlined in the nomenclature labels above (see, for example, Jerome & 

Kisby, 2019). The terms 'civics', 'civics education' or 'civics and citizenship education' are 

somewhat problematic and are the subject of discussion in international literature and 

research studies (Cogan & Derricott, 1998; Torney-Purta, et al., 1999). There are subtle 

differences. Kerr (2000, 2003), for example, referenced McLaughlin’s (1992) 

‘minimal/maximal’ model to distinguish between ‘civic education’ (education towards the 

minimal citizen) and ‘citizenship education’ (education towards the maximal citizen). Davies 

and Issitt (2005) also differentiated between: ‘civics: provision of information about formal 

public institutions’; ‘citizenship: a broad-based promotion of socially useful qualities’; and 

‘social studies: societal understanding that emerges from the development of critical thinking 

skills related to existing [school] subjects’ (p. 389). In Nepal, the most common language 

used to encapsulate this area of learning is civics and citizenship education (Parajuli 2015; 

Subedi, 2020). 

Civics, in any political or social setting, represents education about citizens’ 

obligations and rights preserved within that setting. In recent times, educating for citizenship 

has become an essential component of education to sustain the growth of nation-states and 

expand public education in several countries (Print & Lange, 2013). Civics education 

includes effective engagement of citizens in managing themselves in society and educates 

citizens on their rights to take part in a nation’s overall development including socio-

economic, cultural, political and religious aspects as well as on their respective 

responsibilities and is concerned with duties to be accomplished and rights one should expect 

as a citizen of a country (Bayeh, 2016; Beutel, 2012; Muleya, 2016; Torney-Purta et al., 

1999). Citizenship education attempts to teach the knowledge, values, skills and dispositions 
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required for effective democratic citizenship (Peterson, 2011). Globally in recent years, the 

concept of citizenship education has shifted from patriotism and loyalty to a more open 

exploration of “changing social, cultural and political structures” (Doganay, 2012, p. 20). 

Civics education tends to focus on the knowledge that it is considered that all students should 

have about a nation’s political and legal systems and structures while citizenship education 

provides a more active variant of this model, highlighting more experiential, participative and 

critical explorations of course content and issues (Davies et al., 2018; Kennedy, 2019). In 

terms of further distinguishing between citizenship education and civics education, Akar 

(2007) maintains that whereas civics education is related to the “national-level civil laws, 

civil behaviours and nationalistic feelings, citizenship education is more deeply embedded in 

human rights education, sustainability and other themes that interchange across global, 

cultural and national levels of identity” (p. 4).  

In another attempt to anatomise citizenship education, Scott and Lawson (2002) 

maintained that citizenship was central to understanding citizenship education and that 

without the concept of citizenship there would be no citizenship education. Thus, “the 

definition of citizenship education ought to be located in the concept of citizenship” 

(Halstead & Pike 2006, p. 7). Annette and McLaughlin (2005) defined citizenship education 

as a concept that comprises three distinct but interconnected components – social and moral 

responsibility, political literacy and community involvement. This was a typology which 

underpinned the influential Crick Report in England (Qualifications and Curriculum 

Authority [QCA], 1998) and proved highly influential in effecting changing approaches to 

citizenship education around the world, including in South and East Asia. This definition of 

citizenship education focused on empowering citizens to follow and obey the responsibilities 

of a citizen and engage in political and community life. In this context, school education and 

schooling provide “the appropriate kind of knowledge, conduct and character, as that is 
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understood by the government and ruling elites, for citizenship in the state” (Frazer, 2008, p. 

286). Many countries such as the United Kingdom, United States, Canada and Australia now 

include a global citizenship component as a discrete part of the school curriculum (Schattle, 

2008; Schulz et al., 2010). In Nepal (as in other countries with a social studies curriculum 

tradition), students learn citizenship through the study of history, geography, religious and 

moral education (Kabir, 2013; Schulz et al., 2010). In all contexts, global citizenship 

education aims to develop “knowledge, skills, and attitudes that will enable young people to 

participate in the communities of which they are a part” (Arthur et al., 2008, p. 5). However, 

citizenship education is itself a contested concept and its origin and structure vary across 

cultural contexts and in societies that have gone through violent conflict (Arthur et al., 2008; 

Enslin, 2003). The education system in these contexts tends to develop curricula that are 

embedded in local historical concepts and link to specific national and societal challenges 

(Steiner-Khamsi et al., 2002). Thus, citizenship education tends to focus on developing young 

people’s meaningful engagement and participation as effective citizens. 

The orientation of Asian education with its particular emphasis on moral virtues and 

personal values has its roots in the Confucian tradition (Sim & Chow, 2019), but in Nepal, 

there is a comparable fit with Buddhist and Hindu religious philosophies and historical 

attitudes towards family, village and community. Lee (2012) has observed that citizenship 

within a Western tradition is characteristically political, framed by the state-individual 

relationship, and concerned with rights and responsibilities. In contrast, he delineates 

citizenship in the Asian tradition as fundamentally relational, concerned with self-cultivation, 

and harmonious relationships between the self, others, state, and nature. East Asian civic 

values encompass as a central feature a sense of community or collective entity in which 

individuals are subject to a greater good, spirituality, and harmony based on Confucian 

values, and a commitment oriented to a common set of values and responsibility toward 
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family and community (Lee, 2004; Print, 2000). In addition, harmony, unity, and morality are 

terms that are more frequently articulated for civic education in the Asia-Pacific region (for 

example, Malaysia, South Korea, Singapore and the Pacific islands (Ahmed, 2008; Mellor & 

Prior, 2004; Roh, 2004). Han (2009) analysed educational policies and civic and moral 

education texts in Singaporean contexts and observed that the education system encourages 

the development of a passive citizenship, productive labour force and loyal citizens instead of 

a “critical and creative citizenry or independent thought” (p. 116). Furthermore, Asian values 

are central and emphasise values such as respect and obedience and are aimed at producing 

good citizens. Han argued that instilling moral values and passive citizenship competencies 

among students would not empower them democratically, would not enable them to face 

challenges of globalisation and might impede the development of critical and creative 

citizens. Han concluded that commitment by political leaders and ruling elites in Singapore 

towards Asian values and their virtues poses challenges to “transmit the values and messages 

without eliciting a reaction of rejection” (p. 117). 

Elsewhere, Lee (2008) highlighted a range of related commonalities between 

citizenship curricula in Asia and the Pacific including a conflation of civics and moral 

education; an accent on local culture and its link to modern challenges; and a premium placed 

upon social responsibility underpinned by positive personal values. He saw this as helping to 

explain how and why civics and citizenship education in Asia foregrounds morality over 

politics. Approaches to civics and citizenship education across South and East Asian 

countries typically aim to nurture good citizens, who are hardworking, loyal, compliant and 

law-abiding (for example, Boontinand & Petcharamesree, 2017; Zhao, 2015). However, 

Asian civic values have also undergone a process of hybridization with Western ideas 

associated with liberal democracy via the mediation of Western development agencies and 

policy borrowing. Therefore, in a contemporary Asian civil society (with situational and 
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cultural national variations), it can be difficult to distinguish what is Western and what is not 

(Vickers 2002). 

There are perhaps some parallels between citizenship education in Nepal and 

Thailand (also a former state monarchy and still-maturing democracy). Lawthong (2010) 

reported on Thai teachers’ views on citizenship education gathered through a survey. While 

the official guidelines to plan teaching and learning instruction in citizenship education 

mainly recommended interactive, student-centred, experiential activities such as debates, 

field studies and role-play, Thai teachers felt most confident with more traditional approaches 

such as lecture, group work and discussion. Lawthong observed that there was a significant 

gap between government recommendations and the actual implementation of citizenship 

education in Thai schools. Similarly, Sripokangkul (2020) analysed civic and history 

textbooks used in primary and secondary schools in Thailand and reported that students were 

not allowed to realise themselves as robust citizens. The textbooks’ contents were utilised to 

convert students into docile bodies and the state’s ideology ordered and forced students to 

become objects as well as preventing them from becoming critical citizens. Other critics have 

expressed the same view more bluntly: “The entire curriculum is devoted to teaching the 

values of obedience, respect for authority, a narrow version of Theravada Buddhism, and a 

distorted view of history” (von Feigenblatt et al., 2010, p. 302). Sripokangkul (2020) 

recommended that Thai society and stakeholders come together to agree upon curriculum 

reform that focuses on history and citizenship in a more appropriate manner to deal with the 

traditional Thai state’s ideology. Sripokangkul (2020) concluded that only such reform could 

truly equip students with the “skills to think critically as Thai citizens and citizens of the 

world” (p. 289). In some ways Thailand, a country not dissimilar to Nepal in its culture and 

recent democratic trajectory emerging from a tradition of monarchy, presents a model not to 

be emulated. 
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There are also some similarities in terms of civics and citizenship education in Nepal 

and Malaysia which are both multiethnic states. Mahmood (2014) analysed Malaysian civics 

and citizenship curriculum policy documents to understand how civic and citizenship 

education is conceptualised and implemented. She observed that Malaysia, which is 

characterised by the existence of several ethnic and cultural groups, has a significant 

challenge to develop a harmonious and integrated society that shares a common national 

identity. This is also the case in Nepal, a multicultural and multiethnic country, which has 

always strived to promote social harmony, social integrity and unity through education 

reforms (Caddell, 2007; Pradhan, 2018). In both countries, as Lee (2000) argued, education 

reforms need to consider the interests of ethnic groups who “will continue to contest and 

lobby for education changes that would promote their interest and resist any changes that may 

be damaging to their interest” (p. 25). Mahmood (2014) also observed that civics and 

citizenship education in Malaysia aims to develop students as good and loyal citizens who 

live in peace and harmony and participate actively to meet the goals of national development. 

In Nepal, Similar to the Malaysian context, the educational policies such as the NNEPC 

1956, NESP 1971 and the NCF 2007 and social studies textbooks have been seen by 

policymakers as a key medium to promote the allegiance of students to the rulers, country 

and the governance system (Caddell, 2007; Onta, 1996). As Parajuli (2015, p.3) noted: 

“Schooling has not only been a means for development but also linked with several other 

aspects like national identity and pride, values and principles, and hopes and dreams”. 

Mahmood further noted that the philosophy of this education in Malaysia starts from the 

concept of an individual, then moves to family, school and community and continues to the 

state and the world. These characteristics of education align with Lee’s (2012) conception of 

Asian citizenship which emphasises the development of social harmony more than a state-

individual relationship. 
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There are similarities as well as unique features in citizenship education in two South 

Asian nations in Nepal’s geographical region - India and Pakistan. Civics and citizenship 

education in both countries strives to produce loyal and obedient citizens, who do not oppose 

the claims made by governing elites and the state (Kadiwal & Jain, 2020). Citizenship 

education in India has its roots in the colonisation period when a policy aim was the 

inculcation of “a sense of loyalty and deference to Britain” which was replaced by instilling 

“a sense of belonging and loyalty to independent India” (Joshee, 2008, p. 175). She further 

argued that one of the challenges India is facing today around citizenship has been to 

incorporate people from diverse cultures, languages and religions into the mainstream of 

educational developments and that relevant policies clearly outline objectives as promoting 

national unity, equality and the development of national identity. This has also been the case 

in Nepal where curriculum policies specifically focus on promoting national harmony, unity 

and national identity in the country (Caddell, 2007; MoE 2016; Onta, 1996). Poudel (2017, p. 

9) confirmed that the main aim of social studies education in Nepal is “to produce citizens 

who are loyal to the nation and democracy and aware of their responsibility towards the 

social and natural environment”. 

Similarly, as in Nepal, the Indian education system was previously characterised by 

the practice of rote learning and complex assessment mechanisms (CERID, 2005; UNESCO, 

2008). The teaching and learning of social science were overly based on the transmission of 

facts to memorise which validates that the education system in India lacked appropriate 

curriculum and methods to develop aware and active citizens. However, as Joshee (2008) 

noted, with the introduction of the National Curriculum Framework, 2005 in India, attempts 

have been made to replace rote learning with a conceptual understanding and new textbooks 

have been made available. The new textbooks for social sciences emphasise the need to 

actively engage students in learning processes that help them see the world from the 
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viewpoint of minority groups through the use of an array of methods such as fiction, cartoons 

and activities (Joshee, 2008). There may be positive lessons for Nepal in this policy 

trajectory. 

In contrast, the context of citizenship education in Pakistan has been labelled as 

‘undemocratic’ by several scholars. For instance, Dean (2005) argued that the social studies 

curriculum and textbook contents do not meet the standards of democratic citizenship 

education. The textbooks promote gender stereotypes, portraying women as second-class 

citizens with roles confined to teaching, nursing and, social work. The objectives of national 

education for social studies focus explicitly on developing religious values but less on unity 

and diversity. Out of the nine objectives for social studies, five are targeted at developing true 

practising Muslims, three at acquiring an understanding of Pakistan and the world and the 

remaining one at promoting values of co-existence and interdependence (Ministry of 

Education, 2002). In a similar way, social studies textbooks and recent educational policies 

such as the NCF 2007 and SSDP 2016 in Nepal have focused on promoting social harmony 

and national integrity in the country (Caddell, 2007; CDC, 2009; MoE, 2016; Pradhan, 2018). 

The social studies curriculum in Pakistan emphasises instilling Islamic values, associated 

religious morality and civics instead of developing students’ identity and skills such as 

problem-solving and decision-making (Arthur et al., 2008). The social studies textbooks 

intentionally define the concept of national identity by excluding non-Muslims and depict 

some countries (e.g., India) as hostile and aggressive and Hindus as cruel and unjust (Dean, 

2005). Although Pakistan is culturally and religiously diverse, the textbooks do not discuss 

sufficiently the co-existence and diversity of different groups and students are expected to 

obey and accept authority (teacher and textbook) (Arthur et al., 2008).  
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Some progress has been made in terms of enhancing Pakistani teachers’ capacity 

through teacher training. There have been attempts to prepare teachers to educate for 

citizenship through which they can develop an understanding of the effective implementation 

of citizenship education and apply strategies such as inquiry, discussion and cooperative 

learning in their teaching (Arthur et al., 2008; Burton & May 2015). More could be done, 

however, to provide opportunities for students to experience democracy along with the 

development of problem-solving and decision-making skills.  

Several factors contribute to the necessity of civics and citizenship education being a 

central part of the school ethos and curriculum in the present world. These include the rise of 

democratic states and multi-cultural societies, increased corruption, service delivery to 

citizens of essential things such as health and education, increasing poverty and growing 

awareness about civics and political engagement (Birhanu, 2012; Mazhar & Goraya, 2015). 

Osler and Starkey (2006) identified six key factors underpinning a renewed interest in civics 

education in the early twenty-first century: global injustice and inequality, globalisation and 

migration, civic and political engagement, declining youth interest in formal politics, the end 

of the cold war and anti-democratic and racist movements. Concern about environmental 

sustainability in the era of the Anthropocene and the imperatives of understanding the factors 

underpinning civil and global conflict might be added to this list. In Western countries, issues 

of citizenship have been revealed in the form of ongoing inequality and exclusion of minority 

ethnic communities in the United States, whilst waves of global migration have been fed by 

the increasing number of people fleeing from war-torn countries such as Afghanistan, Sudan 

and Syria who move to several western countries to find refuge (Banks, 2017). Banks further 

noted that the terrorist attacks that took place in France and the United States in 2015 and a 

few cities of England in 2017 also justified the challenges being faced by the world linked to 

issues related to inclusion and citizenship. Similarly, as several countries in Africa, Eastern 
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Europe and Central Asia have adopted more democratic modes of government, education 

should be able to prepare citizens to engage actively in democratic processes. 

The governments of South Asian nations have been undertaking several reforms and 

efforts to bring about institutional changes and formation of acts, policies and institutions to 

enhance the effectiveness of public administration and governance mechanisms but have 

largely failed to meet the needs of citizens and remained centralised, rigid and unaccountable. 

Corruption, poor service delivery and endemic poverty pose significant challenges to the 

well-being of the people (Mazhar & Goraya, 2015). Education and curriculum reform are 

seen as one long-term mechanism for addressing these challenges. The role of the state in 

controlling civics and citizenship education differs significantly according to the governance 

mechanism of states (Li, 2015). Li’s study on the state’s capacity to control civics and 

citizenship education found that semi-democratic states such as Taiwan and Hong Kong had 

less capacity to regulate civics and citizenship education, while authoritarian states such as 

China had a significantly larger ability to shape its form and function. Thus, the state’s role in 

deciding the inclusion, development and framing of civics and citizenship education is 

central. Similarly, Ho (2018) concluded that despite prioritising global citizenship themes in 

East and Southeast Asian nations, the discourses of civics and citizenship education and 

social studies education were “still very much focused on enhancing national economic 

productivity and maintaining the global status of the nation-state” (p. 92) and cosmopolitan 

and global social activism discourses received less attention in citizenship education 

curricula. 

Turkey is another country that has some parallels to Nepal in terms of rhetorically 

committing to the active citizenship educative processes (CDC, 2007; MoE, 2016) (promoted 

in Turkey’s case by organisations such as the Council of Europe and the European Union) yet 
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this commitment is also mired in a transmissive culture of relatively conservative social 

studies education and “a passive and task-oriented approach” (Ersoy, 2014, p. 4). The 

analysis of active and democratic citizenship education procedures in social studies education 

in Turkey has revealed some issues in meeting active citizenship education. Firstly, the 

citizenship education elements of social studies in Turkey have a tendency to extend a set of 

social-moral values that emphasise theoretical components and are exam-oriented, rather than 

providing opportunities to practise (Ersoy, 2014). Secondly, there are certain challenges 

associated with teacher knowledge and the Turkish education system as a whole. Teachers 

lack understanding of how to teach active and democratic citizenship and those with 

conservative political views are reluctant to support active citizenship understanding (Ersoy, 

2014). Similarly, the education system follows a traditional teacher-centred approach, is 

exam-oriented and tends to limit active citizenship opportunities within the social studies 

framework (Sen & Starkey, 2017). Thus, analysing and overcoming challenges associated 

with the effective implementation of active citizenship education procedures in social studies 

education is crucial to meet its objectives. 

Context matters for civics and citizenship education and there are significant 

differences in the ways that concepts central to civics and citizenship education are 

understood and put into practice in different countries. A range of different country studies of 

citizenship education across South and East Asia have been brought together in edited book 

collections of papers (for example, Grossman et al., 2008; Kennedy et al., 2010; Lall & 

Vickers, 2009). Nepal did not feature as one of the countries reviewed in these texts but faces 

the same dilemma of many Asian countries as to whether to predominantly follow the 

established policy ideas and practices of the international community and its educational 

agencies or to retain and develop more distinctive and indigenous models of education 

consistent with Nepalese national ideals (see Lall &Vickers, 2009). Countries seek to partake 
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in globalisation without losing their characteristics and citizens’ loyalty toward national 

institutions. There is a contrast between the influences of uncritical state-centric patriotism 

(evident for example, in China and Vietnam) and pro-Western neoliberalism (seen in some 

ways in Hong Kong and Singapore – at least in the first decade of the twenty-first century) 

(Han, 2007; Lall & Vickers, 2009). Both sets of ideological influences are alien and 

unhelpful models for Nepalese policymakers to accommodate within a Nepalese version of 

social studies. Sim et al. (2017) argued that “to understand citizenship in dichotomous 

Western and Asian terms is unhelpful” (p. 93). In an era of globalisation, the Nepalese 

government perceives a need to promote the development of critical thinking while also 

struggling to maintain the officially endorsed paternalistic Asian values around family, 

village, community and national pride (Poudel, 2017; Pradhan, 2018). There is an-built 

tension between these goals. In curricula terms, the change contributes to the curriculum and 

textbooks containing a pragmatic combination of progressive and conservative ideas. 

Civics and citizenship education is perceived as a panacea which should ameliorate a 

range of societal challenges and problems, potential youth disaffection and real or perceived 

political deficits. A major purpose of civics education and citizenship education is to impart 

the understanding, skills, ideas, values and knowledge required for democratic citizenship 

(Print & Lange, 2013). Doganay (2012) argued that the world is globalising at a fast and 

transformative pace and that cultural differences are becoming more visible. He further 

observes that knowledge is multiplying geometrically in speed and changing while 

multiplying. In this age which is defined by globalisation, knowledge and multiculturalism, 

the qualities expected from citizens are also going through a change. The age of knowledge 

and democracy we live in needs citizens who can scrutinise and digest knowledge from 

different sources, evaluate the attained knowledge from a critical perspective, make accurate 
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and logical decisions drawing upon rational reasoning and apply this thinking through social 

and political engagement (Doganay, 2012).  

Teaching and learning of civics and citizenship education at the school level have 

received increased emphasis internationally. However, changes brought about by civics and 

citizenship education are not notably encouraging. In recent years, the effectiveness of civics 

and citizenship education has been thrown into doubt by a growing detachment from civic 

and political affairs in some developed nations demonstrated by successive generations of 

young people (Bayeh, 2016). There are several factors that might limit the effectiveness of 

citizenship education. These include but are not limited to status and presence within the 

curriculum, insufficient engagement with and by civil society organisations, nonlinear 

alignment between content and context, a lack of democratic processes in the wider ethos of 

schools and weaknesses in teaching and delivery (Bayeh, 2016; Pasek et al., 2008). 

Furthermore, the issues of global migration and the widespread populist nationalism along 

with the denial of structural inclusion of several racial, ethnic, cultural, linguistic and 

religious groups into their nations have challenged the attainment of citizenship and 

objectives of the citizenship education in the world (Banks, 2007). Nepal is no exception to 

theses global trends. National Assessment of Student Achievement 2013 in Nepal revealed a 

relatively weak performance by students in their capacity to problem-solve, generalise 

concepts, justify an argument or point of view and in their ability to transfer learning from 

one context to another (Education Review Office [ERO], 2015). These are the qualities that 

fall under the subject area of social studies and thus must be addressed through the social 

studies curriculum. 
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3.2 Policy Cycle Approach for Curriculum Policy Analysis  

Curriculum and policy have an interdependent relationship full of complexities and 

inter-relationships – “Policy drives the curriculum and the curriculum reflects, interprets and 

informs policy” (Ledger et al., 2014, p. 5). There is a dynamic relationship “between 

schooling and economic, cultural and political power” (Apple, 1986, p. 14). Education is 

always a political issue and there is a linkage between curriculum and politics from 

ideological perspectives since schools also impart ideological knowledge and values (Apple, 

1990; Bell & Stevenson, 2013). For example, the imposition of the ideology (party-less 

democratic Panchayat System) in the 1971 education plan of Nepal clearly demonstrated the 

state’s influential role in the ideological control. Thus, it is essential to view and analyse the 

curriculum and policies through perspectives of power and control. 

The policy cycle approach (Bowe et al., 1992) was used as an analytical framework 

for this study with some modifications (by Ledger et al., 2015). Bowe et al. (1992) developed 

an empirical framework to analyse educational policy processes. Initially, they identified 

three contexts of policy production namely the context of influence, the context of text 

production and the context of practice and argued that policy texts should be contextualised 

by those reading, interpreting and implementing them. They designated these contexts a 

policy cycle – a critical approach to contextualise policy analysis. Ball perceived policy as 

being cyclical and generative – it is “both text and action, words and deeds, it is what is 

enacted as well as what is intended” (Ball, 1994, p. 10) at all levels, from the design to the 

implementation stage. Later in 1994, Ball modified the approach by adding two further 

contexts - the context of outcomes and the context of political strategy and argued that the 

policy cycle approach investigated how policies were developed and enacted in the contexts 

of global, regional, national and local influences (Bowe et al., 1992; Ball, 1994). The context 

of policy outcomes is concerned with the impact of policies on existing social inequities 
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while the political strategies context is related to overcoming inequalities in the policymaking 

process (Vidovich 2007, 2013). 

Figure 3.1  

Contexts of Policymaking  

 

Note. Adapted from Reforming education and changing schools (p. 20), by R. Bowe, S. Ball 

and A. Gold, 1992, Routledge. Copyright 1992 by Routledge.  

A policy cycle approach “employs a cross-sectional approach by tracing policies from 

the formation through to implementation stages and analyses all levels of the policy process” 

(Maguire & Ball, 1994, p. 26). In addition, the approach draws clear distinctions between 

those levels of analysis: the context of influence, the context of policy text production and the 

contexts of practice (Fimyar, 2014). Taylor (1997) argued that the policy cycle approach 

provides a convincing basis for policy analysis since the approach is positioned at the 

juncture of knowledge and power. 
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The success of studies adopting this analytical framework in the context of analysing 

policy approaches in a range of developing country contexts offers some convincing evidence 

that the approach could usefully be employed in the context of Nepal. For example, Jammeh 

(2012) utilised a policy cycle approach in her curriculum policy research in the Gambia and 

acknowledged its suitability to explore the different policy contexts and their relationship. 

Similarly, Ledger et al. (2014) deployed the framework in the Indonesian context and argued 

that the approach provided a comprehensive framework for policy analysis “to gain a better 

understanding of the educational policies informing curriculum policy in both ‘international 

schools’ and ‘remote schools,’ and the interconnectivity that might exist between them” and 

acknowledged it as a powerful framework for its ability to recognise “multi-layered and 

value-laden nature of policy” (pp. 1-5). This approach was categorised into the three contexts 

as outlined earlier allowing the capturing of the embedded biases and contextual differences 

existing within the policy processes. 

Veiga (2014) deployed the policy cycle approach to investigate the dynamics of the 

Bologna Process as a significant framework to analyse the articulation of different contexts of 

policy design and enactment. She argued that the approach underlined the interactions 

between higher study institutions at different levels and enabled a wide range of 

interpretations of the political texts. The multifaceted nature of the approach on both policy 

formulation and implementation facilitated exploration of the processes of resistance, 

accommodation, conformity and issues relevant in each context of the policy cycle thereby 

proving insightful in analysing Bologna (Veiga, 2014). Similarly, Lopes (2016) found the 

policy cycle approach to be a potent model in the study of curricular and educational policies 

in Brazilian contexts. She acknowledged the policy cycle as a powerful empirical framework 

to examine the centrality of the state in curriculum policies as well as its suitability to 

challenge a vertical understanding of power that maintains this centrality.  
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Likewise, Mohammad (2017) utilised the policy cycle framework in the Pakistani 

context to explore curriculum policies related to the secondary school subject of Pakistan 

Studies. Similar to this study, he also focused on the themes of Pakistani national identity, 

cultural diversity and global perspectives, as well as the instructional strategies adopted in 

addressing these themes. He underscored the appropriateness of the framework to facilitate 

exploration of curriculum policy within macro, meso and micro contexts and the non-linear 

relationship among these contexts in the context of exploring civics and citizenship education 

in Pakistan. He acknowledged that the framework facilitated the process of the research 

design and the scope of the relevant data to analyse in relation to the three units of the study - 

curriculum policy documents, textbooks and Pakistani teachers’ perspectives. 

Crawford (2000) similarly underlined the usefulness of the framework in exploring 

and identifying the active political and ethical powers in the context of textbook production. 

Moreover, the policy cycle approach has also been widely recognised in Brazil for analysing 

educational and curriculum policies. This approach started to be utilised in Brazil from the 

1990s (Mainardes & Gandin, 2013). Miranda (2011), for example, argued that the approach 

provided a sound basis to conduct a rigorous analysis of policies in the Brazilian context. She 

further argued that approach was a comprehensive and advanced tool to enhance the qualities 

of research linked to curriculum change and could be applied in a variety of contexts. Lopes 

and Macedo (2011) concluded that the approach offered a foundation to challenge the top-

down and bottom-up approaches in educational policy and curriculum fields.  

In addition to the analysis of educational policies, the policy cycle approach has been 

considered as an empirical framework to analyse the underlying power issues in the 

construction of textbooks. Crawford (2000) argued that the framework facilitates analysis of 

textbook construction both within individual contexts and the structural, ideological and 
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political relationships between different contexts. Specifically, the approach enabled 

analysing textbooks content and understanding: 

• the influence of state control over school knowledge and the nature of the 

structural (historical, economic, cultural, ideological and political) constraints 

impinging upon textbook construction; 

• the relationship between the exercise of power, the selection of curriculum 

knowledge and its classroom implementation. (p. 4) 

Edmonds (2012) utilised the policy cycle approach to explore the perceived lack of 

representation of youth work in Britain. The approach allowed the analysis of the policy’s 

origins and the genesis of key notions and priorities at the context of influence, while at the 

context of practice, it facilitated analysis of policies enaction. For Edmonds (2012), the 

approach enabled examination of whose voices were heard and who influenced the agenda on 

citizenship as well as the recognition of gaps in policy thinking. 

However, researchers identified some limitations to the policy cycle approach in 

terms of its utilisation in Brazil. The first limitation concerned limited language 

understanding. Brazilian researchers who were applying policy cycle notions only had access 

to its texts “translated into Portuguese or Spanish and to the work of his commentators 

writing in Portuguese” (Mainardes & Gandin, 2013, p. 259). The second limitation of the 

approach in Brazilian studies is the limited weight given to the state’s role in policy research. 

In a few instances, the policy cycle approach was applied without a clear reflexive and 

critical position being acknowledged and researchers tend to focus explicitly on policy texts 

at the contexts of influence along with the historical nature of examined policies (Mainardes 

& Gandin, 2013). Other scholars have also critiqued the policy cycle approach. For example, 

Hatcher and Troyna (1994) criticised the policy cycle approach for not recognising the 
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influencing role of the state in all levels of policy processes. For them, the approach was 

overly optimistic and straightforward without giving due consideration to the limiting 

influences of power politics. For these critics, the policy cycle approach under-rated the 

tensions and politics involved in educational policy-making processes and moved the focus 

away from contestation and more towards implementation and assessment of policies 

(Cornbleth & Waugh, 1993).  

The effects of globalisation and privatisation on the education sector has also 

necessitated the review of the policy cycle approach. For example, Ball (2010) argued that 

waves of globalisation and privatisation are replacing the welfare state with a managerial 

state and enhancing the role of the private sector and non-governmental organizations in the 

education sector. This shift in educational policies is substantial and has transformed the 

long-established role of schools and education. Ball has acknowledged that his 

conceptualisation of the policy cycle approach is based on policy sociology, where 

sociological concepts, ideas and examination are utilised as a means to understand policies. 

Furthermore, the advancement of technologies in the educational systems throughout the 

world have changed the connotation of teaching, how the teachers perceive and carry out 

their task and the way they interact with students (Ball, 2005).  

For the purpose of this study, a few modifications have been made in order to address 

the issues of globalisation and states’ influential power in policy reform and implementation 

which recognised the three contexts of the policy process: the context of influence, the 

context of policy text production and the context of practice, that are based on the addition of 

levels to the analysis (see Chapter 4.2). The structural organisation of the study draws upon 

Bowe et al.’s (1992) original three contexts of the policy cycle. 
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3.3 Cultivating National Identity 

National identity and its subjective meaning have attracted significant attention in the 

arena of education for democratic citizenship. Generally, it signifies citizens’ attachment 

toward their nation. There have been several attempts to distinguish between the dimensions 

of national identity based on their various meanings, including the concepts of nationalism 

and patriotism. For Kosterman and Feshbach (1989), the meanings of patriotism and 

nationalism relate to citizens’ love towards their nation. They nuanced these two concepts 

around citizens’ perspectives towards outgroups – nationalism is perceived as the superiority 

of one’s nation over others while patriotism is viewed as an individual's emotional attachment 

to their nation. Similarly, Feshbach and Sakano (1997) conceptualised national identity under 

the same twin subjective meanings. For them, patriotism is associated with a positive feeling 

of love and pride to one’s nations while nationalism is associated with negative feelings 

towards other groups and feelings of national superiority and aspiration for power. Although 

nationalistic and patriotic sentiments reflect citizens’ attachment to their respective nations, 

their attitudes toward other weaker groups can be different. Raijman et al. (2008) argued that 

nationalists are more likely to have exclusionary feelings toward minorities while patriots 

might be more positive toward minorities or immigrants. 

Other scholars (for example, Dekker et al., 2003; Whelan, 2007) rejected the 

differentiation between nationalism and patriotism. From this perspective, patriotism and 

nationalism lie on a continuum and should not be understood as different concepts. The 

notions are differentiated by their place at different stages on the continuum, with nationalism 

a stronger feeling than patriotism and happening at a later stage. This study is about exploring 

how concepts such as nationalism and patriotism might play out educatively in a young 

democracy in a relatively poor developing nation. 
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In another attempt to anatomise nation and national identity, Benedict Anderson 

(1983) conceptualised nations and the development of modern national identity from the 

perspective of imagined communities. His conceptualisation of national identity has a strong 

basis in the idea that nations are imagined constructions. In his view, nations are imagined 

“because the members of even the smallest nation will never know most of their fellow-

members, meet them, or even hear of them, yet in the minds of each lives the image of their 

communion” (Anderson, 1983, p. 15). From this perspective, identities are socially and 

politically constructed. Anderson suggested that a shared culture and language are 

prerequisites to developing national identity.  

3.3.1 Formal Education as Sites of National Identity Formation 

Hong Kong and Singapore are countries with similarities to Nepal in instilling the 

idea of national identity among young students through formal education. Both countries 

have been undertaking education reforms since the 1990s to address the changes and 

challenges as a result of globalisation and have sought to inculcate citizenship values and 

national identity among students in order to strengthen a sense of national belonging and 

political loyalty (Lee & Gopinathan, 2018; Leung et al., 2017). The reforms in each country 

are similar in that there have been attempts to address the effects of economic globalisation 

along with promoting the goals of social equity. The changes in education have also 

embedded a commitment to instilling a strong sense of national identity among young 

students through the teaching and learning of social studies, civics, citizenship and moral 

education (Lee & Gopinathan, 2018). The introduction of the National Education Programme 

in 1997 in Singapore placed emphasis and importance upon strengthening young students’ 

sense of national belonging and unity. The programme aimed to foster a sense of identity, 

pride and self-respect in students and instil the values of life, and the desire to ensure 
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society's continued success and well-being (Sharpe & Gopinathan, 2004). As part of the 

programme, social studies became a core subject with a focus on Singaporean history and 

nation-building and enabled students’ understanding of the roles played by key state 

institutions.  

While Singapore’s approach was widely accepted and celebrated, the introduction of 

National Education in 2012 in Hong Kong was deeply contested. The launch prompted major 

disagreements on how to approach and implement citizenship education in schools and faced 

strong resistance from parents, students and other stakeholders. There were fears that the 

government might use it to inculcate pro-Chinese sentiments since the study of history 

focused primarily on the history of China (Leung et al., 2017). In contrast, students in 

commonwealth countries such as Canada and Australia engage in classroom discussions 

about being Canadian or Australian citizens in multicultural states and identity is treated as 

multi-dimensional, fluid and dynamic (Buchanan et al., 2018; Davies & Issitt, 2005; Schattle, 

2008). As the waves of globalisation have significantly influenced the social and cultural 

norms, the commitment of nations to instil a sense of national identity becomes crucial as it 

“satisfies the people’s need for cultural fulfillment, rootedness, security, and fraternity in the 

face of tumult” (Shin, 2006, p. 214). Nepal also has similar ambitions with an education 

sector that has been utilised as a means to instil feelings of national identity among students 

(Caddell, 2007; Onta 1996; Pradhan, 2018; Shah, 1993). 

The narratives constructing national identity in school textbooks contain knowledge 

about a nation’s past and present institutional forms and civic structures communicated to 

pupils alongside other aspects (such as culture and religion). Identity is discursively 

constructed; that is, it is produced and reproduced, as well as transformed and dismantled 

(Wodak et al., 2009). The imagined ‘we’ is formed through the stories that pupils read in the 
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textbooks forming a collective imagination of a nation of ‘us’ and this also shapes the way 

the ‘other’ is imagined. Textbooks have been described as containing “officially recognized 

knowledge a society wants to transmit to its pupils to prepare them for life, as full members 

of that society” (Pingel, 2010, p. 10) and “in addition to transmitting knowledge, textbooks 

also seek to anchor the political and social norms of a society in a particular notion of 

national identity” (Schissler, 1990, p. 81). Master narratives around national identity “are 

powerful resources for defining cultures and framing actions” (Halverson et al., 2011, p. 1). 

Another definition states that a “master narrative represents a collective storyline which 

group members perceive as compulsory a story which is so central to the group’s existence 

and “essence” that it commands identification and integration into the personal narrative” 

(Hammack, 2011, p. 313). In reality, societal structures are more complex than can be 

defined in school textbooks. National identity perspectives are no longer considered fixed, 

essential and unified across a nation (Wodak et al., 2009). In this more complex reality, 

effective forms of civics and citizenship education should seek to encourage students to 

critically explore their multi-dimensional identities and try on “different ones for size” (Piper 

& Garrett, 2004, p. 279). This study, in its analysis of the context of text production in Nepal 

in Chapters 6 and 7, unpacks the national identity story that Nepalese young people engage 

with and the extent of identity choices on offer to students. 

3.4 Democracy and Education  

Before examining how democracy and education are interrelated, it is crucial to 

understand the concept of democracy as outlined in this thesis. In broader terms, the word 

‘Democracy’ denoted rule by the people in Ancient Greek, although there is no agreed 

definition. As suggested by Woods, “the very idea of what comprises democracy is 

contested” (Woods, 2005, p. xv). Democracy generally is characterised as a system of 

governance that possesses core components such as:  
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• Routine elections though which people elect their representatives; 

• Active participation of citizens in the public sphere; 

• Safeguarding of human rights; and  

• Rule of law (Diamond & Morlino, 2004). 

For Dewey (1966), democracy was about a form of life and he asserted that this 

concept of democracy should be the prerequisite for all democratic government. He argued 

that “democracy is more than a form of government; democracy is a form of living together 

and the lives that are spent side by side in a community" (Dewey, 1996, p. 97). For him, the 

basic foundations for democratic society are shared interests that safeguard each others’ 

interests and promote social interaction between different social groups. Fielding and Moss 

(2011) supported Dewey’s conception of democracy, defining it as “a way of thinking, being 

and acting, of relating and living together” (p. 42).  

Dewey (1966) maintained that:  

The realization of a form of social life in which interests are mutually 

interpenetrating, and where progress, or readjustment, is an important consideration, 

make a democratic community more interested than other communities in having 

cause to be in deliberate and systematic education. The devotion of democracy to 

education is a familiar one. (p. 87)  

For Dewey(1996), governments and their structures were never key factors for 

democracy, but communities were situated at the centre of his understanding of a democratic 

society. Indeed, for him, the idea of democracy coincided with that of community and he 

believed that a society is democratic when its social institutions and mechanisms promote and 

maintain communities. Diamond and Morlino (2004) argued that a citizen should participate 
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actively in democracy to contribute decisions that have a direct influence in their lives. A 

seminal study carried out by Torney-Purta et al. (1999) found that students had fewer 

prospects to participate in decisions that affect them than adults in society and their practices 

in school contradicted the ideals of democracy, which believes in meaningful participation.  

Education for democracy and democratic education have been used interchangeably 

in the discourses of promoting democratic citizenship in the contemporary world. Whereas 

education for democracy signifies the process, learning and mechanisms to promote 

democratic awareness, democratic education implies the dissemination of concepts and 

practices that aim at promoting democratic awareness (Abdulghani, 2008). Dewey’s 

conception of ‘Democracy and Education’ is undoubtedly his most seminal contribution to 

understanding the nexus between democracy and education and this concept is still influential 

in the present day. “A government resting upon popular suffrage cannot be successful unless 

those who elect and who obey their governors are educated” (Dewey, 2001, p. 91). His idea 

of schools focused upon developing creative, thoughtful, helpful and active students and he 

wanted to develop the school as a social institution as crucial as learning at their home. His 

conceptualisation of school included the child, the school and the society, which he later 

combined with three additional notions – democracy, growth and experience. For him, 

learning to become a democrat implied living together, sharing and connecting. He argued 

that “education means the enterprise of supplying the conditions which ensure growth, or 

adequacy of life, irrespective of age (Dewey, 1966, p. 51).  

The success of democracy rests in the quality of citizens and their participation in the 

public sphere. The challenges faced by democracies in Europe in sustaining themselves have 

necessitated an understanding of the importance of having active and informed citizens who 

will sustain democracy (van Deth, 2013). In any democratic country, its formal education 
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must be democratic since “democracy is a form of government, democracy is a lifestyle and 

citizens have a right to democratic life” (Korkmaz & Erden, 2012, p. 2496). Apple and Beane 

(1995) argued that education for democracy should not be limited only to the hidden 

curriculum but should also be echoed in the planned curriculum too. They suggested focusing 

primarily upon two components for providing education for democracy – “creating 

democratic structures and processes in the school and developing a curriculum that will 

reinforce students’ democratic experiences” (Apple & Beane, 1995, p. 9). The primary 

purpose of a democratic citizenship curriculum is to develop competencies and qualities of 

citizens required in a democratic society. Thus, “citizenship knowledge, skills, values and 

attitudes must be offered as an integrated course with other relevant lessons throughout a 

whole educational process” (Doganay, 2012, p. 36).  

The Council of Europe Charter for Democratic Citizenship and Human Rights defines 

the concept of education for democratic citizenship (EDC) as follows: 

Education for democratic citizenship means education, training, awareness raising, 

information, practices and activities which aim, by equipping learners with 

knowledge, skills and understanding and developing their attitudes and behaviour, to 

empower them to exercise and defend their democratic rights and responsibilities in 

society, to value diversity and to play an active part in democratic life, with a view to 

the promotion and protection of democracy and the rule of law. (Council of Europe, 

2010, p. 7) 

Democratic education is based on four key dimensions – knowledge, values, attitudes 

and dispositions and skills. These dimensions further include sub-categories such as political, 

social, cultural and economic forms of participation alongside the values, attitudes and 

participation skills (Doganay, 2012). Democratic knowledge incorporates three elements – 
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democratic objects, democratic skills and a democratic stance. The democratic object denotes 

knowledge for participation, democratic skills state the capability to perform democratically 

including voting while the democracy stance refers to dispositions and acts related to the 

values and ethics of democracy (Vinterek, 2010). Thus, to act democratically, an individual 

should possess all three components of democratic knowledge. Education can contribute to 

building democratic skills and stance. 

In the context of Nepal, the three elements of democratic knowledge mentioned above 

might encompass educational opportunities to promote the learning of children in the social 

and physical environment to develop them into productive and active citizens as envisioned 

in the social studies curriculum (MoE, 2009). The inclusion and implementation of these 

elements into the curriculum and textbooks creates avenues for students to develop critical 

thinking processes, gain knowledge of participation in learning, and apply skills to identify 

and address problems. The inclusion of democratic knowledge within teaching and learning 

aims to enable knowledge generation about the values and ethics of democracy, and fulfil the 

nation’s thrust to develop informed, responsible and active citizens.  

Relatively new and emerging democratic societies (such as Nepal) can face particular 

struggles in establishing their authority, stability and legitimacy. For example, in Nigeria, 

poverty, ethnic and religious violence, military instability, conflicts of identity, corruption 

and political uncertainty affected efforts to consolidate a developing democracy (Ngara et al., 

2014). The main institutions of democracy, political parties and governments have faced a 

serious crisis in recent times due to several factors including the “weakening of ideologies, 

increasing tensions between political parties, police and citizens’ corrupt behaviours, the 

increasing influence of the internet and mass media and the personalisation of politics” 

(Martinelli, 2016, p. 13). The rise of populist and nationalist parties and movements are 
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evident everywhere in the world. Martinelli (2016) argued that over thirty years of economic 

globalisation has significantly weakened state sovereignty, reducing the ability of nations to 

execute suitable plans and policies in favour of their people, which serves to widen the gap 

between people and governments. Young people can be attracted to populist movements 

through a mix of seductively simple solutions and charismatic leaders. A few studies indicate 

that young people who possess limited political knowledge to develop their democratic 

qualities make up a significant portion of populist parties and thus are vulnerable to being 

targeted by political parties in their populist campaigning (Arzheimer & Carter, 2006; 

Eckstein et al., 2012).  

Even though most South Asian countries possess a sound historical foundation of 

having democratic institutions, democracy in these nations has often not been successful in 

meeting the aspirations of the people and in encouraging the welfare of their citizens (Mazhar 

& Goraya, 2015). Moreover, these nations are facing several challenges to their democracy 

promotion efforts. For example, Mazhar and Goraya (2015) argued that India has been facing 

tensions of religion and caste fanaticism amongst its citizens while Pakistan is entangled in a 

circle of religious extremism. They see Bangladesh as divided along political lines resulting 

in a lack of vision for planning and ineffective management of resources and Sri Lanka and 

Nepal as both struggling to include diverse ethnic and caste groups into their governance. 

Although Nepal has witnessed noticeable transformations in its economy, politics and social 

phenomena in the past recent decades in order to meet people’s aspirations, the country is 

nonetheless an immature and emerging democracy facing significant social, economic and 

political challenges (Kernot, 2006; Wagle, 2015). 

https://www.tandfonline.com/doi/full/10.1080/1369118X.2017.1328524
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3.5 Conceptualising Cultural Diversity 

There has been a renewed intellectual interest in the subject of cultural diversity or 

multiculturalism with an increase in the global trends of migration and globalisation. 

Renowned scholars such as Francis Fukuyama and Douglas North argued that culture 

influences society as it is complexly rooted in human exchange which could be political, 

social or economic (Fukuyama, 1995; North, 1990). Blau (1977) believed in the interaction of 

human beings and argued that “the fundamental fact of society is precisely that it is social - 

that human beings do not live in isolation but associate with other human beings” (p. 1). This 

section thus asserts that human actions are strongly influenced by culture. 

For Byram (2011), culture is a contested concept which comprises beliefs (stable or 

likely to change), values and behaviours being shared by a social group. However, this 

understanding and version of culture continue to change. Culture includes all the factors that 

affect forms of social relations, communication and human interaction. Creswell (2005) 

pointed out that culture encompasses everything related to human's behaviour and belief. For 

him, culture includes language, interactions, style of life and the manner of communication. 

In terms of the importance of culture to society, Rao and Walton (2004) maintained that: 

Culture is concerned with identity, aspiration, symbolic exchange, coordination, and 

structures and practices that serve relational ends, such as ethnicity, ritual, heritage, 

norms, meanings, and beliefs…a set of contested attributes, constantly in flux, both 

shaping and being shaped by social and economic aspects of human interaction. (p. 4) 

In many instances culture has been used to label ‘other’ people; however, it can also 

provide an opportunity to respect differences existing among people. This necessitates 

distinguishing what characteristics of culture are mentioned in different circumstances. For 

example, language can serve the purpose of a tool for people to communicate but it also 
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reflects more substantial aspects in relation to psychology, linguistics, politics and so on. 

Thus, cultural diversity is a contestable concept which implies “a reality of coexistence of 

diverse knowledge, beliefs, arts, morals, laws, customs, religions, languages, abilities and 

disabilities, genders, ethnicities, races, nationalities, sexual orientations of human beings 

(Lin, 2019, p. 1). For Ang et al. (2002), cultural diversity is “the social presence of many 

different cultural and ethnic groups across society as a whole … of a heterogeneity of cultural 

practices and values” (p. 19). Similarly, Mansouri (2017) argued that in an “increasingly 

interconnected and interdependent world, multicultural societies are exhibiting new and 

complex forms of diversity that are creating new opportunities, as well as anxieties” (p. 13). 

There is a need to be careful with the representations of cultural diversity. For example, in the 

context of Ghana, Boateng (2009) noted that the tendency to identify more with one’s 

ethnicity than with a nation might hamper national integration and development. She argued 

that a prioritisation of ethnicity can be dangerous for any country because it can not only 

bring conflict, warfare, nepotism and divisive, ethnic-based politics, but in addition hinders 

the process of national integration. It is certainly the case that, in giving greater prominence 

to minority ethnic narratives, balance and sensitivity are retained. Banks (2001) refers to 

achieving “a delicate balance of cultural, national, and global identifications” (p. 6). 

For Vossughi (2000) cultural diversity “includes (but is not restricted to): language, 

race, ethnic background, country or region of origin, dress, values, religion and associated 

practices, social and community responsibilities, sexuality, disability, notions of family, 

family responsibilities, political views" (p. 54). In this study, the concept of cultural diversity 

is broadly defined as it takes different forms across time and space. This diversity is 

embodied in the uniqueness and plurality of the identities of the groups and societies making 

up humankind (UNESCO, 2009). Cultural diversity is used in this thesis when referring to the 
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diverse groups in Nepalese society and in schools who are concerned about their traditions, 

customs, mother tongue and festivals. 

3.5.1 Cultural Diversity and Education 

The relationship between cultural diversity and education in the present globalised 

world is gaining significant attention. UNESCO (2009) argued that the building of 

multicultural societies has sparked a growing awareness of the connection between cultural 

diversity and education. This concept of cultural diversity can be extended to how people 

respond to this reality and how they decide to live together with this reality (Lin, 2019). 

Banks (2011), a seminal figure in multicultural education research, maintained that nation-

states and societies throughout the world are now characterised by cultural, linguistic and 

religious diversity and argued for a reconceptualisation of citizenship education spurred by 

the need to address the increased tensions brought about by the diversity. He suggested that:  

Never before in the history of the world has the movement of diverse racial, cultural, 

ethnic, religious, and linguistic groups within and across nation-states been as 

numerous and rapid or raised such complex and difficult questions about citizenship, 

human rights, democracy, and education. (p. 243)  

These challenges have been the focus of some research. For example, a study 

undertaken in schools characterised by the presence of culturally diverse people found that 

schools did not possess necessary resources and capacity to address their education and were 

“overwhelmed by the cultural diversity of their student populations” (Schacher et al., 2016, p. 

1175). Therefore “educational systems are faced with new challenges that require the 

development of more flexible, appropriate and inclusive forms of education” (UNESCO, 

2009, p. 95). For Rizvi (2011), the increase of diversity in communities has required 
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educational institutions to rethink their policies to represent their demographic make-up 

properly. Banks (2017) expressed similar views that diverse democratic nation-states in the 

present world face challenges in providing opportunities for various social groups to preserve 

their cultures, and education systems should address their concerns. From this perspective, 

the formal education system should allow individuals from various groups to develop clear 

identities, cultural values and beliefs by reflecting on themselves and respect for others and 

emphasise the importance of cultural differences and collective rights in the concept of 

differentiated citizenship (Fang & Baker, 2018; UNESCO, 2006; Young, 1989). There is an 

important need to ensure that these social groups are structurally integrated into the process 

of nation-building (Banks, 2017). In this way, increased tension brought about by the 

diversity can be mediated.  

The challenges of educating for tolerance and acceptance in multi-ethnic societies 

have been highlighted in several recent studies, for example, in South Africa and Kenya 

(Kuppens et al., 2020), Ethiopia (Egne, 2017) and Pakistan (Nasser et al., 2018). There are 

competing discourses between, on one hand, the recognition and celebration of cultural 

diversity, inclusivity multiculturalism and interculturalism (Addallah-Pretceille, 2006) and, 

on the other, the retailing of a unifying “national story of the past [that] can provide a focal 

point for social cohesion” (Harris, 2013, p. 400). It has been observed that there are both 

‘creative and destructive tensions’ in the relationship between unity and diversity in national 

curricular narratives (Gutman, 2004). The exploration of multiculturalism, in a spirit of 

educating young people about social justice, human rights and equality, is always politically 

and culturally sensitive. It can identify national weak spots, where there might be examples of 

past mistreatment of minority groups. Most nations have examples of first peoples or groups 

culturally, linguistically, ethnically or theologically ‘different’ from majority groups, who 
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may have been mistreated or ‘othered’ in the past or where inequalities continue to exist in 

the present. Banks (2008) made the following rallying call: 

Citizenship education must be transformed in the twenty-first century because of the 

deepening racial, ethnic, cultural, language, and religious diversity in nation-states 

around the world. Citizens in a diverse democratic society should be able to maintain 

attachments to their cultural communities as well as participate effectively in the 

shared national culture. (p. 59) 

The challenges of educating for tolerance and acceptance in multi-ethnic societies 

have been highlighted in a wide range of recent studies. For example, the Ajegbo Report in 

England (DfES, 2007) articulated the importance of educating for diversity particularly 

clearly: 

Education for diversity is crucial, not just for the future wellbeing of our children and 

young people but also for the survival of our society. Whether or not the local area 

reflects the national picture, it is the duty of schools——and vital, not least for 

community cohesion——to ensure that pupils in every school, regardless of location 

and experience, gain a broad understanding and cultural literacy of the country they 

are growing up in. (p. 24) 

This is a sentiment that applies equally to the Nepalese context. Parajuli (2015, p. 4) 

observed that: 

In the name of preparing our students for a competitive global world and in the name 

of quality and standardization, we are ignoring the local cultural context and thus the 

whole design of schooling and its content and processes are being culturally 

incompatible.  
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However, it is not an easy area. The issues can be sensitive and pedagogically 

demanding for textbook writers, teachers and students. Peck and Sears (2005) in the context 

of New Brunswick, Canada described the mapping of students’ conceptions of ethnic 

diversity as uncharted territory. 

Banks (2017) further argued for the need to have a sound balance of unity and 

diversity to meet the purpose of democratic nations and related teaching and learning. He 

gave a few examples where cultural repression and hegemony were consequences of placing 

emphasis on unity without considering the diversity (e.g., the Soviet Union before the 

collapse in 1991, China during the Cultural Revolution, and divisions between India and 

Pakistan in 1947). Thus, he advocated for civic and multicultural education that would assist 

culturally diverse students to attain a sense of structural integration and inclusion within their 

nations and national identities. “Curriculum should help students to develop clarified and 

reflective cultural group attachments, to demystify their cultural groups, to develop an 

awareness of them as separate cultural entities, and to understand their relationships with 

other cultural groups” (Banks, 2007, p. 123). Similarly, in order to address the educational 

needs of culturally diverse students, teachers should “become aware of and embrace cultural 

diversity … to help learners to develop their capacities, which are themselves culturally 

rooted” (UNESCO, 2009, p. 97). Thus, school education should see issues, themes and 

challenges from the viewpoint of social and cultural groups to meet the goal of maintaining 

unity and diversity. 

In a multicultural country like Nepal, it is crucial to address the voices raised by 

minority groups, Dalits, women and ethnic groups. The NCF 2007 emphasised the need for 

reconsidering the existing national curriculum structure and the curriculum development 

process to promote the participation of all the stakeholders (CDC, 2007). Furthermore, it has 



76 
 

 

duly acknowledged the voices being raised by women, Dalits, disabled, Janajati and child 

rights for ensuring inclusiveness and friendly environment in the school level curriculum: 

Partnership mechanism/approach will be set up by making a wider representation of 

stakeholders such as women, ethnic groups, Dalits, persons with a disability, parents, 

teachers, human right activists as well as child right experts in the process of 

developing curriculums and curricular materials. (CDC, 2007, p. 55) 

However, there has not been any clear attempts to create such mechanisms or 

approaches to ensure the representation of all stakeholders in the process of developing 

curricula and associated resource materials. Stakeholders such as Dalits, human and child 

rights advocates and people with disabilities are not meaningfully included in the process. 

This exclusion of stakeholders in the process of curriculum development and implementation 

may result in the lack of ownership of the stakeholders in the curriculum. 

3.6 Global Education for Responsible Citizenship 

As the world is becoming increasingly interconnected through culture, economy and 

politics, the need for developing students’ understanding about global perspectives and 

engaging them with people from around the world has been identified as a crucial component 

in their active citizenship. The waves of globalisation have created a renewed interest in 

global education to prepare students to function as global citizens in an increasingly 

globalised world (Reimers et. al, 2016). For Morris (1977), global education is a process to 

train citizens for responsible citizenship in a growing interconnected society. For UNESCO 

(2015), it “refers to a sense of belonging to a broader community and common humanity, it 

emphasises political, economic, social and cultural interdependency and interconnectedness 

between the local, the national and the global” (p. 14). The primary purpose of global 
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education at present is to “prepare students for the increasing interconnectedness among 

people and nation” (Zong et al., 2008, p. 199).  

There have been, however, several philosophical variations in its execution from the 

standpoint of complex multidimensional citizenship that signifies personal, social, spatial and 

temporal dimensions (Cogan & Grossman, 2009) as well as realisation, intercultural 

understanding, transnational efficiency and informed advocacy (Lorenzini, 2013). This 

knowledge enables students to understand structural and social inequalities and shapes their 

global awareness and citizenship (Davies, 2006). Furthermore, subjects such as human rights, 

equity, conflict resolution, critical dialogue and action on global issues and social justice are 

apparent in the study of global education (Osler & Vincent, 2002; Subedi, 2010). Apart from 

its focus upon developing citizens’ knowledge and skills, global education also strives to 

promote positive values and strengths and richness in diversity and the importance of 

participation. Whereas the previous concept of citizenship was limited to complying with the 

social order and being responsible to society, the present idea of global education 

encompasses developing a sense of responsibility for the entire world, sensitivity about 

contemporary global issues including peace, immigration, climate change and considering 

self as a member of the world (Hartung, 2015; Rizvi, 2008). 

The major goals of global education include developing students’ global perspectives, 

intercultural understanding and preparing them as a responsible global citizen. Abdullahi 

(2010) argued that the teaching of global education components also enables schools to 

facilitate an understanding of global dynamics and the related major issues, issues of 

globalisation, respect for cultural diversity and the development of young citizens’ skills to 

apply knowledge from global education to solve problems. This knowledge would 

consequently develop key attributes of a global citizen, such as open-mindedness, 
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responsiveness, sensitiveness and skills to face complexities (Banks, 2016). Global education 

can foster open-mindedness among students and enhance their thinking about the world and 

encourage them to participate for change (Davies et al., 2005). It has been generally agreed 

that through proper implementation of global education in schools, students will develop a 

better understanding of the diverse and multidimensional globalised environment (Rizvi, 

2008, p. 20) and as a result, develop consciousness of their actions, respect and value 

diversity and perceive themselves as global citizens.  

Rae et al. (2008) defined global education as a multidimensional concept that focuses 

on five key principles - understanding the importance of interdependence among people; 

understanding self-beliefs and respect other cultures; maintaining social justice and 

constitutional rights; preserving peace; and addressing a sustainable future. This definition is 

in line with Gaudelli’s (2014) view of global education:  

…a curriculum that seeks to prepare students to live in a progressively interconnected 

world where the study of human values, institutions and behaviours are contextually 

examined through a pedagogical style that promotes critical engagement of complex, 

diverse information toward socially meaningful action. (p. 11) 

These definitions have focused on the concepts of global competency and global 

consciousness. This philosophy is supported by Buchanan et al. (2018) who maintained that 

global education across nations and contexts possess several similarities such as 

interconnectedness and interdependence. Global education and global citizenship education 

have been used interchangeably in many instances. However, Davies et al. (2005) argued that 

global citizenship education is a blend of global education and citizenship education and the 

increasing waves of globalisation justified the need for embracing it in educational systems 

and schools.  
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A few scholars have raised concerns over the limitations of global education in terms 

of meeting the goal of developing students’ global perspectives and intercultural 

understanding. For example, Lorenzini (2013) argued that global education or knowledge 

alone is not enough to educate students to develop global citizenship. There is a need to 

combine global education with civic education so that students develop an understanding of 

how global issues affect their lives (global consciousness) and subsequently how they can 

address global challenges (transnational efficacy). In addition, to equip students with the 

global knowledge to participate they also need to learn how to use the acquired knowledge to 

enable the change (Lorenzini, 2013). Bourne (2014) argued for applying a pedagogy for 

global social justice to strengthen the present global education for its effectiveness. He 

suggested that while implementing a pedagogy for global learning, it should integrate “not 

only subject and curriculum knowledge, teaching skills, and styles of learning, but also 

reviewing and reflecting upon issues and their relevance within the classroom, including 

wider social and cultural factors” (Bourne, 2014, p. 8). Thus, teachers who execute global 

education contents in schools should possess the knowledge and skills required to integrate 

global perspectives into their prior knowledge base. For example, Gaudelli (2014) argued that 

teachers’ understanding of the world is crucial in implementing global education as this 

knowledge provides them with the means to connect with their students. Similarly, Tuomi, 

(2004) suggested teachers to learn to discuss and engage with students and their parents from 

a different culture to enhance their skills to work with students. Lo et al. (2006) revealed that 

“teachers often lacked the knowledge and skill required in connecting global with the local 

and the lived experiences of the students” (p. 291), which reinforced the idea of integrating 

global perspectives into a teacher’s existing knowledge base.  

There are some similarities between the context of global education in Nepal and 

Singapore. The education system in Singapore has emphasised its distinctive national and 
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racial identity and efforts have also been placed towards the “global + citizenship education 

approach” resulting in a less parochial but more globally relevant citizenship education 

(Davies, 2006, p. 14). More specifically, this example can be seen in the social studies 

curriculum, in which the approach focuses on the main idea of “being rooted” and “living 

global” and their objectives are to “promoting national identity, multicultural understanding, 

and global perspectives” (Ho, 2009, p. 289). In the national social studies curriculum in 

Singapore, international case study models are used extensively which compares the country 

with others. This comparative model allows students to become familiar with global issues 

and understand the “world as inter-related systems” (Kirkwood, 2001, p. 12). Moreover, the 

country’s commitment in promoting bilingualism has contributed to the balanced 

management of educating for nationalism and educating for prosperity which is aligned with 

Singapore’s aim to retain its ‘Asian core’. Employing bilingualism was an intentional move 

toward establishing a cohesive identity (Gearin et al., 2017). 

3.7 Education and Power — A Contested Arena 

The curriculum is always “political by nature” (Lee, 2008, p. 221) and “is never 

simply a neutral assembly of knowledge . . . It is always part of a selective tradition, 

someone’s selection, some group’s vision of legitimate knowledge” (Apple, 2001, p. 266). 

Politics exerts a strong influence on the content of any curriculum and helps decide whose 

knowledge is of most worth and whose knowledge is marginalised. The knowledge 

transferred into school cannot be neutral since it is selected and organised around sets of 

principles and values that come from somewhere, that represents particular views of 

normality and deviance, of good and bad and of what good people consider important (Apple, 

1990). This necessitates the proper analysis of the stakeholders, their influence and role in the 

curriculum and textbook developments. 
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Crawford (2000) investigated the process of textbook construction both from within 

individual contexts and with the structural, ideological and political relationship between 

different contexts. He argued that since textbooks rely on culture, the ideological and political 

power of dominant groups seeks to impose and emphasise cultural homogeneity as well as 

attempt to foster shared attitudes and shared historical memories. He revealed the existing 

power dynamics in the process in different stages of textbook construction such as:  

• the influence of state control over school knowledge and the nature of the 

structural (historical, economic, cultural, ideological and political) constraints 

impinging upon textbook construction; 

• the relationship between the exercise of power, the selection of curriculum 

knowledge and its classroom implementation. (p. 4) 

Similarly, Apple (1993) argued that textbooks are “conceived, designed and authored 

by real people with real interests” and are “published within the political and economic 

constraints of markets, resources and power” (p. 46). The process of designing a textbook is a 

social construction which may include and exclude the expectations of several stakeholders 

concerning what establishes legitimate curriculum or policy knowledge (Anyon, 1979). Thus, 

the textbook construction process is always contested and plays a determining factor in 

deciding the influence or power of stakeholders. As mechanisms of socialisation and “as sites 

of ideological discourse, textbooks introduce young people to an existing cultural and socio-

economic order with its relations of power and domination” (Crawford, 2000, p. 1). It is 

generally believed that textbooks portray accurate and correct facts. However, some evidence 

shows that textbooks fail to provide accurate facts. For instance, Malhi (1999) revealed 

factual errors in Malaysian history textbooks and maintained that: 
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It does appear that there is a trend of ‘rewriting’ our history which glorifies certain 

local rulers, leaders and personalities but conceals their weaknesses. What concerns 

me most is that our history textbooks have been plagued with factual errors and 

contradictions since 1989. Something is terribly wrong with our system of writing 

history textbooks. Could it be the authors are selected by the Ministry to write a single 

textbook which will be approved regardless of quality? (p. 23) 

Thus, investigating the social construction of textbooks presents a context of the 

power dynamics and the cultural politics of education. People who are associated with the 

curriculum development process have a certain vested interest in the content and orientation 

of the curriculum and may include teachers, parents, school principals, academics, religious 

and cultural representatives, politicians and community members (Brady & Kennedy, 2010). 

Since the stakeholders have a vested interest in the curriculum, they exercise their power to 

manipulate the curriculum in their interests. Apple (1996) argued that the relationship 

between culture and power has continued to receive significant interest in the curriculum 

development process “with what counts as 'official knowledge' being one of the foci and what 

does not receive the imprimatur of legitimacy also being subject to attention” (p. 128). Thus, 

the curriculum is always political and possesses a wide array of stakeholders in the 

curriculum design and construction who struggle between their interests. 

The schools are crucial areas for civic development and the promotion of political 

participation for young people. Schools play a vital and well-recognised role in the political 

socialisation of young people and determining the character of democratic learning and acting 

(Beutel, 2012; Youniss et al., 2002). Classrooms contribute significantly to the development 

and practising of civic skills and offer platforms for civic engagement and political discussion 

(Pasek et al., 2008). A seminal international comparative study carried out by Torney-Purta et 
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al. (2001) that covered 28 countries including United States, Australia, Norway and Belgium 

revealed that although the civics curriculum was included in the formal education curricula of 

most countries, civics and citizenship education usually had a weak presence and status in 

schools. Though most countries possess democracy as a form of governance, they are 

concerned about how democracy can be understood and stimulated in their societies. Thus, 

many countries have considered education for democratic citizenship as an important national 

task (Roh, 2004). Nepal was not part of Torney-Purta’s study but is worth comparing with 

some of the other nations in her study. 

Since teachers possess a good understanding of education policies and curriculum as 

implementers of citizenship curriculum and textbooks, they are key actors in citizenship 

education. Uniformity in the formulation or implementation of the curriculum is not possible 

since these are largely dependent on the values and attitudes of teachers and administrators 

and other external factors (Benavot & Resh, 2003). Teachers’ prior knowledge, values and 

emotions significantly influence how they understand the policy and they have a tendency to 

incline towards policy interpretations that suits their attitude, beliefs and values (Sim & Print, 

2009; Spillane et al., 2002). Thus, when analysing the education policies and curriculum that 

involve citizenship, it is important to explore teachers’ understanding of citizenship and how 

it fits into a tightly controlled, nationally oriented education policy (Sim & Print, 2009, p. 

386). The teacher’s role in implementing education policy and influencing student learning 

processes has been recognised as “the centerpiece of educational change” (Schmidt & 

Datnow, 2005, p. 949) and educational change depends on “what teachers do and think” 

(Fullan, 2007, p. 129). Teaching practices are influenced by the professional identities of 

teachers and are embedded in wider socio-cultural and historical contexts (Kelly, 2012). In a 

centralised education system like Nepal’s, teachers are perceived as passive receivers of 

policies and policy generation processes and its implementation are viewed separately (Bell 
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& Stevenson, 2006). Policies should be viewed as a single process and its generation and 

implementation should be interdependent (Bell & Stevenson, 2006; Bowe et al., 1992) and 

teachers should believe that they are key contributors in the policy generation process. 

This thesis is based on the assumption that education policy making is a dynamic 

process in which the nation state exerts power and deploys resources (such as regional 

educational advisers, textbook writers, local resource centres and university teacher training 

institutions in the Nepalese context) to bring change through to schools and classrooms (with 

that change potentially further mediated by principals and teachers).The MoE as the apex 

body of all educational organisations in Nepal formulates educational policies and plans and 

manages and implements them across the country through the institutions under it such as 

CDC, RED, NCDAC, DEOs and SMCs. The Nepalese government has been collaborating 

with international organisations such as the UNESCO, UNDP, UNICEF, Japan International 

Cooperation Agency (JICA), Danish International Development Agency (DANIDA), ADB 

and the World Bank to improve the quality of education in the country. The realisation of the 

necessity to instil democratic values among its citizens and the limitations of traditional 

educational practices of Nepal in the early 1950s opened up international support in the 

Nepalese education system (Regmi, 2019). The formal collaboration of the government with 

international organisations began in 1956 with the assistance of the United States Operations 

Mission (USOM). The Nepal government and USOM invited Dr Hugh B. Wood, who first 

formulated the Nepal National Education Planning Commission (NNEPC) – and later the 

execution of the NNEPC’s report as the first educational policy of Nepal (Regmi, 2019).  

In Nepal, different international organisations influenced the history of educational 

policy development. For example, USOM was an influential actor during the 1950s through 

its assistance in formulating and executing of the NNEPC (1956) while the World Bank 
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started to become involved in the Nepalese educational policymaking process (Regmi, 2019). 

However, during the 1960s when the NESP 1971 was formulated, the influence of external 

agencies was significantly reduced (Sellar, 1981). The restoration of democracy in the1990s 

opened up opportunities for international agencies to involve themselves in the Nepali 

education system once more. Although several agencies and countries, such as the EU, 

Norway, Denmark, Japan, Finland and UN agencies have been assisting Nepal’s education 

through financial and technical support, the World Bank has assumed a leadership role in 

shaping educational plans and policies (Carney & Bista, 2009; Regmi, 2019). Table 3.1 

shows education projects assisted in Nepal by the World Bank. 

 Table 3.1  

Education Projects in Nepal Funded by the World Bank 

Plans/ Programs/Projects Amount USD 

(million) 

Approved 

Year 

VETP II  60.0 2017 

School Sector Development Program (SSDP)  185.0 2017 

Higher Education Reforms Project  65.0 2015 

School Sector Reform Program (SSRP)  100.0 2013 

Vocational Education and Training Project (VETP) I 50.0 2011 

SSRP  130.0 2009 

EFA Additional Financing  60.0 2007 

Second Higher Education Project  60.0 2007 

EFA Project  50.0 2004 

Community School Support Project (CSSP)  5.0 2003 

BPEP II  12.5 1999 

Higher Education Project I  20.0 1993 

BPEP I  30.6 1992 

Earthquake Emergency Schools Rehabilitation  22.8 1989 

Engineering Education Project  11.4 1989 

Education Project III  8.4 1984 
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Primary Education Project  12.8 1984 

Education Project II  14.3 1981 
 

Note. Adapted from Nepal: Projects and programs (pp. 21-35), by World Bank, 2018, 

Author. Copyright 2018 by World Bank. 

Since the Nepalese education system lacks a single overarching national framework, 

the educational projects that took place after the 1990s had often had a short life span and the 

GoN continued to change its educational policies and practices as preferred by the donors of 

specific educational projects (Regmi, 2019). For example, the Secondary Education 

Development Project (SEDP) 1992–2000 was introduced with the assistance of the ADB 

(ADB, 2004) but in the BPEP II, Denmark assumed the leadership role through investing 

US$36.7 million, compared to the World Bank’s investment of US$12.5 million (World 

Bank, 2009). The over-relying of the GoN on external actors to fund its educational projects 

undermined its efficiency and leadership in education and the prolonged political instability 

has worsened the situation (Baral, 2012). Table 3.2 illustrates the donors’ involvement in 

educational plans and programs in Nepal. 

Table 3.2  

Major Educational Programmes in Nepal and Donors’ Involvement 

Plans/ Programs/Projects Major Actors 

NEPC 1956 GoN and USAID 

Education for Rural Development 

Project 1981–1985 

 

UNESCO and UNDP 

Primary Education Project 1984–1992  World Bank and UNICEF 

BPEMP 1991  GoN, World Bank 

BPEP I 1992–1999  World Bank, Denmark, Japan and UNICEF 

SEDP 1993–2002  ADB and World Bank 
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BPEP II 1999–2003  Denmark, World Bank, European 

Commission, Norway, Japan, Finland, ADB 

and UNICEF 

CSSP 2003–2008  World Bank 
 

EFA 2004–2009  

World Bank, Finland, DFID, DANIDA, 

Norway, AUSAID and EC 
 

SSRP 2009–2016  

World Bank, ADB, Finland, DFID, UNICEF, 

DANIDA, Norway, AUSAID, EC, GPE 
 

SSDP 2016–2023  

World Bank, ADB, EU, Finland, GPE, 

Norway, JICA, UNICEF and AusAID 
 

Note. Adapted from Nepal: Secondary education support project (pp. i-iv), by Asian 

Development Bank, 2011, Author. Copyright 2011 by Asian Development Bank; School 

sector development plan, Nepal, 2016– 2023 (pp. 111-112), by Ministry of Education, 2016, 

Author. Copyright 2016 by Ministry of Education; Nepal: Projects and programs (pp. 21-35) 

by World Bank, 2018, Author. Copyright 2018 by World Bank; “Educational Governance in 

Nepal: Weak Government, Donor Partnership and Standardised Assessment” by K. Regmi, 

2019, A Journal of Comparative and International Education, 33(1), p. 11. Copyright 2019 

by Routledge. 

3.8 Schools as Institutions to Promote Democratic Citizenship 

Schools possess the capacity – and have the mandate – to reach out to all young 

people and are responsible for educating students in relation to defined civic norms. 

Furthermore, schools promote the development of civics and political knowledge as well as 

problem-solving and critical thinking skills. Children start developing an understanding of 

social rights and political interest prior to the age of nine (Holden, 2003). Whatever they 

learn in schools in the areas of societal issues, politics or institutions contribute to developing 

their civic development. Thus, schools have a great responsibility to educate young people in 

civics and life skills. 
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Although schools possess enormous responsibility for developing young people’s 

civic, moral and democratic attributes, students’ perspectives about the role of schools should 

also be analysed. There is a growing recognition among educational planners and 

policymakers that schooling in the present context is not contributing positively to the 

experience of most children and adolescents in South Asian countries (UNESCO, 2017a). In 

Nepal, the school system has been a key part of the project of nation-building since the 

middle of the twentieth century. The schools have also not been notably successful in 

fostering mutual understanding among students. For example, since the 1990s the Japanese 

curriculum depicts contemporary China mostly negatively and stereotypically and the civics 

components now place more emphasis upon differences in the lives of Chinese and Japanese 

youths where there used to be more of a focus upon their commonalities (Rose, 2015). 

Likewise, Chinese textbooks stereotypically link contemporary Japan to a notion of ‘eastern 

culture’ placing a high emphasis on traditional Japanese culture originating from Chinese 

culture (Rose, 2015). This portraying of supremacy over culture and lifestyles of another 

nation in the curriculum and textbooks provide limited avenues to students and teachers in 

both countries to discuss the values and range of shared cultural traditions between Japan and 

China thereby curbing the opportunities to foster mutual understanding. Likewise, the 

depiction of China, India and other neighbouring countries and the story of their advancement 

in Nepalese textbooks also raises questions. 

The primary objective of a democratic citizenship curriculum is to enable young 

people to gain and learn the skills, values, beliefs and knowledge in order to develop them as 

informed, active and socially conscious citizens that are required in any healthy democratic 

society (Doganay, 2012). As Beutel (2012) noted we should not wait for a student to 

experience democratic values such as “tolerance, empathy, experiencing self-effectiveness, 

change of perception, constructive ways of dealing with conflicts, the ability to judge 
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ethically and a sense of fairness” (p. 9) in their adulthood only. It is important to develop 

democratic attributes at an early age so that young people can start contributing significantly 

to issues of public importance. Thus, democratic citizenship knowledge, skills, values and 

attitudes should be focused upon and made an integral component of the curriculum at all 

levels of school (Doganay, 2012). This study is about exploring how these principles might 

play out in a young democracy in a relatively poor developing nation. 

Although schools have been a major source in relation to educating young people on 

civics and political rights, there are certain areas of improvement to meet the purposes of this 

education. Ireland and Kerr (2004) in the context of England, suggested reviewing the current 

practices of implementing the citizenship education in schools, adopting a wide 

developmental vision of citizenship education by policymakers and developing “a more 

holistic and coherent approach to citizenship education based by schools around the three 

components of citizenship education: in the curriculum, in the whole school culture and 

partnership with the wider community” (Ireland & Kerr, 2004, p. 27). This study similarly 

seeks to explore what these three Cs (Curriculum, Culture and Community) mean in the 

context of Nepalese policy and practice around political education. 

3.9 Curriculum Development Process 

The curriculum always occupies a central space in the educational development 

process. It possesses interrelated elements such as aims or statements of intent, teaching and 

learning strategies, methods for assessment and evaluation processes (Prideaux, 2003). The 

national school curriculum of a country reflects its aspirations in terms of a country’s 

educational aims and objectives which outline the intentions that contribute to formulating 

the policies, in order to provide guidelines for implementation (Schmidt & McKnight, 1995). 

The curriculum is “a plan or program for all the experiences which the learner encounters 
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under the direction of the school” (Oliva, 2009, p. 7). The curriculum includes classroom and 

extracurricular activities carried out within the school’s obligation toward meeting the aims 

of the school. Thus the curriculum includes plans “in written form and of varying scope, that 

delineate the desired learning experiences” (Doganay, 2012, p. 29). There is evidence that 

curriculum processes have not been as complex as this in Nepal, but this study seeks to 

unpack what happens in the journey from policy formulation to classroom practice. 

When studying the curriculum, it is important to consider its three levels – the 

intended curriculum, enacted curriculum and experienced curriculum. The intended 

curriculum illustrates the social, educational and political aspirations of any nation in terms of 

educational objectives and is more concerned with the goals and objectives of what is to be 

taught. This curriculum is expressed through policies, curriculum frameworks and formal 

documents and echoes the social, educational and political ambitions of the particular nation 

(Marsh & Willis, 2007; Schmidt & Richard, 2006). The enacted curriculum concerns “the 

professional judgements about the type of curriculum to be implemented and evaluated” 

(Marsh, 2010, p. 91). It refers to what is taught by teachers to students at the classroom level 

and develops a connection between curriculum goals and reality. Variables when it comes to 

enactment include budget, resources, facilities, staff, students, local context, the expectations 

of society and international trends. Finally, the experienced curriculum is mostly related to 

the learners and refers to the knowledge and skills developed by the students (Schmidt & 

Richard, 2006). Although the intended curriculum provides a plan about what to teach in 

schools, there are always deviations from attaining its goals. Factors such as teachers’ beliefs, 

value judgements, teaching practice, availability of resources and teacher qualifications all 

affect the delivery process (Schmidt & McKnight, 1995). Furthermore, teachers often consult 

textbooks without giving due consideration to the curriculum (Shrestha, 2005). Thus, it is 
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important to ensure that there is a linear alignment between the intended and enacted 

curriculum to meet educational goals and objectives. 

To provide a long-term vision of school education, the Nepalese CDC developed a 

National Curriculum Framework (NCF) for School Education in Nepal in 2007 which 

represents the overall policy concerning the educational management of the curriculum in the 

country. The document represented an outcome of the analysis of the existing educational, 

social, cultural, political and economic context of Nepal and the world. The framework also 

acts as the core document of school education of Nepal which hopes to offer a long-term 

vision of school education. The framework outlines policy and guidelines on curricular 

aspects and provides the foundation for the development and implementation of curricula 

along with the objectives and structure of school education. The NCF 2007 has attempted to 

include various aspects of education, including ICT, life skills, human rights and 

inclusiveness to meet the global challenges and hoped that it will be able to promote 

democratic system and culture among students (CDC, 2007). The policymakers envisioned 

that implementing the framework would be supportive in resolving the issues related to 

inclusion, localisation, teacher education and overall educational management and that the 

students will be capable enough to cope with the challenges of the twenty-first century. 

Furthermore, it has been hoped that the implementation will also provide concrete direction 

for the national education system as a whole (CDC, 2007). 

Nepal thinks of the curriculum at three levels: Intended level – a learning plan, 

includes intended information, skills and attitudes; enacted (Implementation) level – how it is 

delivered to students and achieved level – three forms of outcomes like knowledge, 

techniques and values. (MoE, 2004). The NCDAC, chaired by the Minister of Education, 

formulates the curricular policies while the CDC develops, revise and implements the school 
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curricula (CDC, 2007). The curriculum development process in Nepal is illustrated in Figure 

3.2.  

Figure 3.2  

Curriculum Development Process in Nepal 

Note. Adapted from National curriculum framework for school education in Nepal (pp. 13-

14), by Curriculum Development Centre, 2007, Author. Copyright 2007 by Curriculum 

Development Centre. 

The curriculum development process starts with the formation of a subject committee 

comprising of subject teachers, teacher educators and university professors. This committee 

receives the draft curriculum from a write-up committee and reviews it against set curricular 

goals, course content, approaches to teaching and assessment and so on. On agreeing with the 

curriculum, this committee forwards the draft to the CDC for the final review. The centre 

invites the specialists for their review where required and has the right to amend or confirm 

the curriculum. Once confirmed, by this committee, the curriculum development process is 

completed. The NCDAC is responsible for the formulation of curricular policy and holds an 



93 
 

 

occasional discussion with the curriculum stakeholders about the relevancy, effectiveness and 

appropriateness of the curriculum. The regional curriculum and textbooks coordination 

committee provides information to the subject committee and the CDC about the 

implementation challenges of the curriculum and suggest necessary changes in the 

curriculum. It collects information from students, teachers, parents, policymakers and other 

professionals (MoE, 2004, 2016). 

The mechanism for the curriculum development process in Nepal has been criticised 

for its non-inclusiveness as it does not include all stakeholders of the curriculum in the 

process. Recognising that this is lacking, the National Curriculum Framework (Ministry of 

Education and Sports [MoES], 2005) recommended the curriculum development process 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. (p. 7) 

3.10 Effects of Globalisation on Education 

In the contemporary world, globalisation has a close relationship with education. 

Nepal, like most developing countries, has been affected by the wave of globalisation, 

especially over the past two decades. In most countries, educational reform programs and 

policies have been developed, modified and promoted with a common process of aligning 

reforms with the changes in economy, politics or culture that have been prompted by 
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globalisation (Rizvi, 2017). There are two prominent global trends in terms of education 

reform – the first trend is related to the movement to link education with centralised 

economic interests while another one is concerned with the decentralisation of decision-

making to localised school sites (Ball, 1998; Ledger et al., 2015; Rizvi, 2017). Policymakers 

in education have realised and admitted that globalisation has elevated the issues of 

legitimacy and trust in educational institutions. In addition to posing new challenges for 

educational institutions, globalisation has also provided space and opportunities for them to 

rethink educational structures and processes (Rizvi, 2017). For much of its history, Nepal has 

been isolated from global trends, but even as a relatively de-industrialised and agrarian state, 

Nepal has not been immune from the effects of technology and more mobile populations 

reducing the world to a global village.  

Globalisation has affected a reorganising of educational purposes for serving the 

needs of flexible, modern, enterprising and productive twenty-first-century economies. A 

perhaps unintended consequence has been in the diminution of weight given to moral, social 

and cultural aspects of education. Explicit or implicit neoliberal policies have been 

encouraged by international organisations and governments both formally and informally 

(Rizvi, 2017). Carnoy (1999) also argued that economic restructuring and allied economic 

and political ideologies have heavily influenced curriculum and pedagogy in comparison to 

the direct effects of globalisation. In the context of Nepal, UNESCO, the World Bank and 

Asian Development Bank [ADB] have been instrumental in shaping Nepal’s educational 

policies and education reform (Bhattarai, 2016) and are important stakeholders in the 

Nepalese education system. However, National Curriculum Framework (NCF) 2007 

policymakers did not necessarily explicitly recognise in 2007 that globalisation and an 

increasingly open Nepalese economy would likely complicate the loyalties and attachments 

of young Nepalese people, but new technologies and increasing flows of people into and out 



95 
 

 

of Nepal had the capacity to alter the nature of long-standing allegiances in a country 

previously relatively isolated from the rest of the world (Regmi, 2019; Wagle, 2015).  

3.11 Social Studies Education 

Social Studies as a subject has been interpreted and considered differently in different 

contexts. It has been contested from its introduction (Evans, 2004) and has been responsive to 

the emergence of new priorities such as the need to encompass human rights, multiculturism, 

global education and other twenty-first-century imperatives (Jorgensen, 2014). The purpose 

of social studies is to “prepare the youth so that they possess the knowledge, values, and 

skills needed for active participation in society” (Marker & Mehlinger, 1992, p. 832) and 

offers a vision of the value of knowledge (Jorgensen, 2014). As a subject, it emphasises the 

essence of reflective thinking skills and the advocacy of democratic ideals and social justice. 

As a field, it is shaped by the agendas of politics and society which largely affect the contents 

and teachings of social studies education (Jorgensen, 2014; Ross et al., 2014). For Jorgensen 

(2014), social studies is the product of the social nature of humans and the understanding of 

what it means to be human, but it also strives to embrace the customs and traditions of 

particular societies.  

There has been a variation in terms of purposes and orientations to education for 

democratic citizenship through social studies. For example, Barr et al. (1977) categorised 

approaches to social studies into three groups: citizenship or cultural transmission, social 

science, and reflective inquiry and argued that each orientation reflected different goals for 

social studies. Similarly, Morrissett (1977) outlined the orientations of social studies into five 

categories: “transmission of culture and history, social science processes and subject matter, 

reflective or critical thinking and inquiry, the study of social and political controversies with 

the aim of promoting social activism and personal development” (pp. 206-208). The primary 
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difference between these two approaches relates to the extent that they promote social 

activism. Although several conceptions of the orientations to social studies are discussed, 

there has been a general agreement among scholars that social studies has three major 

purposes – socialisation into the norms of society, acquisition of disciplinary concepts and 

processes and the promotion of critical or reflective thinking (Ross, 2006).  

Civics education in most South and South-East Asian countries is taught under the 

umbrella of social studies with an avowed aim of developing civic qualities among students. 

However, the lessons are focused dominantly on teaching geography, history and relatively 

dry political and legal factual and structural content (Kobara, 2011). This has also been the 

case in Nepal where the components of civics education are included within a social studies 

curriculum that comprises disciplines such as geography, history, economics, peace education 

and conflict resolution. Social studies is taught as a compulsory subject in school education 

across all grades. The term social studies in the Nepalese context was formally used in the 

NNEPC Report 1956 for the first time when it was recommended that social studies be part 

of the primary education curriculum. The formal teaching and learning of social studies 

started in 1961 when it was formally included in the primary level curriculum (MoE, 1961). 

Following this, the National Education System Plan 1971 developed a primary level social 

studies curriculum and it was recognised as a formal subject in Nepal (MoE, 1971). 

The present social studies curriculum in Nepal has been envisioned as promoting the 

learning of children in the social and physical environment and expects that the curriculum 

will contribute to the development of productive and active citizens (although it does not 

define what this might mean in the context of Nepal). It is also expected that the curriculum 

will help students to develop critical thinking processes, skills and ability and participate in 

learning and life skills thereby supporting students to identify and address their problems. 
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Although the Nepalese social studies curriculum goes beyond political and structural 

knowledge, it “is offered within a framework of the established order, to encourage more 

participation in the system rather than to question it” (Leighton 2004, p. 169), which is the 

case with civics and citizenship education curricula in most countries. The policymakers of 

the social studies curriculum have hoped that the curriculum will also benefit the students 

who tend to drop out of the formal education system to continue in the education system for 

longer by addressing their problems and daily life challenges (MoE, 2009). The dropout rate 

has been considered as a major challenge to meet the educational goals in Nepal. Dropout 

students are the category of students who leave formal education without completing a grade 

or level and the dropout in primary education during 2012/13 was 5.2% (DoE 2012; MoE, 

2003). In Nepal, several factors such as access and equity, poverty and economic hardships, 

under-financing and low quality of education are cumulatively responsible for the levels of 

attrition (Baidya, 2000). 

In Nepal, the objectives of the civics and political-related curriculum are achieved 

only when the learning outcomes (LOs) of social studies curriculum has linear alignment 

with its textbook contents (Shrestha, 2005). There have been no significant efforts made to 

examine this alignment scientifically. A brief attempt was made in 2005 to examine the 

linkage between the LOs and the textbook contents of social studies at the primary level. The 

study revealed that most teachers were not aware of the LOs mentioned in the curriculum for 

each lesson. Furthermore, the textbooks did not address the LOs and as a result, teachers 

delivered solely the textbook contents (Shrestha, 2005). This clearly indicated a gap between 

the planned curriculum and the textbooks in terms of meeting the educational goals of civics 

and citizenship education in Nepal. Furthermore, a detailed analysis was required to examine 

the alignment between curriculum and subsequent textbook contents. Thus, a significant issue 

facing social studies education in South and East Asian countries – and Nepal in particular – 
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is how to ensure that the practice of social studies also focuses on achieving the goals of 

civics and citizenship education. This is also one of the areas of focus of this thesis.  

This literature review has presented how several factors contribute to the importance 

and desirability of civics and citizenship education constituting an important component of 

school life and the curriculum to shape democratic attributes of young people. The review of 

relevant literature in the study area contributed to the design of a conceptual framework based 

on the three contexts of the policy cycle approach to policy analysis – the context of 

influence, the context of policy text production and the context of practice (Bowe et al., 1992) 

with further modifications made by Ledger et al. (2015) to suit the Nepalese civics and 

citizenship learning context. 

3.12 Chapter Summary  

This chapter has considered the literature on the nature and challenges of civics and 

citizenship education and their relevance in the Nepalese context to promote active 

citizenship in schools. It has served to reflect the global context of the civics and citizenship 

education in established and emerging democracies and provided an understanding of the 

proper inclusion and implementation of the tenets of civics and citizenship education within 

the curriculum in the present context. The chapter has reviewed and acknowledged that 

national identity and democracy, cultural diversity, global education and power as central to 

the formulation and reform of the curriculum and recognises challenges in educating for 

democracy and its associated virtues in a diverse country like Nepal. Finally, the chapter 

emphasises the need for developing quality, values, skills and attitude of citizens who will 

contribute to support and sustain democratic processes. 

The next chapter discusses the research methodology and methods employed in this 

study based on the literature reviewed in this chapter. 
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Chapter 4 Methodology 

In this chapter, the methodological approaches for the study are described. First, the 

research purpose and research questions are outlined and explained. Second, the conceptual 

framework for the study is shared. Third, the research design and selected methodological 

approaches are presented and justified. Fourth, the methods of data collection and analysis 

are outlined. Finally, ethical considerations around the generation of new knowledge in this 

study are discussed. 

4.1 Research Purpose and Research Questions 

The primary purpose of this study was to analyse the intended role of civics and 

citizenship education in shaping the democratic attributes of young students at the basic 

education level of Nepal with a focus on themes of national identity and democracy, global 

education and cultural diversity. In alignment with this purpose, the study analysed the 

curriculum and relevant policy documents related to social studies, textbook production and 

some qualitative perceptions of policymakers and teachers. To achieve the objectives of this 

research, the central research question that oriented the exploration was: 

 

How does civics and citizenship education in the Nepalese formal education 

system promote education for democratic citizenship? 

Three auxiliary research questions were derived using the Bowe et al. (1992) policy 

cycle approach to clarify the research focus (the policy cycle approach is further outlined in 

Section 3.2). The areas that were explored under the specific research questions are presented 

below. 
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Context of Influence 

1. What have been the main policy drivers and national political, cultural and social 

factors at the macro context of influence contributing to curriculum reform in the 

context of civics and citizenship education in Nepal? 

Context of Policy Text Production 

2. How are the themes of national identity and democracy, cultural diversity and global 

education communicated through the content of textbooks at the meso context of policy 

text production?  

Context of Practice 

3. What are the perceptions of social studies teachers with respect to the teaching and 

learning of national identity and democracy, cultural diversity and global education 

themes at the micro context of practice? 

4.2 Conceptual Framework 

This qualitative research was conceptualised predominantly as a policy into practice 

study and analysed the relevant policies and policy drivers contributing to the development of 

the civics and citizenship curriculum. 

The study utilised a policy cycle approach to policy analysis by Bowe et al. (1992) as a 

conceptual framework with some modifications by Ledger et al. 2015. Bowe et al. (1992) 

conceptualised the policy cycle within three contexts of policymaking – the context of 

influence, the context of text production and the context of practice. For the purpose of this 

study, a few modifications were made to understand the issues of curricular influences and 

possible interrelationships between the contexts of a policy process at the macro, meso and 

micro levels (see Rizvi & Lingard, 2010; Vidovich, 2013). The increasing effect and 
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influence of globalisation in the process of policy and curriculum development process also 

necessitated the modification since the key policy processes were not limited only to national 

drivers of change in more recent years. In addition, as Vidovich (2013) and Mainardes and 

Gandin (2013) argued, the state still holds influential power in policy reform and 

implementation in most developing countries. The modified approach recognises 

interlinkages between three contexts of the policy process: the context of influence, the 

context of policy text production and the context of practice which are based on the addition 

of levels to the analysis. 

The multi-dimensional interconnected policy cycle analysis model (Figure 4.1) 

introduced by Ledger et al. (2015) was adopted as a suitable model in this study with minor 

modifications. They categorised major enablers and restrictions in the policy cycle into five 

themes – people, place, philosophy, processes and power (the “5Ps”) across four levels of the 

policy cycle. The model shows interlinkages of processes across levels, contexts and the 

“5Ps”. The model was slightly modified to understand the increasing effect and influence of 

globalisation and the 5Ps on curriculum across the three levels of policy cycle and contexts to 

suit the Nepalese civics and citizenship education learning context. 
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Figure 4.1  

Conceptual Framework Utilised in this Study 

 

Note. Adapted from “International and Remote Schooling: Global to Local Curriculum 

Policy Dynamics in Indonesia” by S. Ledger, L. Vidovich and T. O’Donoghue, 2015, Journal 

of Happiness Studies, 24(4), p. 701. Copyright 2015 by The Asia-Pacific Education 

Researcher. 

Figure 4.1 has three major dimensions: a) policy contexts b) policy levels and c) 

policy threads. The intersecting diagonal shapes represent the three ‘contexts’ of the policy 

cycle approach – influence, policy text and practice and generated the three research 

questions to guide the research. Similarly, the concentric circles span global (or macro) to 

local (or micro) “levels” of the policy cycle approach. The macro-level denotes national 
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contexts, meso level concerns the state and intermediary context (for example curriculum 

advisers and textbooks) while the micro-level refers to the school and teacher level. 

Finally, the dissecting (horizontal) band represents the policy “threads” which 

intersect across all levels and contexts of the policy processes. The policy threads, denoted as 

the “5Ps”, act as enablers and constraints along the policy cycle from global to local 

implementation level and are seen as interconnected and interdependent. They cut across the 

policy cycle through the different levels and contexts as the curricular influences are 

understood in the context of Nepalese civics and citizenship learning (Ledger et al., 2015). 

The research was guided by a set of research questions that are derived from the first three 

contexts of the policy cycle approach – context of influence, context of policy text production 

and context of practice. 

4.3 Research Design 

An embedded multiple-case study research design (Yin, 2014) was used for the 

purpose of this study using social constructivist and interpretivist lenses. This study was 

developed around the three contexts or cases based on the framework developed by Bowe et 

al. (1992) to provide a collective understanding of different contexts of the policy cycle. Case 

study research methodology aims to provide an understanding of a social phenomenon within 

its natural surrounding “especially when the boundaries between the object of study and 

context are not clearly evident” (Yin, 2003, pp. 13-14). In other words, this methodology was 

utilised to produce detailed understandings about a phenomenon in the situation being 

investigated. The case study methodology emphasises a holistic approach of analysis (Yin, 

2018) and has the capacity to generate an in-depth, multi-faceted understanding of a complex 

issue within a particular culture and context (Crowe et al., 2011; Yin, 2018). It enables a 

researcher to organise the data according to categories or ideas and themes and to “decide 

which data to include as evidence for the story that is developing” (Simons, 2009, p. 118). 
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The case study approach further strives to capture the complexity of a single case which is 

often attained by combining several strategies, techniques, methods or theories and serves as 

a process of triangulation to assure the validity of case study research (Johansson, 2003; 

Kohn 1997). 

In relation to the social constructivist and interpretivist stance, the research recognises 

discourses and perspectives as socially constructed phenomena and that knowledge about this 

understanding will be attained through interpretation (Ledger et al., 2014; O’Donoghue, 

2006). The interpretive constructionist approach enables understanding of “how people view 

an object or event and the meaning they attribute to it is what is important” and records 

“syntheses of understandings that come about by combining different individuals’ detailed 

reports of a particular event or cultural issue” (Rubin & Rubin, 2005, p. 29). The research 

employed a social constructivist paradigm since it aimed to analyse the notions of national 

identity and democracy, global education and cultural diversity that were embodied in the 

four units of analysis: policy documents, curriculum documents, social studies textbooks and 

teachers’ perspectives. 

Since this research aimed to analyse policy, the curriculum and textbooks and 

perceptions of teachers through qualitative perspectives such as their opinions, it required 

using multiple sources of information. Case study research in this context offered a logical 

approach to understand the role of civics and citizenship education in three contexts of 

policymaking. This necessitated the application of case study design in the study. Case 

studies are a suitable research methodology when the answers are sought to how and why 

questions, when the researcher attempts to investigate particular instances in a natural setting 

or real context and when there is limited control over events (Kohn, 1997; Yin, 2009). The 

use of multiple cases in a study enables the findings and discussions to be convincing as it 

provides an opportunity to validate, qualify and extend the results relatively further than in a 
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single case study (Yin, 2014). It consists of more than a single case allowing the opportunity 

to explore differences within and between cases (Yin, 2003). In this study, the multiple case 

studies comprised three contexts or cases based on the framework developed by Bowe et al. 

(1992) that needed to be analysed. The use of multiple sources of evidence, the need to 

investigate a phenomenon within the real-life setting, the descriptive nature of the research 

question and the detailed representation of the respondents’ perceptions favoured the use of 

case study as a suitable methodology in this study. 

The careful study of conceptual frameworks, research methods and research questions 

provided a sound basis for the utilisation of this research approach. According to Crotty 

(1998), it is prerequisite for a sound research process to answer four research questions to 

justify the adoption of any particular research process – “What methods do we propose to 

use? What methodology governs our choice and use of methods? What theoretical 

perspective lies behind the methodology in question? What epistemology informs this 

theoretical perspective? and analytical frameworks” (p. 2). The answer to these basic 

questions provides a foundation for the study’s research design as presented in Table 4.1. 

Similarly, Creswell (2014) highlighted the importance of clarifying these philosophical 

underpinnings – in other words, epistemological and theoretical orientations – to elucidate 

and explain the use of particular research methods in the research design to answer research 

questions.  
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Table 4.1  

Research Design 

Epistemology Social Constructivism 

Theoretical perspective Interpretivism 

Methodology Qualitative case study 

Data collection methods Interviews and document analysis 

Data analysis methods Thematic analysis of policy documents and interviews 

Qualitative content analysis of textbook wordings 

Visual analysis of textbook images 

 

The use of the given framework in the study is appropriate to investigate a 

contemporary phenomenon – teachers’ perceptions of curriculum and textbooks within their 

real-life settings. The adoption of multiple-case study methodology supported by social 

constructivist and interpretivist stances is suitable in this policy analysis study given that it 

intends to build an understanding of teacher, textbook writer, curriculum developer and 

policymaker perspectives. Recently, Mohammad (2017) adopted this framework and 

acknowledged its suitability to explore curriculum policy within macro, meso and micro 

contexts and the non-linear relationship among these contexts in the context of exploring 

civics and citizenship education in Pakistan. He posited that the framework helped to inform 

the research design and the scope of the relevant data to analyse in relation to curriculum 

policy documents, textbooks and Pakistani teachers’ perspectives.  

The adopted philosophical standpoints and the research questions in the study 

necessitated the utilisation of certain approaches for data collection and analysis. The study 

involved detailed document analysis and collected information from the curriculum, 

textbooks and policy documents to understand the perspectives of policymakers while semi-
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structured interviews were conducted with policymakers, curriculum developers, textbook 

writers and teachers to understand perspectives on curriculum policy and textbooks in the 

promotion of democratic citizenship. This study used thematic analysis (Braun & Clarke, 

2006) to evaluate information from curriculum policy documents and analyse teachers 

interview data, while also using Schreier’s (2012) qualitative content analysis to analyse 

written meanings in social studies textbooks and Kress and Van Leeuwen’s (1996) visual 

analysis framework to analyse meanings within textbook images. 

4.4 Data Collection 

Primary data for this qualitative research were collected through semi-structured 

interviews with stakeholders, while documents, including relevant policy, curriculum, 

textbooks and government reports, were utilised for the secondary data. Teachers who were 

teaching social studies in Grades 5-7 were interviewed to understand their perspectives on the 

research questions across the three contexts of influence, whilst relevant policy, curriculum, 

textbooks, journals and government reports were utilised for the secondary data. Yin (2009) 

identified six main sources of evidence: documentation, archival records, interviews, direct 

observation, participant-observation and physical artefacts. Although not all of these sources 

are essential in all case study research projects, the use of multiple sources of data enables 

triangulation and enhances the construct validity, internal validity, external validity and 

reliability of the study (Silverman, 2005; Yin, 2009). Triangulation allows the researcher to 

approach a research problem from different standpoints and particularly in the data collection 

process, this helps to verify the data collected from other sources and allows cross-checking 

and comparison of results achieved from the different methods. Furthermore, it provides an 

opportunity to collect a complete set of data and results that are credible, allowing researchers 

to find a balance between multiple perspectives (Halperin & Heath, 2016). 
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4.4.1 Sampling 

Sampling was undertaken to select interview participants and relevant contents of 

social studies textbooks. Purposive sampling was used in the research given that the research 

and the knowledge of the population are always crucial in deciding the policy texts (Fraenkel 

et al., 2012; Patton, 2015). Since this research was focused on an individual case, the contents 

and cases to be analysed were judgmentally selected (Creswell, 2014). The policy cycle 

approach and the subsequent research questions related to the three policy contexts served as 

a basis for selecting the units to be analysed in this study. The social studies curricula and 

textbooks for Grades 5-7 were selected purposively in line with the focus of the study and the 

research questions. The first auxiliary research question also related to the meanings of 

national identity and democracy, cultural diversity and global education perspectives in the 

national curriculum of social studies. Similarly, the second auxiliary research question is 

related to the meanings of national identity and democracy, cultural diversity and global 

education perspectives in the social studies textbooks. 

Since the study aimed to analyse the intended role of civics and citizenship education 

in shaping democratic attributes of young people in the formal educational system of Nepal, 

it was crucial to interview social studies teachers to understand their perspectives on the 

subject matter. Altogether six schools were selected including four public and two private 

schools comprising Grades 5-7 as respondents for the study. The overview of the research 

participants and the data collection process was given in Table 4.2 below.  
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Table 4.2  

Brief Overview of Research Participants and Data Collection Method 

Research 

participants 

Method 

 

No. of 

participants 

School 

 

Teachers Semi-structured 

Interviews 

Eleven Four public schools – two each rural and 

urban-based 

Teachers Semi-structured 

Interviews 

Five Two private schools – one each rural and 

urban-based 

 

The schools were selected based on their location and availability of principals and 

teachers for the interviews. The researcher contacted and received the school principal’s 

approval prior to contacting teachers for the interview. Nine female and seven male teachers 

voluntarily took part in the interviews as suggested by the respective school principals. 

Information sheets and consent forms were provided to the respective schools a few days in 

advance to set the interview grounds and providing background information about the study. 

The teachers were consulted after securing consent to inform them of the nature of the 

research and set the venue and time for the interview and were given the information sheet in 

advance to allow time for them to make an informed decision to participate in the research. 

The policy cycle approach and the subsequent research questions related to the three 

contexts served as a basis for selecting the units to be analysed in this study. Although this is 

a qualitative study, there were efforts to ensure that the four schools were varied and 

reasonably typical and representative of the Nepalese public school’s educational context. 

The participants each had a role (sometimes an influential role) in drafting, finalising and 

implementing the social studies curriculum and textbooks in Nepal and thus understanding 

their perspectives on the subject matter was vital for the study. 
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4.4.2 Documentary Data 

 In undertaking a policy or curriculum analysis, documents such as policies, curricula, 

textbooks, journals, books and government documents are crucial sources of information. 

The National Curriculum Framework for School Education in Nepal 2007 which is the core 

document relating to school education in Nepal was reviewed. Major educational policies 

such as the NNEPC 1956, NESP 1971 and the SSDP 2016 were also reviewed. Furthermore, 

the social studies curriculum and textbooks of Grades 5-7 were analysed to deduce 

information about civics and citizenship education content. A few factors contributed to the 

focus on these grades. In Nepal, key induction into civic rights and responsibilities is 

introduced in the middle years of schooling (Grades 5-7) and children and young people’s 

roles as active citizens begin at an early age (Buchanan et al., 2018). Table 4.3 below 

summarises the list of documents analysed in the study. 

Table 4.3  

List of the Analysed Documents 

Document Date of 

Publication 

Publisher 

NNEPC Report 1956 1956 The Bureau of Publications 

NESP 1971 1971 Ministry of Education 

NCF 2007 2007 Curriculum Development Centre 

SSDP 2016 2016 Ministry of Education 

Social studies curriculum 2009, 2012 2009 Curriculum Development Centre 

Social studies textbook Grade 5 2011 Curriculum Development Centre 

Social studies textbook Grade 6 2017 Government of Nepal 

Social studies textbook Grade 7 2016 Curriculum Development Centre 
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4.4.3 Interviews 

Interviews were an important auxiliary source of data for this research and were 

utilised to understand the opinions and perspectives of stakeholders (Savenye & Robinson, 

2005). Using a semi-structured interview schedule, in-depth information on the subject matter 

was collected from the participants. The interview questions were developed drawing upon 

the relevant literature (Ball, 1994; Print & Lange, 2013; Torney-Purta et al., 2001). Teachers 

who were involved in teaching and learning social studies for Grades 5-7 were interviewed to 

determine their perceptions. This also helped to triangulate the different perspectives of 

stakeholders as recommended by Silverman (2005). To understand the perceptions of 

stakeholders, it is crucial to comply with the socially and culturally accepted standards that 

include attributes such as maintaining initial contact, taking ownership of knowledge, 

continued engagement and dedicated observation (Waldrip & Taylor, 2010). The respondents 

were provided with basic information about the research project and the purpose of the 

interview. Prior to the interview, information sheets and consent forms (see Appendices C 

and D) were provided to the respondents. The interview (see Appendix B for the interview 

schedule) took the form of a debriefing session where respondents were asked to clarify or 

explain some of the important issues if applicable. The ethical guidelines outlined by the 

Tasmania Social Sciences Human Research Ethics Committee were followed during the 

interview. Each participant was provided with an information sheet that detailed the purpose 

of the study, the expectation from the respondent and the usage of the interview data before 

the commencement of the interview. Similarly, written informed consent was obtained from 

each research participant prior to their involvement in the interview. 

4.5 Translation of Data 

A policy document (Social studies curriculum, 2012) and all three textbooks (Grades 

5-7) are printed in the Nepali language. Similarly, interviews were conducted in the Nepali 
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language since all participants were native Nepali speakers. The interview data, policy 

document and textbooks were translated into the English language for the purposes of the 

study. The analysis of the documents and interview data was conducted on these translated 

English language transcripts. Thus, translation was an additional component of this study. As 

a native Nepali speaker, the researcher carefully examined the selected materials (policy 

document and textbooks) in line with the three themes of the study and translated relevant 

sections accordingly for the analysis. Since he is an experienced translator and a researcher, 

he undertook the translation task himself. However, a bi-lingual expert reviewed three 

samples of translated materials to ensure that they appropriately conveyed the meaning the 

research wanted to examine. 

Interview data recorded in the Nepali language was translated and transcribed into the 

English language. Since the researcher is a university graduate and already conducted and 

translated several similar interviews during his professional work, he is capable of translating 

Nepali to English and understands the culture of the research participants. To ensure the 

accuracy of the translation, five English language transcripts were independently reviewed 

(together with a Nepali version) by a voluntary academic (from Tribhuvan University Nepal) 

who was proficient in English. Nevertheless, the confidentiality of the participants was 

maintained by anonymising them. The purpose of these activities was to ensure the accurate 

translation of the transcripts into the English language. 

4.6 Data Analysis 

To analyse the data, three methods were used: (1) thematic analysis of policy and 

curriculum documents and interview data, (2) qualitative content analysis and (3) visual 

analysis of social studies textbooks. The data analysis process is shown in Table 4.4 

below. 
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Table 4.4  

Summary of the Research Methods Employed in the Study 

Data Sources Method Research 

Questions 

Curriculum policy documents Thematic analysis – Braun & 

Clarke, 2006 

RQ 1 

Textbook wordings Content analysis – Schreier ,2012 RQ 2 

Textbook images Visual analysis – Kress & Van 

Leeuwen, 1996 

Interview data Thematic analysis – Braun & 

Clarke, 2006 

RQ 3 

 

 

4.6.1 Thematic Analysis of Policy and Curriculum Documents and Interview Data 

 A thematic analysis (Braun & Clarke, 2006) was employed to identify themes in the 

policy and curriculum documents and interviews related to the research questions. The 

policy documents (as mentioned in section 3.4.2) have had a substantial influence upon 

framing the context of civics and citizenship education policies in Nepal and provide an 

ongoing basis for the country’s contemporary policies. For the thematic analysis of policy 

documents, the themes were generated deductively from prior research (Boyatzis, 1998; 

Braun & Clarke, 2006). For this purpose, the thematic categories used were national identity 

and democracy, cultural diversity and global education and the findings were arranged 

according to the themes. These themes were derived from the education policies, 

educational goals and vision of school education and the most recent curriculum 

framework. 

The interviews were undertaken to understand teachers’ perceptions, ongoing 

practices and suggestions regarding the social studies curriculum and textbooks in the basic 

education level of the Nepalese formal education system. Thematic analysis was again used 
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(Braun & Clarke, 2006), with the interview data organised according to the themes. Through 

this process, themes were identified from the data that had significant characteristics or were 

relevant to the research questions. The analysis helped in the summarisation and 

interpretation of data (Braun & Clarke, 2006). They provide a six-step guide to conducting 

the thematic analysis effectively. These are to: become familiar with the data, generate initial 

codes, search for themes, review themes, define themes and write-up. These steps guided the 

process of thematic analysis in the study.  

a. Become Familiar With the Data 

Firstly the related information from policy documents and interview data were studied 

and listened to (interview recording) two times to immerse the researcher in the data and to 

become familiar with the depth and breadth of the content. Then the audio recording was 

translated and transcribed manually into written form for closer study and analysis. This 

process involved the repeated reading of the data to identify the possible pattern in the 

information. The related information from policy documents and audio recordings of the 

interviews were listed several times to ensure precise translation and transcription to search 

for meanings, patterns and trends. The transcripts were then reviewed carefully. This process 

was completed using Microsoft Word. Although using NVivo to conduct the thematic 

analysis was considered, Microsoft Word was a suitable solution since the researcher 

analysed a relatively limited number of documents and interviews and he was confident in 

being able to code the data and determine themes manually in Word. 

b. The Generation of Initial Codes 

The transcribed data were then organised in a meaningful and systematic way to draw 

conclusions. As explained in section 3.6, the analysis of the documents and interview data 

was conducted on the translated English language transcripts. The data were carefully coded 

and reviewed to develop sub-categories. Following Miles and Huberman (1994), codes were 
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used to assign meanings to the descriptive information and were “attached to ‘chunks’ of 

varying size – words, phrases, sentences or whole paragraphs” (p. 56). Coding also allows the 

organisation of raw interview data into the conceptual categories. This process was 

undertaken manually by working through the printed transcripts with markers. 

c. The Search for Themes 

The codes were carefully reviewed and brought together to fit into the three themes of 

the study. For example, there were a few codes related to the perceptions about students from 

ethnic and marginalised groups with socio-economic hardships which I organised into an 

initial theme of national identity and democracy. The same process was followed for other 

codes and they were ordered into broader themes that have some relation to the research 

questions. The identified themes were descriptive in nature. 

d. Review of Themes 

The preliminary themes identified earlier were reviewed, modified and developed in 

this step. The data associated with particular themes were validated to ensure that there were 

meaningful data to support the themes and that there were no overlaps of themes. 

e. Define and Name Themes 

The themes were re-examined to ensure that they supported the data and to provide an 

exact representation of the content. Refining the themes allowed the researcher “to identify 

the ‘essence’ of what each theme is about” (Braun & Clarke, 2006, p. 92). Thus, it was vital 

to understand the meaning of the theme and the relation between the themes. 

f. Writing up Report 

This was the final phase where the final analysis and write-up of the report took place. 

In this phase, the analysis was transformed into interpretable writing involving the themes, 

methodology and research question (Braun & Clarke, 2006). The focus of the write-up of a 
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thematic analysis centred on a concise, coherent, logical, and interesting account of the data. 

The direct quotes from participants and policy documents were a vital component of the final 

report (King, 2004), thus direct quotes were included to reinforce the specific points of 

interpretation with regards to the themes. 

4.6.2 Qualitative Content Analysis of Textbooks 

Since textbooks convey information through printed text and images, this study 

sought to understand how the themes of national identity and democracy, cultural diversity 

and global education are communicated through the content and images of textbooks at the 

meso context of influence, and how policy is translated into practice by curriculum 

intermediaries. This necessitated analysing both the text and images in the selected textbooks 

using suitable methods of analysis. 

Qualitative content analysis was selected as “a method for systematically describing 

the meaning of qualitative data” (Schreier, 2012, p. 1) which reduces the amount of material 

and is conducted through assigning successive sections of documents to coding frame groups, 

where the frame lies at the centre of the method. Coding frames are sets of instructions that 

assist in identifying and allocating the codes to research data. The qualitative content analysis 

enabled the categorisation of text and oral resources into identified themes of similar 

meanings. Schreier (2012) argued that content analysis is a systematic approach to data 

analysis because a) it considers all relevant materials, b) it follows proper sequential steps 

and c) the investigator must check the coding to ensure consistency. For the purpose of the 

content analysis of curriculum documents and textbooks, the thematic categories used were 

national identity and democracy, cultural diversity and global education. These themes were 

derived from the educational goals and vision of school education and from the most recent 

curriculum framework (CDC, 2007). The auxiliary research questions also dealt with the 
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meanings of these themes. In addition, citizenship education is centrally interested in 

exploring issues of identity and diversity and the promotion of open-minded consideration of 

multiple perspectives and multi-dimensional identities (Print & Lange, 2013; Torney-Purta et 

al., 1999). The qualitative content analysis, unlike other qualitative methods, assisted to 

reduce the amount of material and concentrate on aspects of meaning related to the overall 

research question (Schreier, 2012). 

This method centres on identifying thematic patterns in a text and the researcher looks 

for those patterns after the themes are identified. The analysis drew upon six steps for 

conducting qualitative content analysis – building a coding frame, segmentation, trial coding, 

evaluating and modifying the coding frame, main analysis and presenting and interpreting the 

findings (Schreier, 2012). This framework is a step-by-step method that is particularly 

suitable for the study since it aims to discover and then explain the meaning of categories in 

the texts or objects. 

Figure 4.2  

Steps in Qualitative Content Analysis  

 

Note. Adapted from Qualitative content analysis in practice (p. 61), by M. Schreier, 2012, 

SAGE Publications. Copyright 2012 by SAGE Publications. 
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The analysis process began with building a code frame where qualitative materials 

were organised into thematic subcategories which enabled the differentiation of data into 

groups according to their relevancy. Subcategories were then given names to expedite the 

analysis process. This was followed by a separation of information where the curriculum 

policy documents and textbooks were segmented into the areas of the research queries – 

national identity and democracy, global education and cultural diversity. Here the division of 

the coding frame into units took place and the main categories were reduced. The main 

strategies employed in the coding to create subcategories were – progressively – 

summarising, contrasting, comparing and subsumption. This was followed by a summarising 

of the coding unit and trial coding. The coding frame was evaluated and modified in the next 

stage while the main analysis took place in the final stage. In this stage, the findings were 

presented and interpreted. 

4.6.3 Analysis of Textbook Images 

The Visual Grammar framework, developed by Kress and Van Leeuwen (1996), was 

used in this study to analyse images produced in Nepalese textbooks. Textual analysis, as 

Fairclough (2003) observed, possesses the capacity to reveal both social events and change in 

our knowledge of themes that are embedded in texts. He noted that part of the analysis of 

texts is trying to identify what is assumed in a text and to understand its consequences 

because what is said in the text always rests upon unsaid assumptions. The visual semiotic 

analyst looks for signifiers which communicate meanings based on their social and cultural 

contexts. Visual communication embeds specific conventions and is coded. The word 

“illustration” is derived from the Latin lustro (I make light) and textbook illustrations 

generally aim to both illuminate the text and enable the reader to make enlightened 

connections to a text’s key themes. The constituent elements of an image such as its 

composition, perspective, modality, subject position and gaze, angle, line and frame (Kress & 
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Van Leeuwen, 2002) can all play significant roles in revealing meaning (Emmison et al., 

2012). The meaning-making undertaken in this study will inform the interpretation of aspects 

of civic learning expressed in the Nepalese textbooks. Analysis of semiotic meaning allows 

for observation of absence; what is absent can be as important in providing meaning as what 

is present (Potter & Wetherell, 2005). Visual images are also important in relation to their 

symbiotic interaction with the associated written text and in the case of each of the analysed 

images used in this study, this relationship is also unpacked. Finally, an attempt is made to 

interpret how the images will be read through the eyes of Nepalese young people in their 

specific (but diverse) contexts. 

Building on seminal work by linguist Michael Camille (1985) regarding the functions 

of language, Kress and Van Leeuwen’s grammar of visual design (1996) recognised that an 

image can present, simultaneously, three types of meta-semiotic tasks in creating meaning. 

They identified these tasks as the representational metafunction, the interpersonal 

metafunction and the compositional metafunction. These metafunctions can be thought of as 

three lenses through which we can view the meanings conveyed through images. Through a 

representational lens, we consider meanings that are used to represent our experiences in the 

world. Through an interpersonal lens, we consider meanings that allow illustrators to enact 

complex and diverse interpersonal relations. Through a compositional lens, we consider 

semiotic resources that manage and organise the flow of representational and interpersonal 

meanings in an image, so they form a meaningful whole. While the analytical framework 

applied in this analysis (Table 4.5) involves semiotic resources from each metafunction, it has 

also benefited from incorporating ideas and insights from Frank Serafini’s (2014) extension 

of Kress and Van Leeuwen’s “Visual Grammar” framework to include conceptual 

interpretation and socio-cultural and ideological readings of visual texts in different contexts. 

As Serafini (2014) noted, culture and ideology are influential in the interpretive process and 
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illustrations provide a basis for students to construct meanings. He further encouraged 

instructional practices by teachers that adopt both dominant and oppositional interpretations 

of illustrations so that students can be provided with space to interpret these for themselves. 

There is a distinctive language of visual semiotic analysis which informs the analysis 

of meaning in images. This analysis sought to analyse Nepalese textbook images for their 

broad use of a wide range of semiotic resources across each metafunction (representational, 

interpersonal and compositional, including vectors, symbolism, social distance, contact, 

angle, modality, framing and salience), to see how these images convey meanings about 

democratic citizenship. Further information about the analytical framework used in this study 

is outlined in Table 4.5. below which delineates the questions that were considered in 

examining each of the textbook images, consistent with the Kress and Van Leeuwen’s (1996) 

Visual Grammar framework. 

Table 4.5  

Visual Analytical Framework for Nepalese Textbook Analysis 

Visual Detail and Narrative Representation: 

 

1. Who are the represented participants in the image? 

2. How is the representational meaning conveyed (such as facial expressions, body 

language, gestures, dress)? 

3. What is the form of the representation in terms of setting, props and the participants’ 

appearance? 

4. How do props and settings confer symbolic meaning? 

5. Are there any vectors in the image that indicate action? If so, what kind of story does 

this action tell? 
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Intended Audience Effect: 

 

6. What is the relationship between the represented actors and the viewer (encoded 

through social distance and contact)? 

7. How does the angle of representation affect a viewer’s involvement with the 

represented participants? 

8. What types of thinking by viewers do the represented participants and objects seek to 

evoke? 

Compositional Choices: 

 

9. What is the effect of the modality of the image? 

10. How is the image organised (and what effect does this have)? 

11. How are framing devices deployed to underpin conceptual messaging? 

12. Which represented participants or features are more salient than others? 

13. How does this salience affect the impact and meaning of the image? 

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship: 

 

14. What is the relationship between the image and any complementary text? 

15. What is the image trying to tell the viewer in terms of social/cultural concepts? 

16. How real does the image appear to the viewer and does the sense of reality affect the 

validity of its message and any accompanying or related text? 

17. What are students intended to learn from this image about civic behaviour and values? 

 

Note. Adapted from Reading images: The grammar of visual design (pp. 17-56) by G. Kress 

and T. Leeuwen, 1996, Routledge. Copyright 1996 by Routledge; Handbook of visual 

analysis by T. Leeuwen and C. Jewitt (Eds) 2004, (pp. 92-118), SAGE Publications. 

Copyright 2004 by SAGE Publications; “Exploring Wordless Picture Books” by F. Serafini, 

2014, The Reading Teacher 68(1), pp. 24–26. Copyright 2014 by Wiley-Blackwell. 
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4.7 Ethical Considerations 

Ethical clearance was obtained for this research since the study involved interviewing 

teachers, school principals, curriculum and textbook developers and policymakers. Ethical 

approval guidelines outlined by the research committee of the University of Tasmania were 

followed and applied in the process of the data collection. 

The confidentiality of the interview respondents was maintained by anonymising the 

participants. Pseudonyms were used in the report and the schools’ names were kept 

confidential throughout the project. Interviews with teachers took place in a staff meeting 

room where access by other individuals was restricted. The one-on-one interview took place 

in an office room with the respondents where access by other staff members during the 

interview was restricted. Prior to the commencement of the interview, each participant was 

provided with an information sheet that included the purpose of the study, the expectation 

from the respondent, usage of the interview data and related publication and the contact 

details of the researcher in case the respondent would like to ask anything about the research 

after the interview. Four different information sheets were prepared according to the nature of 

the research participants. Similarly, written informed consent was obtained from each 

research participant prior to their involvement in the interview. Ethical approval was received 

from the Tasmania Social Sciences on October 16, 2017 (Ethics Ref No: H0016883, see 

Appendix A Human Research Ethics Committee (HREC) Approval Letter). 

4.8 Chapter Summary 

This chapter presented an overview of the research methods used in this study to 

investigate how civics and citizenship education in the Nepalese formal education system 

promotes education for democratic citizenship. The chapter was structured into three 

sections. The first provided an overview of the ontological and epistemological assumptions 

underlying qualitative research methodologies which were explained as the paradigms 
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guiding the research. The case study research was selected as the methodology to deal with 

multiple sources of evidence, the investigation of a phenomenon within a real-life setting, the 

descriptive nature of the research questions and the detailed representation of the 

respondents’ perceptions. The second section provided an overview of the theoretical 

framework and the overview of data analysis methods (thematic analysis, qualitative content 

analysis and visual analysis) adopted in the study. The utilisation of policy cycle approach as 

a theoretical framework allowed for an exploration of curriculum policy within and between 

the individual macro, meso and micro contexts. Many researchers have used this framework 

to investigate aspects of curriculum policy documents and processes (for example, Ledger et 

al., 2015 and Muhammad, 2017). The thematic analysis provided an effective method of 

identifying themes in the curriculum documents and teacher interviews relating to the 

research questions and arrange the findings according to the themes while qualitative content 

analysis method served as a flexible and systematic method of discovering meanings 

embedded in the textbook wordings. Similarly, the visual analysis provided a robust 

framework for analysing textbook images. 

Chapters 5-8 of the study present the findings of the analyses and relate them to the 

research questions. 
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Chapter 5 Thematic Analysis of 

Nepalese Curriculum Policy 

Documents 

This chapter presents findings from a deductive thematic analysis of key curriculum 

policy documents in Nepal. These documents were studied to understand how social studies 

curriculum policy has developed over time with special emphasis on policy objectives and 

recommendations related to civics and citizenship education and specifically the three themes 

of national identity and democracy, cultural diversity and global education. 

The chapter begins by introducing the historical and contemporary curriculum policy 

documents selected and analysed in this study. The second section presents the findings of 

the analysis. The identified documents have strongly influenced the framing of civics and 

citizenship education policies in Nepal and have provided a basis for the country’s current 

education policies. 

5.1 Curriculum Policy Documents 

The Nepal National Education Planning Commission (NNEPC) Report of 1956 and 

the National Education System Plan (NESP) of 1971 are arguably the two most politically 

significant historic education policy documents for Nepal. These policy documents had a 

substantial influence on civics and citizenship education policies in Nepal and still form a 

foundation for the nation’s contemporary educational policies introduced in the past twenty 

years (Caddell, 2002). In addition to these historic policy documents, more contemporary 

documents such as the National Curriculum Framework (NCF) for School Education in 
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Nepal 2007, the social studies curriculum (2009, 2012) and the School Sector Development 

Plan (SSDP) 2016 were analysed, consistent with the purposes of the study. These documents 

act as the key antecedents and contextual backbone of teaching and learning civics and 

citizenship education in Nepal. 

Table 5.1  

List of Analysed Curriculum Policy Documents 

Document Key Features 

 

 

NNEPC 

Report 1956 

Nepal’s first educational policy; an attempt to construct some agreed 

national ideals and an effort to legitimise Nepal’s democratic 

standing; emphasised the Nepali language as a single medium of 

instruction in schools; a common language, religion and culture 

were seen as a means to achieve national unity. 
 

 

 

 

NESP 1971 

Schools were nationalised and free primary education and uniform 

curricula were introduced across the country; aimed to promote 

citizens who were loyal to the nation, monarchy and national 

independence; education was seen as a key medium to strengthen 

devotion to the crown, country, national unity and the Panchayat 

System; emphasised the promotion of sameness and national 

language as means to achieve a national identity. 
 

 

 

NCF 2007 

Core document of school education in Nepal that aimed to offer a long-

term vision of school education; represents the overall policy 

concerning the educational management of the curriculum in the 

country; placed a high emphasis on providing primary education in 

mother languages; recognised the existing socio-cultural diversity in 

education. 
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Social 

Studies 

Curriculum 

2009, 2012 

Developed considering the recommendations made by stakeholders with 

regards to curriculum reform; emphasised the teaching of 

knowledge, skills and positive attitudes to children; aims to assist 

the students to develop them as productive and active citizens; aims 

to create students’ devotion to the nation and expects them to abide 

by the norms and values of democracy and develop civic values. 

 

 

 

SSDP 2016  

Developed a five-year plan (2016-2021); considered as an important 

mechanism to enable Nepal to achieve the Sustainable Development 

Goals and aims to improve the quality, equitable access and 

efficiency of basic and secondary education in Nepal; envisions 

strengthening the school education sector in its core dimensions – 

equity, quality, efficiency, governance and management and 

resilience. 

 

Political changes in the post-1950s era saw an increasing concern among people for 

educational opportunities and personal aspirations and the country’s educational needs led the 

Nepalese government to initiate a reform process in education (Caddell, 2002; Gupta, 1964; 

Sharma, 1986). The 1950s witnessed the end of over 100 years of an autocratic monarchical 

rule of the Ranas and the adoption of a limited multiparty democracy system. The 

introduction of the NNEPC Report 1956, which was Nepal’s first education policy and was 

also known as the Wood Commission report, has been considered in the Nepalese education 

sector as an initiation of the then regime opening up to the outside world, following a long 

period of historic isolation. The report was regarded as an attempt by the government to 

construct some agreed national ideals and was an effort to legitimise Nepal’s democratic 

standing with neighbours and parts of the Anglophone developing world (Caddell, 2002). 

The NNEPC Report 1956 laid a solid foundation in the field of education in the country and 

was commended by the Ministry of Education for its inclusiveness and comprehensive 

appreciation of Nepal’s educational issues (NNEPC, 1956). Thus, the report can be taken as a 

landmark in the educational history of Nepal. Acknowledging the importance of education 
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was in itself a political statement and political act. Setting aside curriculum questions and the 

extent to which education could really address deep-seated social and economic problems, at 

least young people and their parents were able to absorb a message from their government 

that their education was seen as a matter of national priority. 

Following a royal coup in 1960 and the introduction of the Panchayat System in the 

country, the regime placed enormous emphasis on national unity and solidarity. In line with 

the spirit of the Panchayat System and an active monarchical rule, the NESP 1971 was 

introduced with a major objective of nation-building through education and making people 

loyal towards the monarch and the Panchayat System (Onta, 1996). The NESP 1971 (1971-

76) played a vital role in the Nepalese education system by introducing the provision of free 

primary textbooks and uniform curricula across the country and aimed to develop scientific 

and technical human resources to achieve some of the social, political and economic 

aspirations of the people, in line with the philosophy of the Panchayat System (MoE, 1971). 

However, the international community including United States and other donors perceived 

this plan as a move by the king to legitimise royal supremacy and to strengthen the Panchayat 

System, which resulted in a substantial loss of international funding in the education sector of 

the country (Pherali, 2011). The goals of this plan were centred on promoting citizens who 

were loyal to the nation, monarchy and national independence, developing morality and 

preserving, developing and propagating the national language literature and culture. 

A change in the constitution in 1990 saw changes in the status given to the language 

spoken in the country. Languages spoken as a mother tongue in Nepal received the status of 

national, while the Nepali language was retained as the official language of government 

(Pradhan, 2018). Pre-1990s policies placed a high emphasis on providing education in Nepali 

languages, but post-1990 educational policies such as the NCF 2007 and the SSDP 2016 have 
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allowed and latterly encouraged mother tongue in primary education. The NCF 2007 policy 

document operates as the core document of school education in Nepal and continues to shape 

the purpose and focus of what Nepalese young people study at school today. The document 

was, in turn, the product of the analysis of the educational, social, cultural, political and 

economic context of Nepal and the world at that time. The decade long civil war was also 

responsible for framing the 2007 changes in the education sector (Smith, 2013). Since the 

executive director of CDC chaired the advisory committee of expertise which was entrusted 

with the responsibility to shape and develop the framework (CDC, 2007), the role of the CDC 

and its officials was very decisive in determining its overall structure. 

In 2016, the Nepalese government developed the SSDP, making equitable access to 

quality education for all its major education initiative from July 2016 to July 2023. The plan 

was guided by the constitution of Nepal 2015 and has been recognised by educationists, who 

were involved in the formulation of education plans, as an important strategy to achieve the 

United Nations Sustainable Development Goals [SDGs]. It aimed to improve the quality, 

equitable access and efficiency of basic and secondary education in Nepal (MoE, 2016). The 

plan has been recognised as an important strategy to achieve the SDGs and aims to improve 

the quality, equitable access and efficiency of basic and secondary education in Nepal (MoE, 

2016). The SSDP 2016 envisions strengthening the school education sector in its core 

dimensions – equity, quality, efficiency, governance, management, and resilience. 

Another focus of the study was the analysis of the present social studies curriculum. 

Social studies is taught as a compulsory subject in school education across Grades 1 to 10 

and a uniform curriculum for specific grades is used across all schools in Nepal. The 

curriculum was developed in line with recommendations made by the National Education 

Commissions, regional and national level seminars and workshops conducted with 
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stakeholders with regards to the curriculum reform, placing a strong emphasis on “the 

delivery of knowledge, skills and positive attitudes to children so that they can be encouraged 

for learning in the social and physical environment” (CDC, 2009, p. 19). Policymakers 

believe that even the students who dropout of education will be able to “face challenges in 

their daily life and solve their own problems, leading to all students experiencing a social and 

pragmatic life in society” (CDC, 2009, p. 19). The social studies curriculum is an integrated 

subject of 10 areas of study (as shown in Table 5.2) which are equally important to meet the 

national goals of education.  

Table 5.2  

Areas of the Social Studies Curriculum 

 Areas 

1 Self, one’s family and neighbour 

2 Our tradition, social norms and values 

3 Social problems and solutions 

4 Civic sense 

5 Our earth 

6 Our past 

7 Our economic activities 

8 Our international relations and cooperation 

9 Introduction and status of the population 

10 Increase in population and its management 
 

Note. Adapted from Primary education curriculum (pp. 19-20) by Curriculum Development 

Centre, 2009, Author. Copyright 2009 by Curriculum Development Centre; Basic education 

curriculum (pp. 74-79) by Curriculum Development Centre, 2012, Author. Copyright 2012 

by Curriculum Development Centre. 
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Realising and acknowledging the significant rate of dropouts, particularly at the 

primary level, the curriculum seeks to address some of the daily life challenges of these at-

risk students. The primary school dropout rate in 2012 was 44.7% which was reduced to 

26.5% in 2019 (UNDP, 2012, 2019). It is particularly important to address concerns of 

retention and attrition in a country like Nepal which does not possess legislative provisions 

and mechanisms for compulsory schooling. Cumulatively, these are the defining Nepalese 

suite of documents that relate to children’s civics and citizenship learning. 

5.2 A Methodological Approach to the Curriculum Policy Document Analysis 

The curriculum policy documents were examined to understand policy objectives and 

recommendations at the macro context of influence regarding the teaching and learning of 

national identity and democracy, cultural diversity and global education as part of the social 

studies education. The main objective of the examination of these documents was to explore 

the promotion of civic virtues, civic knowledge and democratic attributes among youth in the 

social studies curriculum and broader aspects of citizenship education. The analysis of the 

documents was guided by the first auxiliary research question of this study: 

What have been the main policy drivers and national political, cultural and social 

factors contributing to curriculum reform in the context of civics and citizenship 

education in Nepal? 

This research question deals primarily with the national policy contexts (context of 

influence) that have been responsible for the construction of civics and citizenship education 

in Nepal. It analyses the role of the state/Nepalese government and other stakeholders/factors 

in influencing curriculum changes, as well as the challenges for civics and citizenship 

education in Nepal. Since this research question includes the theme of identity, the 

curriculum policy documents relating to identity issues and identity affiliations were selected 
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for the analysis as shown in Table 5.1. The notions of policy ensemble, which suggests that 

the policies are situated in the collection of interrelated policies (Ball, 2006) and 

intertextuality (Rizvi & Lingard, 2010) – the explicit and specific cross-referencing in the 

curriculum policy texts – supported the selection of the documents. According to Ball (1994), 

the context of influence directs where the point of enunciation of a discourse/ensemble of 

discourses around a particular policy should be. This context draws the ontological and 

epistemological terrains of the “social dimensions of education, such as what education 

means, what interests it should serve and for whom, and the kind of implicit inclusions and 

exclusions that are inherent in such conceptualisations” (Bowe et al., 1992, p. 19). 

A deductive thematic analysis (Boyatzis, 1998; Braun & Clarke, 2006) was employed 

to analyse the selected curriculum policy documents (see Chapter 4, pp. 113-116). The 

relevant themes and contents of the documents were selected for their contribution in 

promoting the themes of national identity and democracy, cultural diversity and global 

education, which were the three main focus categories of the analysis. 

5.3 Findings  

The findings from the thematic analysis are outlined in this section. The curriculum 

policy documents were analysed chronologically, and the findings are arranged according to 

the three themes of the study: national identity and democracy, cultural diversity and global 

education. 

5.3.1 National Identity and Democracy 

Three analytical themes were evident in the curriculum policy documents relevant to 

the theme of national identity and democracy. First, political changes and regimes’ political 

ideals contributed to ongoing curricular reform. Second, rulers’ visions of disseminating 

various symbols and values as a means to achieve a unified national identity and to promote 
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loyal citizens (to the rulers and a nation) necessitated the curricular reform. Third, increased 

recognition of the relationship between education and democracy promotion influenced the 

shaping of Nepal’s education policies and education reform. 

5.3.1.1 The NNEPC Report of 1956. The NNEPC 1956 report placed a high 

emphasis upon the national character of the new education system and reference was made to 

the “Nepal National Education Plan, to National Schools and a National Curriculum” 

(NNEPC, 1956, p. 77). The report clearly characterised the role of citizens, identifying, in 

particular, the duties and responsibilities that they would be expected to fulfil. It stated that 

“to meet the purposes and objectives of primary education the curriculum must be providing 

learning experiences that are common and compulsory for all children” (NNEPC, 1956, p. 

89). The necessity of developing human resources for dealing with the challenges brought 

about by engagement with the global community was emphasised. The report specified the 

need for a detailed curriculum for elementary education and identified civic competencies as 

key primary education competencies. A 20% weighting was allocated for the teaching of 

social studies (NNEPC, 1956), which was seen as an effective means to develop ideas about 

democratic life and the responsibilities of democracy. 

The report acknowledged the role of young people in Nepal’s national development. 

Furthermore, it emphasised national unity and promoted the Nepali language as a common 

medium of instruction and communication throughout the country (NNEPC, 1956). It 

explained that bureaucrats and policymakers shared a common understanding that “schools 

and educational systems exist solely for the purpose of helping the youth of a nation to 

become better integrated into their society” (NEPC, 1956, p. 182). However, this vision of 

the country, which was said to be based on the concept of national unity and identity, did not 

recognise the differences existing among the people of Nepal, such as their different 
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identities or their varied and different senses of belonging to the nation. The report 

emphasised specifically the dominance of Nepali language speakers over non-Nepali 

speakers. Moreover, the policy, based on this recommendation, was used to marginalise the 

use of the mother tongue and highlighted issues around the language of instruction in schools, 

which have resonated into the twenty-first century (Caddell, 2007, NNEPC, 1956, Yadava, 

2007). The promotion of unity and national strength among the younger generation in the 

country was to be underpinned by imposing the Nepali language as a single medium of 

instruction in schools and establishing the Nepali language as the main medium of 

communication. 

Similarly, the unity and national strength brought about by common use of Nepali 

implied the disappearance of languages spoken in the country by non-Nepali speakers. The 

country did not consider its multiculturalism and multilingualism and promoted aspects of 

ethnic nationalism instead of civic nationalism in the process of national building (Oakes, 

2001). The language of ruling elites was promoted as an official and national language while 

the regional languages of all other ethnic communities, including Tamang, Tharu, Chepang, 

Bote and Majhi (Bhattachan, 2012) were neglected in education and schooling. This policy 

argued that the study of a non-Nepali local tongue would serve as a barrier to the process of 

national unity: “If the younger generation is taught to use Nepali as the basic language then 

other languages will gradually disappear and greater national strength and unity will result” 

(NNEPC, 1956, p. 93). Thus, the language of communication dictated for use in Nepalese 

public schools was itself deeply political, placing learning barriers in the way of students who 

spoke in their own indigenous languages at home. 

The emphasis on the use of a single language of instruction came from Dr Hugh 

Wood, who was entrusted with the responsibility of planning and launching the education 
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system of Nepal. Citing the example faced by the United States more than two hundred years 

previously, Dr Wood advocated for the use of the single medium of instruction in primary 

schools. He argued that the use of multiple languages in the United States during that period 

was responsible for creating a problem of communication among the people. Accordingly, 

the United States government prioritised English as the medium of instruction after the War 

of Independence and the country overcame the divisions experienced by people related to 

language (NNEPC, 1956). Dr Wood justified his recommendation to use one language in 

three ways: first, it strengthened national unity; second, it economised on books and teachers; 

and third, young people were apt to learn other languages quicker than adults. Therefore, he 

added that if primary education were imparted in a national language, they would learn more 

effectively from their childhood (Caddell, 2002; NNEPC, 1956). 

The report was not the only directive around instructing the use of language in 

classrooms but included the playgrounds as well. It recommended that: 

It should be emphasised that if Nepali is to become the true national language, then 

we must insist that its use be enforced in the primary school… Otherwise, Nepali, 

though learned, may remain a foreign [emphasis added] language rather than the 

child’s basic, thinking language. Local dialects and tongues, other than standard 

Nepali, should be eliminated from the school and playground as early as possible in 

the life of the child. (NNEPC, 1956, p. 96) 

Although the NNEPC 1956 report was rigid in opposing diverse languages, it 

recommended using languages other than Nepali, such as Hindi and English, as a medium of 

instruction in schools from Grade 6. Nevertheless, this recommendation was still based on the 

thinking that, by the time students reached Grade 6, the Nepali language would be established 

firmly (NNEPC, 1956). In line with the recommendation made by the report, the Nepali 
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language started to become the single mode of instruction for Grades 1-5 in 1959 when a 

national primary school curriculum was introduced formally (Onta, 1996). The rulers then 

had intentions to progressively diminish the value of mother-tongue instruction and were 

interested in imposing the Nepali language as a common language in the country. This 

provision sheds light on how the nation’s leaders envisioned the concept of national identity 

from the 1950s to the 1970s. 

Another important aspect of the report was its recognition of education as a 

precondition for the success of democracy. It stressed that the continued lack of attention to 

education would result in the failure of democracy. The expansion of educational 

opportunities and the success of democracy was seen as complementary to each other by the 

rulers (NNEPC, 1956). Thus, Nepal joined the global community with democratic aspirations 

in the 1950s. It argued that all Nepalese citizens had duties and responsibilities to perform 

and education would enable them to teach citizens certain civic knowledge and dispositions, 

such as voting, paying taxes, cooperating, making joint decisions and earning an income so 

they would be able to fulfil the expectations of being citizens of a democratic country 

(NNEPC, 1956). As was the case in Singapore at the same juncture, “forging a national 

identity in the midst of globalization was paramount, making citizenship education a primary 

concern of officials” (Baildon & Sim, 2009, p. 408). Furthermore, education was framed as 

an opportunity for the citizens of Nepal to face the less palatable outcomes that can be 

promoted by ignorance. Through this report, the policymakers hoped that the expansion of 

education would be successful in fighting against the darkness to bring light to the country 

(NNEPC, 1956). During this period, education was seen as a means of moving towards 

prosperity or light from the ignorance or darkness that the country had faced in the past as a 

consequence of a paucity of educational opportunities. While democracy was associated with 

the attainment of independence for other nations in the South Asian Association for Regional 
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Cooperation (SAARC), it was meant to secure liberation from the Rana Autocratic regime for 

Nepal which was never colonised (Hachhethu & Gellner, 2010). The Rana Regime lasted 104 

years from 1846 to 1951. 

5.3.1.2 The NESP of 1971. Like the NNEPC 1956, the NESP 1971 also emphasised 

one common language, religion and culture to achieve national unity. Furthermore, education 

was seen by the policymakers as a key medium to strengthen devotion to the crown, country, 

national unity and the Panchayat System. This plan came into existence after a ban on the 

formation and existence of political parties for around 10 years by the regime, who had two 

major goals: to strengthen national integration focusing on national unity around a common 

language and a common religion and culture (Shah, 1993) and to promote faith in the crown 

(Onta, 1996). 

 The adoption of the NESP 1971 nationalised Nepalese education under the Ministry 

of Education [MoE] and a uniform and the mandatory national curriculum was introduced in 

teaching and learning throughout Nepal to overcome issues including a non-uniform 

curriculum and textbooks, insufficient school infrastructure, a lack of trained teachers, 

unequal educational opportunities for women and people from lower castes and expanding 

people’s access to education (MoE, 1971; Neupane, 2017). However, the central focus of the 

NESP 1971 was “to re-legitimate the Panchayat regime” (Caddell, 2002, p. 15). Panchayat 

was a party-less socio-political system introduced by King Mahendra, and its philosophies 

greatly influenced the treatment and transmission of Nepali nationalism and culture. This 

significant shift in educational policy was undertaken to enforce three pillars of Panchayati 

values among students through education: the Hindu religion; Nepali language; and the 

institution of monarchy that provided the basis of national identity in the country and 

influenced the everyday lives of the people (Hutt et al., 2017). The regime viewed the 
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education system as a key institution to promote these values in two ways: firstly, schools 

were utilised as a medium to transmit these values throughout the country, both as physical 

sites and curriculum; and secondly, this focus on education legitimised the central position of 

the ruling elites (Caddell, 2007; Pfaff-Czarnecka 1999). The educational aims were closely 

linked with the political aims of the Panchayat System. The nationalisation of education was 

seen as an effective means to instil a feeling of national identity among citizens. The 

policymakers envisioned the construction of national identity and encouraged a nationalist 

form of education (Caddell, 2007). To enforce values of the Panchayat System through 

teaching and learning, schools were nationalised under the MoE and the provision of free 

primary textbooks and uniform curriculum were introduced across the country. The rulers 

perceived the increase in school enrolments and participation of students as a strong means to 

support national democratic movements and to provide pathways “through which people 

could work for the good causes of the nation” (Caddell, 2007, p. 9). The promotion of 

schooling activities was seen as a symbol of modernisation and building a nation and the 

opening of schools in the country took place rapidly with minimum external assistance. The 

NESP 1971 envisioned the curriculum as a key instrument to instil the ideals and goals of 

nationalised education. Therefore, the curriculum was highly oriented by the national goal of 

education: To strengthen devotion to the crown, country, national unity and the Panchayat 

system, to develop uniform traditions in education by bringing together various patterns 

under a single national policy, to limit the tradition of regional languages, to encourage 

financial and social mobility and to fulfil manpower requirements essential for national 

development. (MoE, 1971, p. 1) In terms of language, like the NNEPC 1956, the NESP 1971 

also emphasised the national language as a strong means to strengthen national integration 

focusing upon national unity. The Panchayat System considered the adoption of the Nepali 

language as a medium of instruction in schools as a key feature of national identity and unity 
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and as a result, the Nepali language occupied 40% of teaching instruction in primary schools 

(MoE, 1971). The strong emphasis on the Nepali language in the NNEPC 1956 and NESP 

1971 laid an ideological foundation supporting the view of Gramsci (1985) but presumably 

articulated in the early twentieth century, that “a national language is always a political act” 

(p. 182). The foundation of national unity, as envisioned by the NESP, was based on 

sameness, with the rulers viewing this sameness as enabling an environment to support the 

promotion of social mobility and foster the opportunities for the development of scientific 

and technical human resources along with the state. However, this sameness model and the 

basis of the unity privileged the already advanced sections of Nepalese society at the expense 

of more marginalised ethnic, rural and non-Hindu groups (Caddell, 2007). There were, 

however, avenues for the teaching and learning of international languages including English, 

French, Russian, German, Japanese, Portuguese and Spanish as optional subjects in high 

school, while only three local and widely spoken languages after Nepali (that is Maithali, 

Newari and Bhojpuri) were made available at the primary level. This demonstrated the rulers’ 

intent to restrain the use of mother-tongue instruction and their interest in imposing the 

Nepali language as a common and national language in the country. Almost all educational 

language policies formulated during the regime were focused on the extensive use of the 

Nepali language (Awasthi, 2004). Thus, this plan contributed significantly to embedding the 

Nepali language as the sole medium of instruction in Nepalese schools. 
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5.3.1.3 The National Curriculum Framework 2007. Similar to the post-1990s 

policies, another contemporary curriculum policy document known as the NCF 2007 also 

placed a high emphasis on providing primary education in mother tongue to improve the 

quality of education and promote social harmony and national integrity in the country. While 

the NNEPC 1956 and the NESP 1971 emphasised the promotion of sameness and national 

language as means to achieve national identity, the NCF 2007 placed high importance on 

existing socio-cultural diversity, promotion of democracy and the use of mother tongues as a 

medium of instruction in the primary levels of instruction. For example, the NCF 2007 

acknowledged that using Nepali as a primary language of instruction in schools represented a 

barrier to achieving the goals of national education and recommended the use of mother 

tongue as a medium of instruction to address the educational needs of ethnic peoples and to 

address the issues of dropouts in the schools (CDC, 2007).  

The NCF 2007 clearly stated the need for using mother language to improve the 

quality of education: “Mother tongue will be the medium of elementary education” (CDC, 

2007, p. 34). The document highlighted several additional issues related to providing 

education in the mother tongue such as the heterogeneous communities in the country, 

limited teachers and teaching resources for bilingual education, demographic pressures faced 

by the Nepali language-speaking community, absence of clarity in policy around the use of 

mother tongue and a lack of stakeholder involvement at policymaking and implementation 

levels (CDC, 2007). However, the NCF 2007 was largely silent about the strategies to 

address the concerns that it raised around teaching and learning in mother-tongue languages. 

Even though Nepalese academics and policymakers were involved in developing the 

framework, it was criticised for not being able to address the root causes of the civil war. For 

example, Poudel (2017) argued that although geographical complexities were considered as 

major causes of the civil war, the experts did not consider or recommend including 
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dimensions of geography into the school education curriculum. The NCF 2007 attempted to 

address the issues of lack of access to education and high dropout rates from marginalised 

society. It highlighted that about 50% of the Nepalese population was illiterate, including 

about 14% of primary-aged children, and they generally belonged to geographically, 

economically, culturally, socially and religiously marginalised groups (CDC, 2007). In terms 

of addressing these issues, the NCF 2007 recommended that the government promote the 

concept of positive discrimination in the education sector through introducing special 

provisions for women, senior citizens and people from socially and economically 

marginalised communities (CDC, 2007).  

The framework identified some target groups that should receive priority in 

promoting inclusive education and child development: For the all-round development of 

children, it is necessary to avoid the state of being deprived of education, to eliminate 

dropouts and to make education child-centred. Keeping the above-mentioned facts in mind, 

the following target groups have to be given special priority – Women, Children with a 

disability, Dalit children, Disadvantaged (Backward) groups, Street children, Conflict-

affected children, Sexually exploited and abused children, The poor, Workers and labourers, 

Minors staying in prisons with prisoners (parents), HIV infected Children and Children 

suffering from leprosy and contagious diseases. (CDC, 2007, p. 20). Whilst it was 

encouraging that large swathes of the population were identified as having specific 

educational needs, in another sense the list highlights and epitomises policymakers’ deficit-

thinking about the many groups of students and older citizens left behind by mainstream 

structures and approaches to education.  

The NCF 2007 duly acknowledged the relationship between education and 

democratic attributes. It expressed serious concern over the quality of human resource 
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produced so far who lacked attributes such as norms and values, social responsibility and 

practical attitudes and concluded that “the existing curriculum neither promotes the Eastern 

philosophy nor addresses the Western and modern values” (CDC, 2007, p. 11). Thus, the 

framework emphasised developing a curriculum that was based on Nepalese norms and 

values which promoted peace, tolerance and discipline. However, Western values such as 

duty, obligations and political relationship were not discussed. For example, Asian societies 

have had a tendency to focus on morality over politics, placing emphasis on social harmony, 

but Western societies have emphasised rights and responsibilities and having strong state–

individual relationship (Cogan et al., 2002; Lee, 2012). Nevertheless, to ensure that the 

framework reflected the transition to democracy, a committee was formed that “undertook 

the necessary modification and finalised it” (CDC, 2007, p. 11). However, no additional 

information was provided on what necessitated the modification or what modifications were 

made. 

5.3.1.4 Social Studies Curriculum 2009, 2012. The social studies curriculum for 

Grades 5-7 have content on citizenship and democracy as a strong focus. In Grade 5, the 

contents relate to topics such as fundamental and human rights, rights and responsibilities, 

traditional good social rules and introduce the structure and functions of local government. 

Some of the topics covered in the Grade 6 curriculum include the introduction of the 

constitution, civic rights and role of citizen, introduction to citizenship and nation, 

nationality, the concept of federal republican democracy. Topics in the Grade 7 curriculum 

include basic elements of the Nepalese state, fundamental rights, equal behaviour and 

democratic behaviour.  

The present social studies curricula has a strong emphasis on using mother tongue and 

teaching of a local subject. Realising the importance of educating students from ethnic and 
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cultural groups in their mother tongue, the curriculum has mandated schools and teachers to 

use mother language as a medium of instruction where a majority of students use the mother 

tongue – “Mother tongue spoken by a majority of students should be selected while choosing 

the mother tongue to be taught at school” (CDC, 2009, p. 6). Promoting an understanding of 

cultural, religious and social values among the students is another focus of the curriculum. It 

has aimed to promote good faith and respect on practices and costumes among several castes 

and ethnic groups of the country (CDC, 2009, 2012). It is particularly important in a 

multicultural country like Nepal, which has a caste-based system and several rituals and 

cultural events that are observed on a regular basis (Bennett et al., 2008) and schools so far 

have favoured Nepali as an official language in promoting national citizenship. There are 

nevertheless challenges in teaching and learning in the various Nepalese mother tongues 

including the availability of trained teachers and the lack of local language scripts (MoE, 

2017: Phyak & Ojha, 2019; UNESCO, 2011). The scope and sequence of the contents 

relating to national identity and democracy theme is provided in Table 5.3.  
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Table 5.3  

Social Studies Curriculum – Scope and Sequence of the Contents in Relation to the National 

Identity and Democracy Theme 

 Grade 5 Grade 6 Grade 7 

Fundamental rights/ Human 

rights 

 

Obeying duty and use of rights 

 

Name and function of major 

projects operated to preserve and 

protect the national heritages 

 

Obeying traditionally followed 

good social rules 

 

Introduction, structure and 

functions of District 

Development Committee 

Intro of Constitution 

 

Civic rights 

 

Introduction of 

citizenship 

 

Roles of citizen 

 

Traffic rules 

 

Nation, nationality, the 

concept of federal 

republican democracy 

Basic elements of the 

Nepalese state – land, 

population, government, 

sovereignty and constitution 

 

Fundamental rights included 

in the constitution 

 

Child rights and efforts to 

promote these 

 

Social rules 

 

Equal behaviour 

 

Democratic behaviour 

 
 

Note. Adapted from Primary education curriculum (pp. 19-20) by Curriculum Development 

Centre, 2009, Author. Copyright 2009 by Curriculum Development Centre; Basic education 

curriculum (pp. 74-79) by Curriculum Development Centre, 2012, Author. Copyright 2012 

by Curriculum Development Centre. 

Furthermore, education for human rights and fundamental rights has been another key 

focus of the curriculum. Since the social studies curriculum was developed after 10 years of 

armed conflict in Nepal, which witnessed violations of human rights such as extrajudicial 

killings, abductions, torture, and arbitrary detention from both parties of the civil war (DFAT, 

2019), attempts were made to educate students on an understanding of human rights and the 

fundamental rights as guaranteed by the constitution and civic rights. The study of human 
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rights and fundamental rights in Nepal is crucial for students to understand how these rights 

affect us in everyday life and to balance between one’s individual rights and the rights of 

others.  

Similar to the social studies curriculum, the SSDP 2016 expects to lay the foundations 

for students to become productive and active citizens. The curriculum places a high emphasis 

on developing a feeling of nation, nationality and self-respect among students. It aims to 

prepare citizens who show respect to nation, nationality, democracy and respecting others 

and feeling proud of being Nepali. Specifically, the curriculum aims to enable citizens to 

“identify and solve their own problems and thereby based on their own thinking process, 

skills, ability, interest and choices will foster their ability in different areas to encourage 

active participation in learning and life skills at large” (CDC, 2009, p. 19). The intention here 

is to develop citizens who can utilise their knowledge and skills actively and the students are 

expected to possess skills required of them to become independent, resourceful and active 

members of the society. Developing skills such as critical thinking and citizenship education 

are central aspects of social studies (Baildon & Sim, 2009). Producing citizens loyal to the 

nation and democracy and who value coexistence amongst the country’s diversity has been a 

focus of the curriculum. This, in turn, will be helpful to create the active citizens envisioned 

by the national goals of education. 
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5.3.1.5 School Sector Development Plan 2016 – 2021. Similar to the NCF 2007, the 

SSDP 2016 has placed high importance on existing socio-cultural diversity, promotion of 

democracy and the use of mother tongues as a medium of instruction in the primary level of 

instruction. However, in contrast to the NCF 2007, which sidestepped the issues inherent in 

providing education in the mother tongue, the SSDP 2016 has acknowledged and attempted 

to address this issue as one of its strategic interventions. For example, recognising the 

importance of effective teaching of language in schools and the mode of instruction, the 

SSDP 2016 has hoped to finalise a language of education framework and expected to endorse 

the framework within its first year of operation with an objective “to provide a framework for 

the effective teaching of languages in schools as subjects and for their appropriate use as the 

medium of instruction” (MoE, 2016, p. 30). Thus, it has placed a high emphasis on providing 

education in mother tongue to develop students’ linguistic skills and bring students from the 

non-English background into the mainstream of education. 

The SSDP has spelt out the necessary strategic interventions to effectively implement 

this framework. These include the development of teaching and learning materials in mother 

tongues to develop resource materials in Nepal’s major languages, the expansion of the 

National Early Grades Reading Programme to support the use of mother tongues in early 

grades, the professional development of teachers for mother-tongue teaching to assist 

children in acquiring language skills and the provision of bilingual support to ensure that 

students who speak only mother language receive necessary assistance in their mother tongue 

and assessment systems of languages to assess and monitor progress in the use of mother 

tongue (MoE, 2016). Through this provision, the SSDP 2016 envisions developing students’ 

linguistic skills in their mother tongue, in Nepali and English. The proposition is that 

educating disadvantaged students in their mother tongues will promote their access to 

education (Shields 2011; Yadava, 2007). To engage students in the national education 
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system, the SSDP 2016 has aimed to assist students to acquire Nepali at the same time as 

their learning of mother tongue (MoE, 2016). The plan includes Nepal’s school education 

sector – basic education and secondary education. The basic education has aimed to impart 

knowledge of promoting harmony in social diversity and the SSDP 2016 in this regard 

focuses on promoting the teaching in mother tongues as well as using it as a medium of 

instruction in schools (MoE, 2016). This provision has taken a balanced strategy; in one 

sense, it strives to educate students from non-Nepali language by providing education in their 

mother tongue, while in another sense, it aims to assist students to learn the Nepali language 

so they could integrate into the national education system. 

5.3.2 Cultural Diversity 

In the context of cultural diversity, three key analytical themes were evident in the 

curriculum policy documents. First, curricular reform was influenced by the policymakers’ 

vision of extending the role of culture through education in order to enhance the purpose of 

education and Nepali civic life. Second, the promotion of sameness in the country in terms of 

language, culture and religion were seen as a means to achieve political goals. Third, 

increased recognition of the socio-cultural, religious and ethnic diversities in the country 

necessitated the curriculum reform. 
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5.3.2.1 The NNEPC Report of 1956. The NNEPC 1956 report assumed that the 

Nepalese people in the 1950s had little knowledge about the origin and existence of the 

diverse cultural heritage of the country and that “the field is fallow and uncultivated” 

(NNEPC, 1956, p. 86). It further argued that almost all people (98%) in Nepal at that time 

were culturally illiterate and that the country’s poor economy was not allowing people to 

have enough leisure time (NNEPC, 1956). Thus, the recommendation was made to introduce 

a change in these areas and it firmly believed that education would bring the desired change 

including the political, economic and cultural regeneration of Nepal.  

In addition, the report was sensitive to cultural differences between towns and villages 

and different regions of Nepal and wanted to promote interaction among people living in the 

villages. For instance, it recommended that the curriculum content for primary education be 

realistic to the culture and needs of the people, but not the foreign culture, to promote 

interaction between people, while the purpose of the secondary curriculum in this aspect was 

to advance the general culture of Nepal (NNEPC, 1956). The report was very critical about 

borrowing cultures from foreign countries and believed that the education system, 

particularly schools, systems, ideas and facilities were regarded as unsuitable and inadequate 

to meet the needs of people since they were not based on grounded realities of the Nepalese 

context. Furthermore, recognising the dynamic nature of culture in Nepal, the report clarified 

that a uniform curriculum in the country could not be effective in meeting the specific needs 

of people and emphasised that the curriculum outlined in the report be tentative, general and 

minimal. However, the curriculum was entrusted with responsibilities to develop positive 

social attitudes and understandings of different cultures (NNEPC, 1956). The teaching of 

social studies education was seen as an effective medium to promote cooperation and 

constructive behaviour among children and adults. 



148 
 

 

5.3.2.2 The NESP of 1971. The NESP was introduced in 1971 as an intended plan to 

preserve and conserve the national language and culture. However, like the NNEPC 1956, the 

NESP 1971 also believed in the promotion of national unity based on sameness to promote 

national integration and unity. The three mainstays of nationalism – the monarchy, Hinduism 

and the Nepali language – promoted under the NESP 1971 laid the foundations for 

establishing and permeating a new national culture in which the monarchy and Hinduism 

merged to produce a strong theme of the national culture “palatable to the dominant 

communities of Bahun and Chhettris, as well as to the elites among the Newars and other 

communities” (Shah, 1993, p. 9 cited in Onta, 1996, p. 38). Bahun, Chhetris and Newars are 

the most populous caste groups who spread across the country and have tended to dominate 

leadership and governance roles in the army, education, police, universities, bureaucracy, 

politics, literature and media.  

However, in contrast to the NNEPC 1956, the NESP 1971 was less sensitive to the 

multiculturalism of the country and to local needs. For example, while the NNEPC 1956 was 

firm that “the context of the curriculum must be adapted to the culture and needs of the 

people” (NNEPC, 1956, p. 8), the NESP 1971 placed a high emphasis on promoting the 

vision of the Panchyat Ek bhasha, ek bhesh, ek desh (one language, one dress, one nation) 

which was also a political agenda (Caddell, 2007). This concept of Nepaliness arose out of 

the rulers’ desire to create a unified national identity through spreading the Nepali language, 

Hinduism and promoting loyalty to the crown with the major objective of assimilating people 

from different cultural and language backgrounds into a common Nepali identity that had 

roots within the cultural practices of elite, high-caste hill Hindus (Onta, 1996a; Rai et al., 

2011; Whelpton, 2005). Thus, rulers emphasised promoting the monarchy, Nepali language 

and Hinduism as Nepal’s national identity (Caddell, 2007) through education and the basis of 

this unity and sameness model privileged the specific segments of the society who were 
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already privileged. Education at that time was at the intersection of a “crucial struggle over 

authority and identity” (Apple & Seward, 2019, p. 2) over the meaning of being educated and 

who should control it. Curriculum politics were influenced by the state’s priority and the 

interests of those in power, who projected their values accordingly. Although the plan was 

introduced as an effort to promote language and culture in the country, it focused only on 

promoting a single language and culture. 

5.3.2.3 The National Curriculum Framework 2007. The NCF 2007 was 

conceptualised as an inclusive curriculum framework which sought to acknowledge the 

country’s diversity in geography, culture and social affairs as its unique features. It 

incorporated recommendations and the feedback of interest groups related to comparatively 

voiceless groups such as women, the disabled, Dalits, children and ethnic groups who had 

been raising concerns about an excluding school curriculum (CDC, 2007). Furthermore, the 

framework included suggestions of stakeholders such as students, teachers, parents, farmers, 

businessmen, industrialists, journalists, governmental and non-governmental organisations.  

Another important aspect of the NCF 2007 was its acknowledgement of the lack of 

socio-cultural and educational structures for inclusive education and the challenges brought 

about by the diversity in geography and society and culture (Caddell, 2007). The NCF 2007 

document accepted that the “socio-cultural and educational infrastructures have not been 

substantially developed, the literacy rate of women, marginalised and oppressed groups, a 

person with a disability, geographically disadvantaged is not satisfactory” (CDC, 2007, p. 

12). The challenges associated with the access of marginalised and oppressed groups and 

geographically disadvantaged people to education were a focus of the NCF. Thus, NCF 2007 

was very sensitive to cultural diversity in Nepal – at least rhetorically. 
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The NCF 2007 document placed a high emphasis on education as a vehicle to shape 

the culture of citizens. “Education should develop cultured citizens and should enhance and 

strengthen social justice, coexistence, equity and equality” (CDC, 2007, p. 15). Education has 

been considered as an engine to develop citizens who can promote unity among diversity, 

social justice and equal status of all citizens in the state’s mechanism The existence of 

different socio-cultural groups was explicitly recognised by the policy and education was 

articulated as a means to achieve coexistence and equity in the diverse Nepalese society. The 

national goals of education outlined in the framework focused on both cultural diversity and 

social beliefs of the country. The goals strive to promote:  

Supreme human values inherent in each individual, national culture and dignity, 

social values, beliefs and experience, be insightful to social equality and justice and 

develop conduct accordingly to help create an inclusive society and prepare citizens 

respectful to the nation, nationality, democracy, judicious, creative, self-honoured, 

respecting others and feel proud of being Nepali. (CDC, 2007, pp. 31-32)  

The NCF 2007 considered these named values – individual, social and national 

culture, social equality – as part of the inclusive society. In terms of curriculum development, 

it emphasised a focus upon Nepalese norms and values to preserve history, art and artefacts 

of the country. It aimed to develop a positive mindset within Nepalese young people towards 

cultural diversity in the country. 
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5.3.2.4 Social Studies Curriculum 2009, 2012. The social studies curriculum for 

Grades 5-7 have content to promote cultural diversity among students as another focus. In 

Grade 5, there are contents such as a comparative study of traditional social cultures, 

language, religion, costume and lifestyle of the local area, participation in fairs and festivals 

and, work and profession of neighbours. Some of the content in the Grade 6 curriculum 

includes festivals, cultural and religious heritages, gender discrimination and social issues. 

The relevant content in the Grade 7 curriculum includes religious, cultural and social rituals, 

respect to nation and nationalism, superstition and social issues and ways to safeguard 

cultural diversity. The social studies curriculum, in terms of cultural diversity, has 

emphasised the promotion of social harmony, social integrity and unity in the country. 

Through content such as work and profession of neighbours, cooperation in community 

work, behaviour with neighbours and empathy, it attempts to strengthen bonding with 

neighbours and promote respect for neighbours (CDC, 2009). This is particularly important 

in some traditional sections of society in Nepal where people’s social status is determined 

based on their occupation (Bennett et al., 2008) and thus there is a need to educate students 

that all occupations should receive the same respect.  

Similarly, the curriculum has attempted to address several social problems and caste 

and gender discrimination that Nepal has been facing. In this regard, the curriculum aims to 

enable students to identify various social problems and practices, gender-based 

discrimination and social inequalities and expects them to be helpful in resolving the issues to 

create an inclusive society (CDC, 2009, 2012). This is particularly crucial in Nepal where 

some sections of the community, especially in more rural and remote settings, still believe in 

practices like witchcraft and caste- and gender-based discrimination which are hindrances to 

modern development. The curriculum has also attempted to address the caste- and religion-

based discrimination in the country. Under the scope of “gender discrimination”, “social 
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issues” and “untouchability” (CDC, 2012), it aims to educate students about the equality of 

people regardless of their caste and gender affiliation. Since caste and ethnicity largely 

determine the identity and social status in Nepal, access to education and school attainment of 

students belonging to indigenous, ethnic and disadvantaged groups and Dalits are below the 

national average (Bennett et al., 2008) and the situation is even worse when it comes to girls’ 

education. Girls from those groups are doubly disadvantaged and are deprived of their right 

to education as a consequence of both gender- and caste-based discrimination (Chitrakar, 

2009; Neupane 2017). With a proper understanding of these issues and possible community 

misconceptions, students can be helpful in changing attitudes over time. 

The curriculum also offers a comparative study of traditional cultures along with 

content related to festivals that are celebrated by different caste and religious groups (CDC, 

2009, 2012). The content on religions and social rituals and cultural and religious heritage is 

particularly important in developing student understandings about the culture, identity and 

religion of people and the need for respecting them. Yet as Banks (2006) argued, although 

cultural and group identities have significant importance in multicultural democratic societies 

like Nepal, they alone do not meet the requirements necessary for citizenship participation. 

The global migration and the effects of globalisation have significantly affected beliefs, 

norms, values and behaviours of local, regional, and national communities (Banks, 2004). 

This necessitates students developing the knowledge, attitudes and skills that are required for 

them to perform as global citizens.  

In a developing country like Nepal, there are issues related to superstitions, social 

problems and domestic violence. The curriculum has aimed to educate students on these 

issues under the scope of “social issues and solutions” (CDC, 2012) and placed a strong 

emphasis on safeguarding local culture from external culture, identifying social issues, 

superstitions, malpractices and ways to address them. As Banks (2006) argued, in these 



153 
 

 

contexts, many ethnic, linguistic, and religious groups in Nepal have weak relationships with 

the state, and recognising and legitimising their differences and constructing an overarching 

national identity to incorporate their voice, experience and hopes have been a central 

challenge. Thus, the social studies curriculum should recognise the specific rights and 

learning needs of all students so that they are able to uphold attachments with their 

communities and the state. 

Table 5.4  

Social Studies Curriculum – Scope and Sequence of the Contents in Relation to the Cultural 

Diversity Theme 

Grade 5 Grade 6 Grade 7 

Comparative study of 

traditional social cultures 

 

Language, religion, 

costume and lifestyle of 

one’s district 

 

Participation in fairs and 

festivals 

 

Regard and respect towards 

one’s region and nation 

 

Keep safe from the negative 

impact of external culture 

Our festivals 
 

Our cultural and religious 

heritage 
 

Social issues and 

malpractice 

 

Gender discrimination 

(including the third gender) 

 

Untouchability 

 

Domestic violence 

 

Social issues and ways to 

address 

 

Our religious and social 

rituals 

 

Respect to nation and 

nationalism 

 

Cultural rituals 

National personalities 

(scientist, historical) 

 

Social issues and malpractice 

Superstition (witchcraft, 

traditional doctors) 

 

Social issues and ways to 

safeguard 

 

Note. Adapted from Primary education curriculum (pp. 19-20) by Curriculum Development 

Centre, 2009, Author. Copyright 2009 by Curriculum Development Centre; Basic education 

curriculum (pp. 74-79) by Curriculum Development Centre, 2012, Author. Copyright 2012 

by Curriculum Development Centre.  
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The significant aspect of this curriculum has been the provision of 20% of local 

content through which schools can develop content related to the local environment in the 

local language. Through the provision of local curriculum content, schools can develop local 

socio-cultural and economic activities in local languages ensuring the rights of students as 

guaranteed by constitution and policies to pursue an education in their mother tongue. This is 

a progressive move from the CDC to address the dropout of students from non-Nepali 

backgrounds. Below are some of the areas where schools at the local level can develop 

contents suitable to their local areas: 

Table 5.5  

Contents that School can Develop at the Local Level 

 Areas Contents 

1.  Cultural area Festivals, outfits, customs, arts and skills, songs and music, 

fairs, celebrations etc. 

2.  Historical area Historical objects of the locality, personalities, ancient 

monuments, objects with archaeological importance 

etc. 

3.  Geographical area Geographical features, climate, weather etc. 

4.  Natural areas Forests, rivers, streams, ponds/lakes, hills, mountains, The 

Himalayas, vegetations and herbs, animals etc. 

5.  Religious area Shrines, religious activities etc. 

6.  Economic area Agriculture, trade, industry, animal husbandry, small scale 

and large-scale industry, employment areas, economic 

activities etc. 

7.  Ethnic/Lingual 

area 

Languages/dialects spoken by the people of different castes, 

indigenous and ethnic groups, etc. 

8.  Professional area Special local occupations (knife industry, dhaka industry 

9.  Tourism area Tourist spots, tourism programmes and activities, etc. 
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10.  Health area Garbage management, drinking water, community health, 

first aid etc. 

11.  Environmental 

area 

Plantations, natural disasters, forest conservation etc. 

12.  Educational area Literature, literacy, awareness etc. 

 

Note. Adapted from Primary education curriculum (pp. 19-20) by Curriculum Development 

Centre, 2009, Author. Copyright 2009 by Curriculum Development Centre; Basic education 

curriculum (pp. 74-79) by Curriculum Development Centre, 2012, Author. Copyright 2012 

by Curriculum Development Centre. 

As provisioned by the curriculum, schools have the freedom to develop 20% content 

at the local level which can cover local events, characteristics, and phenomena. These can 

include locally useful content ranging through culture, history, geography, traditions, local 

heritage and religions to locally available technologies, economy, tourism, health and 

environmental conservation. Schools can seek support from local Resource Centres and 

District Curriculum Coordination Committees to develop the local curriculum (CDC, 2009, 

2012). This is particularly important in the Nepalese formal education system where 

curriculum development, evaluation and reform have been highly centralised (CDC, 2007; 

Parajuli & Das, 2013) and a uniform curriculum has been used throughout the country. This 

provision focuses predominantly on enabling regions and schools to develop content that 

relates to their neighbourhood, community and issues that affect their daily life and impart 

real-life experience. 
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5.3.2.5 School Sector Development Plan 2016-2021. The recent SSDP 2016 duly 

acknowledges the cultural and linguistic diversity in the country and the challenges and 

opportunities that they bring to the education sector. The document recognises the country’s 

diverse learning needs brought about by Nepal’s linguistic and cultural diversity and argues 

that access and suitability of content and language of education are challenged by those needs 

(MoE, 2016). It concludes that as a consequence of social and cultural defined roles and 

perceptions towards them, children from ethnic, disadvantaged and marginalised 

communities do not have proper access to education and “inequalities in education exist in 

terms of meaningful access, meaningful participation and meaningful learning outcomes” 

(MoE, 2016, p. 152) resulting in the increasing of disparity between these groups and the rest 

of the school-aged population. Furthermore, several castes and ethnic groups and religious 

minorities have unequal access to the education sector (Neupane, 2017).  

Similarly, the SSDP 2016 analysed the role of culture in education in Nepal and 

briefed how cultural differences matters in educational attainment among different ethnic 

groups. It pointed out that the nation’s education sector provides education to a diverse 

section of society who are different due to their culture, context and needs (MoE, 2016). 

However, this diversity has some implications for the educational attainment of students in 

their first language and acknowledged the findings that students in Grade 1 speak the non-

Nepali language and have a lower understanding of Nepali (MoE, 2016; RTI, 2014). The 

SSDP’s basic education objectives in terms of promoting cultural diversity are “to promote 

life skills and value-based education and impart early orientation on the national economy 

and harmony in socio-cultural diversity” (MoE, 2016, p. 39). In terms of strategies to 

improve basic education, the SSDP 2016 has focused on implementing a policy for the 

medium of instruction and mother tongue education in early grades and providing additional 

education instructional resources and English reading materials for English medium schools. 
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5.3.3 Global Education 

Regarding the promotion of global education, two key themes were evident in the curriculum 

policy documents. First, the creation of educational opportunities to learn about the outside 

world was seen as essential to prepare students to face the challenges brought about by 

globalisation. Second, the direction of the formal education system in terms of engaging with 

international communities evolved with changes in rulers’ priorities and thus was affected by 

national and international ideas. 

5.3.3.1 The NNEPC Report of 1956. The NNEPC 1956 recommended the creation 

of educational opportunities to enable the country and its citizens to develop a strong national 

character but that educational approaches should also accommodate the challenges of 

engaging with the outside world. This is captured in the following statement: 

We have become part of the world, whether we like it or not. We can no longer 

remain isolated; the world has come to us. How can we meet this world without 

education? Must we — who once were the crossroads of civilisation — bow our 

heads in shame to our worldly visitors? How can we evaluate the ‘gifts’ that are 

offered us — ideologies, new customs, inventions and the ways of a new strange 

world? How can we protect ourselves against slogans and ideologies detrimental to 

the interests of our country? We can do none of these without education to give us 

understanding and strength to lead us. (MoE, 1956, p. 2) 

The government in the post-1950 period attempted to legitimate their position to the 

outside world since the image of Nepal had been as cut off and isolated from the world 

during the Rana regime. Furthermore, there was a strong role for education in redefining 

Nepal’s relationships with the outside world since education was perceived as a vital means 

to enable Nepal and its citizens to face the challenges brought about by greater interchange 
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with the international community (Caddell, 2002). The country’s desire to become part of the 

global community was evident in the statement and there was a realisation that the country 

could not remain unaffected by a post-Second World War wave of decolonisation and the 

Cold War context. The report recommended that the country should educate its citizens to 

analyse and make informed decisions about what was suitable for the country. Furthermore, it 

was suggested as a prompt to reflect upon what form of governance system – communism or 

democracy – would suit the nation and whether new technologies, inventions and the 

opportunities brought about by the Cold War would be friendly and helpful to the Nepalese 

people. The report brought about a shift in the country’s status in development from one of 

isolation from the world to a nation looking towards modernisation (Maslak, 2002). There 

was a fear among the rulers that the nation might have to face humiliation from the 

international community if the illiteracy and underdevelopment continued to exist in the 

country that once had a rich history for religion, culture and commerce. Education was 

allocated high importance by the then rulers as a precondition for engagement with the global 

community. Participation in schooling was portrayed as a means of supporting national 

ideologies, democracy and development and allowing people a platform to work for the cause 

of the nation (Caddell, 2007). Similarly, education was perceived as an essential prerequisite 

to support Nepal’s moves towards prosperity and a greater element of democracy. 

In terms of the formalisation of the education system in the country, the NNEPC 1956 

report provided a solid foundation and was affected by global ideas. The report underlined 

the importance of Nepal engaging with international communities to develop the country. 

The political changes in the1950s defined the new purpose of education in the country: to 

engage appropriately with democracy and associated changes (Pradhan, 2017). The report 

perceived education as a precondition for the success of democracy: 
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In order to make democracy a real success, we have to educate our people within the 

shortest possible time, especially since universal adult suffrage has already been 

proclaimed. The danger of dictatorship or civil war due to misuse of the right to vote 

must be avoided and this is not possible in a country like ours without proper 

education. The education programme to be formulated should enlighten the very 

depths of Nepal’s soul and enrich it with the scientific knowledge of modern times to 

make the country self-sufficient in every way. (MoE, 1956, pp. 1-2) 

The connections between extensions to the franchise and consequential requirements 

to educate an expanding electorate had been seen in developed countries in the late 

nineteenth and early twentieth centuries. The education system in Nepal could not remain 

untouched by the increasing waves of modernisation and global change. Education policies in 

the 1950s and 1960s, including the NNEPC 1956, were formulated with the financial and 

technical assistance of US government agencies, and most of the school policy was 

developed from the United States experience in education (Caddell, 2007). However, the 

internationalisation of education was blamed for not being realistic and distant from realities 

on the ground in Nepal. As a recommendation of the NNEPC 1956, schools began to operate 

under the British and the United States model, which were based on human capital principles 

that “had helped create elite cadres to run government ministries and to work in the small 

urban/modern sector of the economy, but they were ill-suited to develop the vast human and 

other resources of the traditional rural sector” (Coombs, 1985, p. 7). Furthermore, traditional 

and vocational skills such as spinning, weaving and woodworking, which had been 

influenced by Mahatma Gandhi’s principles in enabling people to be independent through 

focusing on rural vocational activities, were not prioritised (NNEPC, 1956). The report did 

not emphasise Gandhi’s principles and argued that these were not as practical as Gandhi 

himself wished them to be and that their value had diminished (NNEPC, 1956). Thus, 
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internationalisation of education did not address the specific needs of the Nepalese people in 

a country where more than 85% of the population were living in rural areas at that time. 

The report, for the first time, included social studies as a separate subject in the 

curriculum of primary education. The report outlined five themes of content within the social 

studies curriculum as life at school and at home; life with neighbours; a life of the valleys, 

hills and mountains; life in the regions of Nepal; and the life of people of outside the country. 

Since then, social studies has become one of the subjects in school education in Nepal (MOE, 

1956).  

5.3.3.2 The NESP of 1971. The education discourse until the introduction of NESP 

1971 was focusing on the opening up of the country to the world to develop as a nation. 

However, with the introduction of NESP 1971, there was a shift from opening up to the 

developing of a modern nation with less foreign influence and the development of citizens 

loyal to the crown (Mitchell, 1976). Thus, the purpose of education in the 1970s and 1980s 

was to:  

Produce citizens who are loyal to the nation, monarchy and national independence, 

expand and extend such learning, science, technology and skill as may be necessary 

for the development of the country and to preserve, develop and propagate the 

national language and literature, culture and arts. (MoE, 1971, p. 21) 

Nepal retreated towards a more inward-looking and politically constrained mindset. 

The government through its 1971 education plan placed a high emphasis on developing 

human resources and advancement in science and technology without relying on foreign 

assistance. Sellar (1981) believed that this level of confidence in the government’s own 

capabilities was an outcome of the return of Nepali education experts who received their 

education overseas and thus the NESP 1971 can also be regarded as “Nepal’s declaration of 
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independence from US policy dominance” (p. 11). The country had been receiving 

significant financial and technical assistance from the United States in education sector 

development since the 1950s with the involvement of Dr Wood in the NNEPC 1956 and with 

the introduction of this plan, such assistance started to diminish. The School Management 

Committees which were formed as part of the NNEPC 1956 was abolished under the NESP 

(MoE, 1971). Expertise and power returned to the centre and local autonomy was diminished. 

The plan heavily criticised the existing education system for its inability to meet the 

country’s education and development needs. It criticised the ongoing education system being 

biased towards elites, lacking clarity and unsatisfactory to meet the national education goals 

and summarised the NESP 1971 as an effort to address those shortcomings of the previous 

plan and stated: 

The plan is primarily aimed at counteracting the elitist bias of the inherited system of 

education by linking it more effectively to productive enterprises and egalitarian 

principles. It, in brief, is committed to tackling an irrelevant and disorganised variety 

of education that still exists in the country. The plan calls for unifying education into 

one productive system that serves the country’s needs and aspirations. The concept of 

education as an end to white-collar jobs is being replaced by a new concept that 

regards education as an investment in human resources for the development of the 

country. (MoE, 1971, p. 1) 

Economic drivers seemed to dominate the language of this document hence the 

language of productive enterprises, productive systems and education as an investment in 

human resources. There was irony in the use of the language of elitist bias and egalitarian 

principles because education in this period became more elitist and less egalitarian. The 

NESP 1971 expressed dissatisfaction over the existing education system of the country and 
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introduced a solution that was characterised as serving Nepal’s then needs and aspirations. 

The plan considered the prevalent education system as unrealistic and unsatisfactory to meet 

the goals of national education. It argued that the system failed to address the education needs 

of the country since it was not work‐oriented, failed to develop middle‐level manpower, 

vocational workers were underpaid and students were attracted more toward the degrees 

which provided them with white-collar jobs (MoE, 1971). Furthermore, the education system 

was blamed for staying away from the realities and requirements of students and focusing on 

theoretical based knowledge. 

There were some significant shifts in foreign aid flowing into the education sector 

which impacted the education reforms in Nepal. The NESP 1971 attempted to shift from the 

global influence in the education sector by challenging some features of aid. For instance, the 

concept of the school management committee [SMC] which was introduced as a successful 

experience of the Unites States education system was ended under this plan and schools 

started to be considered as government institutions instead of community-owned entities 

allowing more control over teacher management (Caddell, 2007; Reed & Reed, 1968; Sellar, 

1981). For this purpose, a centrally regulated system was introduced which restrained the 

involvement of communities in the development of a school environment which weakened 

the relationship between schools and their local communities. This resulted in a feeling 

among people that the government was solely responsible for operating and managing 

schools and local communities lacked a feeling of ownership (Panta, 2001; Reed, 1979). To 

minimise the United States’ influence, the plan removed English from the list of compulsory 

school subjects and introduced a provision that allowed the student to choose other United 

Nations languages such as Chinese, French, Spanish, German (Bista, 2011). Although most 

teachers and students were demanding to continue teaching and learning of English at the 
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secondary level, the government decided to shift from English to Nepali as a medium of 

instruction in Nepalese schools (Awasthi, 1979; Malla, 1977). 

Even though the NESP 1971 was introduced as a significant effort to produce human 

resources and expand science and learning as necessary conditions for the development of the 

country, it was criticised for its inability to meet the desired goals. For instance, most 

teachers found a lack of clarity in the curriculum, lesson plans and evaluation system and the 

evaluations of the NESP 1971 implementation showed a non-linear alignment between the 

intended and the implemented curriculum (Shah, 2016). The political nature of the plan made 

the implementation difficult and it was denounced as a flagship policy of the Panchayat 

System in the late 1970s (Danish International Development Agency, 2004). 

5.3.3.3 The National Curriculum Framework 2007. The 2007 NCF document 

subsequently placed high importance on developing students’ competency to face the 

challenges of the contemporary world. The document aimed at “managing the school 

education in such a way that students become competent to cope with the challenges of the 

twenty-first century” (CDC, 2007, p. 6) and was “designed to make a provision of education 

that can generate productive, creative, qualitative, nationalistic, employment-oriented and 

globally competitive citizens” (CDC, 2007, p. 7). Arguably, the Nepalese government was 

more interested in questions concerning young people and the economy (such as preparations 

for a productive working life in the context of a ‘competitive’ economy) than in questions 

concerning young people and the polity; its central concern was in preparing students for a 

work culture more than for civic culture.  

The document considered fulfilling the international commitments made by the 

government with regards to the global campaigns and initiatives such as Education for All 

and the Millennium Development Goals. The document recognised the influence of 
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globalisation in the education sector and accepted it as a positive phenomenon. It argued that 

globalisation helps to create a knowledge-based society and directly affects the formulation 

of educational policy (CDC, 2007). Furthermore, the document argued that globalisation has 

made it possible to standardise and systematise the curriculum across different countries and 

plays a crucial role in promoting gender equality, empowerment, participation and 

collaboration. It expressed a belief that unless Nepal’s educational standards reflected 

international good practice, there would be no real impact of globalisation in Nepal and that 

Nepal could not take advantage of it (CDC, 2007). However, the NCF 2007 policymakers did 

not necessarily explicitly recognise in 2007 that globalisation and an increasingly open 

Nepalese economy would be likely to complicate the loyalties and attachments of young 

Nepalese people, but new technologies and increasing flows of people into and out of Nepal 

had the capacity to alter the nature of long-standing allegiances in a country previously 

relatively isolated from the rest of the world (Bhattarai, 2016; Regmi, 2019; Wagle, 2015). 

Nevertheless, the NCF 2007 acknowledged the importance of globalisation in improving the 

quality of education and sought to give due consideration to the geographic, economic and 

social context of its own region, through the flexible localisation of the curriculum.  

5.3.3.4 Social Studies Curriculum 2009, 2012. The social studies curriculum for 

Grades 5-7 have some content to promote global education among students as another focus. 

However, there is no content on global education in the 5th grade. The Grade 6 curriculum 

content introduces international relations and cooperation, regional organisation (SAARC) 

and conflict management. The relevant contents in the Grade 7 curriculum are SAARC and 

Nepal (more detailed), the introduction of landlocked countries along with their problems and 

solutions, conflict management and the need for peace.  

The treatment of curriculum content related to global education is limited at the basic 

level of education. Much content about “the world beyond Nepal” is pushed into secondary 
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education. A brief study of Grades 8, 9 and 10 curriculum indicated that important elements 

of civics and citizenship education such as the environment and sustainability, social justice, 

human rights of minority groups and interdependence and globalisation (Bradbery & 

Reynolds, 2010) are reserved for these later grades. The ambition to develop students as 

global citizens through teaching and learning has been deferred to those grades. As Doganay 

(2012) argued “it is not logical and necessary to wait for a specific grade or course to teach 

democratic citizenship skills, knowledge, values and attitudes. Citizenship must be one of the 

main focal points in each grade and course” (p. 34). The deferral of contents to higher grades 

for educating on global education will have consequences in students’ understanding of the 

meaning of elements of civics and citizenship learning and in developing the attributes of 

global citizens.  

 The curriculum envisions enabling students to understand the concepts of global 

relations, cooperation and neighbouring countries, which is rather more knowledge-based and 

pragmatic than the OXFAM model of global citizenship influential in many developed 

nations (OXFAM, 2006). Under the scope of ‘Our international relations and cooperation’, 

the curriculum aims to enable students to understand the introduction, objectives, necessity 

and importance of South Asian Association for Regional Cooperation (SAARC) of which 

Nepal is a founding member (CDC, 2012). SAARC mainly aims to promote the welfare of 

South Asians; improve their quality of life; accelerate economic growth, social progress and 

cultural development; provide all individuals opportunity to live in dignity and realise their 

full potential; and promote and strengthen collective self-reliance. Thus, it is very important 

for students to understand the concept of SAARC. 
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Table 5.6  

Social Studies Curriculum – Scope and Sequence of the Contents in Relation to the Global 

Education Theme 

Grade 5 Grade 6 Grade 7 

No 

contents 

on this 

theme 

Introduction of international 

relations and cooperation 

SAARC and Nepal 

(introduction of SAARC, 

objectives, necessity and 

importance) 

 

Contemporary global 

activities related to social 

studies subject 

 

Conflict and its management 

Role of media in conflict 

management (positive 

thinking) 

SAARC and Nepal (role of Nepal in SAARC, 

SAARC activities) 
 

Introduction of landlocked countries, their 

problems and solutions 

 

Contemporary global activities related to social 

studies subject 
 

Roles of UN and schools 
 

Conflict management 
 

Assisting to manage conflict in family and 

neighbour 
 

Role of media in conflict management (positive 

communication, effective communication) 
 

Need for peace 

 

Note. Adapted from Primary education curriculum (pp. 19-20) by Curriculum Development 

Centre, 2009, Author. Copyright 2009 by Curriculum Development Centre; Basic education 

curriculum (pp. 74-79) by Curriculum Development Centre, 2012, Author. Copyright 2012 

by Curriculum Development Centre. 

The curriculum also prioritises the learning of conflict management and the role of the 

media (such as positive and effective communication) in it and has hopes that students will be 

able to manage conflict in their family and neighbour as well (CDC, 2009, 2012). The aim 

through conflict management content is to promote values of peace, non-violence and 

harmony at community and national levels in the wake of a decade long civil war in the 
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country. The curriculum further attempts to educate students about the challenges faced by 

landlocked countries, their problems and solutions which is very relevant for students in the 

sense that Nepal is also a landlocked country and this knowledge will be helpful for them to 

understand the situation of other landlocked countries too. Beyond the national context, the 

curriculum aims to enhance students’ global understanding and to make them aware of the 

recent global changes which may benefit them in accordance with the feelings of freedom, 

equality and shared humanity. These are the approaches to global education that emphasise 

structures not issues and knowledge over mindset and dispositions. 

5.3.3.5 School Sector Development Plan 2016 – 2021. The SSDP 2016 has placed a 

strong emphasis on the need for increasing the use of English to progress globally. It argues 

that in contemporary Nepal, only a small percentage of people who lived in cities were fluent 

in English but to progress in the global economy, as recognised by policymakers, there was a 

need to increase the number of English speaking population in the country (MoE, 2016). This 

was a significant shift from the policies of the second half of the twentieth century.  

The SSDP 2016 aligns with Nepal’s recent fourteenth 3-year-National Plan (2016/17-

2019/20) and Nepal’s international commitment towards the Sustainable Development Goals 

(SDGs) and Education. It is in line with Nepal’s international commitment towards the SDGs 

Goal 4, “Ensuring equitable and inclusive quality education and promoting lifelong learning 

opportunities for all” (United Nations, 2019). Its overarching goal has been for schools to 

produce the needed human resources to elevate the country’s status from a least-developed 

country by 2022 and to reach the goal of achieving the status of the level of a middle-income 

country by 2030 and strives to provide all students with an opportunity to develop their 

literacy and numeracy and to build their life skills and knowledge that are essential to living a 

productive life (MoE, 2016). Clearly “life skills” and notions of “a productive life” move 
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squarely into the area of civics and citizenship education, although the precise curricular and 

teaching implications still remain somewhat opaque. 

5.4 Concluding Observations 

This chapter has indicated that the dominant driver of civics and citizenship 

historically (but with a legacy into the present) has been education about citizenship, 

emphasising knowledge of political systems; that is, the structures, processes and history of 

the country. Kerr (2003) noted that this is a narrow approach to citizenship education as it 

does not empower learners to immediately use the knowledge they learn. It is an approach 

that also lends itself to a didactic transmission of factual political knowledge that does not 

give students opportunities to reflect upon, challenge or practise what they learn (Arthur et 

al., 2001). The nature of citizenship education that a country adopts is greatly influenced by 

the political context and the ideology of the state. There is a temptation for citizenship 

education to be used by people in positions of power as tools for social control, especially of 

young people. In many countries, citizenship education programmes stress compliance, 

obedience and ‘good behaviour’ on the part of the learner. It can thus be used for moulding, 

managing and reforming young people for the benefit of people in positions of power 

(Sigauke, 2011). Such a form of education can leave young people ignorant of political, 

economic and other social issues that powerful members of governmental elites might rather 

leave unexplored. Predominantly, this has been the situation in Nepal – “Young people are 

expected to be compliant, obedient and to behave well as required by society … it teaches 

about living in a society as it is rather than encourage autonomy, critical thinking and 

challenge social injustice” (Cunningham & Lavalette, 2004, pp. 257–258).  

The over-reliance of the state on the NESP 1971 as crucial historical narratives to 

construct Nepal’s contemporary educational policies (Caddell, 2002) hindered students’ 
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ability to develop their national identity (Banks, 2014). Thus, there is a need for students to 

engage actively with the national historical narratives (Crawford, 2000) which will enable 

them to develop skills to face the challenges of the contemporary world. The findings of the 

analysis of curriculum policy documents and textbooks aligned with the nation’s vision of 

developing good citizens through promoting ideals of national identity such as language, 

cultural diversity, democracy and national heroes. As Koh (2010) indicated in the context of 

Singaporean schools, rulers and policymakers in Nepal also followed a more “patriotic” 

approach as a means to achieve a unified national identity and generating a strong sense of 

national identification based on language, diversity and shared heritage and values have been 

seen as a key to enhance people’s loyalty to the nation. In this context, as argued by Onta 

(1996), the education system in Nepal largely disseminates a monumental state-sponsored 

national history as shared heritage and values which ultimately shape students’ perspectives 

related to nationality. The legitimisation of singular identity of Hindu and Nepali language as 

symbol of national identity during the Panchayat System promoted social exclusion and 

benefited the advanced sections of the society who were already privileged (Caddell, 2007). 

Cultures regulate not only what constitutes an appropriate narrative, but also how 

stories are told, why they are told, and when they are expected (Ewick & Silbey, 1995). This 

far-reaching cultural power derives from the fact that narratives are one of the critical 

linguistic tools that cultures provide for organising thought. Master narratives are “culturally 

shared stories that ... provide guidance for how to be a ‘good’ member of a culture” (McLean 

& Syed, 2015, p. 320). Master narratives serve as a meta-framework for all stories, 

constituting the vehicle societies use to comprehend themselves and others and framing self-

perceptions and identity. Textbooks are the form in which national master narratives are 

synthesised and organised. Thus – whether they are conscious of this or not (and in reality, 

they are probably mostly not) - school textbook-writers are key narrators of national identity 
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stories. This is also the case in Nepal where textbook writers are especially influential in 

terms of translating and interpreting policy guidelines and curriculum into textbook stories. 

Reflecting from a Canadian perspective, Jerry Diakiw (1997) noted that “our 

identities, our attitude to people of different races, our sense of self and therefore probably 

our sense of national identity or lack of it are largely fixed” (p. 44) in schools. The same 

holds true in Nepal, and teachers have a crucial role to play in introducing students to the 

nation’s civic structures and history, while at the same time nurturing curious minds that are 

empathetic and critical.  

5.5 Reflection on Power 

This chapter has focused upon the factors underpinning policy formation at the central 

governmental level – and this is obviously where the key locus of power lies. In this context, 

Apple (2003) outlined:  

Formal schooling by and large is organized and controlled by the government. This 

means that by its very nature the entire schooling process – how it is paid for, what 

goals it seeks to attain and how these goals will be measured, who has power over it, 

what textbooks are approved, who does well in schools and who does not, who has 

the right to ask and answer these questions, and so on – is by definition political. 

Thus, as inherently part of a set of political institutions, the educational system will 

constantly be in the middle of crucial struggles over the meaning of democracy, over 

definitions of legitimate authority and culture, and over who should benefit the most 

from government policies and practices. (p. 1) 

This chapter has shown that the power of central government – as exercised through 

the relevant Minister for Education and the Ministry of Education in Nepal has generally 

operated at the macro-policy level of big picture strategy and of ensuring appropriate 
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resourcing of education. There is a national curriculum and there are central government 

guidelines suggesting curriculum aims and content but there is still some flexibility of 

interpretation as aspirations for social studies and civics and citizenship education in Nepal 

come to be articulated through the meso and micro levels of policy implementation. As 

Foucault (1997) and Bourdieu and Passeron (1977) have illustrated, power is omnipresent 

and power relations are a fact of life; power dynamics are deeply embedded in how change 

occurs in educational contexts. It is possible to transform from a largely socialising 

curriculum designed to foster ‘informed citizens’ loyal to those in power to a curriculum that 

fosters reflective and critical capabilities individuals extending beyond passive acceptance of 

the existing social structure. In Taiwan, for example, there has been a “switch from a 

collective and nation-centred configuration to an individual-oriented and humanistic 

construct. The goal to produce submissive and obedient citizens … has gradually been 

eliminated through the series of education reforms since the 1980s” (Hung, 2019, p. 73). 

Nepal is relatively near the start of this narrative arc of change. 

Analysis of policy text is not a simple and straightforward activity. There is 

sometimes considerable scope for interpretation in the implementation. Bowe et al. (1992) 

argued that the artificial separation of policy generation from implementation, and an over-

emphasis upon the former at the expense of the latter, can result in an over-simplified model 

of the policy process that fails to reflect the complexity and ‘messiness’ and indeed 

‘lossiness’ (Trowler, 2003) of policy implementation. The correspondence between 

curriculum policy and practice is never 100 %, as the intentions of curriculum planners are 

renegotiated, subverted or domesticated by regional educational leaders, textbook writers, 

teachers and students. Internationally – and in developed countries – the nature of policy 

intentions can sometimes end up significantly different after moving through the contexts of 

influence. Indeed, Ball’s approach to policy cycle analysis involves identifying “resistance, 
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accommodations, subterfuge and conformity within and between arenas of practice and the 

plotting of clashes and mismatches between contending discourses at work in these arenas” 

(Bowe et al., 1992, p. 13). It is to the contexts of text production and practice that Chapters 6-

8 of this study are focused. 

5.6 Summary 

This chapter has presented the findings of the analysis of key Nepalese curriculum 

policy documents under the themes of national identity and democracy, cultural diversity, 

and global education. With regards to the national identity and democracy, it was evident 

from the analysis that the documents emphasised the promotion of national integrity and 

social harmony in the country. They placed importance on language and culture to achieve 

national unity in Nepal. While pre-1990s curriculum policy documents recommended the 

promotion of single language and single culture, post-1990s policies provided opportunities 

for education in mother tongue for promoting national integrity. In terms of cultural diversity, 

the curriculum policy documents increasingly recognised the cultural diversity of the country 

and placed emphasis on education to promote social harmony and improve the common 

understanding of cultural heritage. The rhetorical commitment to inclusion has become 

increasingly strong in more recent years, although the practical working through of 

opportunities for students to explore issues around societal equity and fairness of outcomes is 

less clear-cut. Regarding global education, it was evident that the expansion of educational 

opportunities was prioritised to meet the national and global challenges of the twenty-first 

century and globalisation was seen as a positive phenomenon to enhance the quality of 

education. Nevertheless, the language of educational goals had a largely generic and neo-

liberal and vocational orientation and the rhetoric of educating Nepalese young people to see 

themselves as active citizens within a global village was less apparent in the reality of the still 

operational 2007 NCF. 
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Chapter 6 A Visual Analysis of 

Textbook Images 

6.1 Introduction 

This chapter presents findings from a visual analysis of images used in textbooks at 

the basic education level in Nepal. Specifically, three social studies textbooks used for 

teaching Grades 5-7 were analysed in relation to a selection of their visual images (a range of 

related texts are analysed in Chapter 7). Since textbooks convey information through printed 

text and images, this analysis was undertaken to develop an understanding of how the themes 

of national identity and democracy, cultural diversity and global education are communicated 

through the images of textbooks at the meso context of policy text production and policy is 

translated into practice by curriculum intermediaries. Specifically, three social studies 

textbooks used for teaching Grades 5-7 were analysed in relation to their text  

Since images and accompanying text in Nepalese social studies textbooks are socially 

determined by illustrators and authors (and the curriculum-writers and textbook evaluation 

committees monitoring their work) who depict civic roles and key ideas linked to citizenship 

education, including identity, community and notions of active citizenship, it is equally 

important to analyse the images as part of the textbook analysis. Students generally 

appreciate images in textbooks since the inclusion of images sometimes supports their 

understanding and learning more effectively than words and they benefit from illustrative 

information scaffolding their responses to written information (Diamond, 2008). The primary 

aim of visual analysis is to systematically analyse the textbook images relating to the 

teaching of civic virtues to Grades 5-7 Nepalese students, with a view to critically assessing 
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how key messages are conveyed and idealised and evaluating the effectiveness of visual 

images in projecting visions of democratic engagement.  

To select the textbooks, a purposive sampling method was employed in the study. The 

purpose of the study, the study’s context and the policy cycle approach provided standards 

for the selection of the textbooks. The analysis of the social studies textbooks images was 

guided by the second auxiliary research question of this study: How are the themes of 

national identity and democracy, cultural diversity and global education communicated 

through the content of textbooks at the meso context of policy text production? 

In terms of analysing the representations of idealised citizenship behaviours in images 

found in Nepalese social studies textbooks, sixteen possible images that represented the 

themes of national identity and democracy, cultural diversity and global education were 

initially identified. The choice of the images from this sample was driven by a mixture of 

their prominence and size in the text and the centrality of the civic themes represented in 

terms of students’ learning about democracy. Later, five images were selected for the 

analysis. As detailed in the Table 6.1, key images were analysed in terms of their visual detail 

and narrative representations, intended audience effect, compositional choices and 

ideological meanings, overall effect and application of analysis to discourses of citizenship. 

The questions asked of the images are re-included below: 
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Table 6.1  

Visual Analytical Framework for Nepalese Textbook Analysis 

Visual Detail and Narrative Representation: 

1. Who are the represented participants in the image? 

2. How is the representational meaning conveyed (such as facial expressions, body 

language, gestures, dress)? 

3. What is the form of the representation in terms of setting, props and the participants’ 

appearance? 

4. How do props and settings confer symbolic meaning? 

5. Are there any vectors in the image that indicate action? If so, what kind of story does 

this action tell? 

Intended Audience Effect: 

6. What is the relationship between the represented actors and the viewer (encoded 

through social distance and contact)? 

7. How does the angle of representation affect a viewer’s involvement with the 

represented participants? 

8. What types of thinking by viewers do the represented participants and objects seek to 

evoke? 

Compositional Choices: 

9. What is the effect of the modality of the image? 

10. How is the image organised (and what effect does this have)? 

11. How are framing devices deployed to underpin conceptual messaging? 

12. Which represented participants or features are more salient than others? 

13. How does this salience affect the impact and meaning of the image? 

 

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship: 
 

14. What is the relationship between the image and any complementary text? 

15. What is the image trying to tell the viewer in terms of social/cultural concepts? 

16. How real does the image appear to the viewer and does the sense of reality affect the 

validity of its message and any accompanying or related text? 

17. What are students intended to learn from this image about civic behaviour and values? 
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Note. Adapted from Reading images: The grammar of visual design (pp. 17-56) by G. Kress 

and T. Leeuwen, 1996, Routledge. Copyright 1996 by Routledge; Handbook of visual 

analysis by T. Leeuwen and C. Jewitt (Eds.), 2004, (pp. 92-118), SAGE Publications. 

Copyright 2004 by SAGE Publications; “Exploring Wordless Picture Books” by F. Serafini, 

2014, The Reading Teacher 68(1), pp. 24–26. Copyright 2014 by Wiley-Blackwell. 

6.2 Findings and Discussions 

 

Figure 6.1  

Voting 

Note. From Social studies and population education (p. 45), by Curriculum Development 

Centre, 2016, Author. Copyright 2016 by Curriculum Development Centre.  
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Visual Detail and Narrative Representation 

This image depicts a busy scene at a voting station for an election. The represented 

participants include ten voters standing patiently in line waiting for their turn to vote and four 

election administrators sitting at a table, checking voter eligibility and distributing ballot 

papers. A young female police officer stands alongside the queue of waiting voters, 

truncheon in hand, ensuring appropriate order and discipline. She is alert and the truncheon is 

partly raised. Three other participants—all relatively young voters—are shown at different 

stages in the voting process: one young woman is receiving her voting papers from the 

administrators, a young man completes his form in an enclosed space where people cannot 

see his selections, and a third young woman is in the process of posting her voting paper into 

the ballot box. Eight out of thirteen voters represented in the image appear from their looks to 

be their 20s or 30s. 

It is an inclusive image. There is balanced gender representation in the image overall, 

with an equal number of male and female waiting voters and election administrators. The ten 

voters, representing varied ages, are lined up into separate male and female lines of five each. 

There are varying forms of dress and headwear. The different dress and male headwear of the 

depicted voters represent something of the diversity of the Nepalese electorate; the 

individuals are recognisably from both the hilly and plains regions of Nepal. The vectors in 

the image are multi-directional with participants looking towards different points of the 

compass, although the dominant action line of sight is of the ten people waiting to vote all 

looking forwards in the direction of the young man casting his vote.  
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Intended Audience Effect  

The act of voting is presented to the audience as something natural, orderly, normal 

and well-organised. The openness and transparency of a publicly viewable ballot box are also 

important, and this is the part of the illustration that is in the foreground of the image. It may 

well be a conscious choice to depict a young woman rather than an older man as representing 

the forces of law and order, thus softening the depiction of state oversight and control of the 

election process. The use of an angular-isometric perspective, with an oblique point of view 

and a relatively high angle, positions the viewer to consider the image from a detached point 

of view, without a direct sense of involvement. The viewer is not positioned as a participant 

in the voting process but instead looks on to learn about it, as though a fly on the wall. 

Compositional Choices 

In assessing the modality of the image, there is an absence of colour, illumination and 

brightness, which allows the reader to focus on limited contextualisation, representation and 

depth. A few props are included to indicate the setting clearly; however, most of the 

background is blank. The limited texture and minimum details in participants’ faces make the 

expression of each individual appear neutral. In this way, the voting process is represented as 

devoid of strong emotional reaction from the participants. The fact that none of the 

participants is shown looking directly at the viewer also adds to the sense of procedural 

detachment of the image. 

The image is composed in four distinct parts: the monitored queue of voters; the 

checking and administrative process; the sanctity of the voting booth; and the 

representativeness of accumulated votes as they are posted into the ballot box. None of the 
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represented participants has greater salience than any other, which serves to make the image 

democratic in its projection.  

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship 

The image projects a positive and reassuring image of democracy in action. The 

fairness of election processes is indicated in the sympathetic and respectful portrayal of the 

four election administrators seated at the table. They seem like everyday citizens who can be 

trusted. The privacy of the secret ballot is underlined in terms of each individual’s right to 

make their own voting choices without others knowing about it. The body language of the 

people in the queue is positive and alert; they are standing straight and generally represented 

as keen to exercise their civic duty. 

The theme of the chapter in which this image appears is civic awareness. The chapter 

has units with factual material about Nepal’s constitution and the envisaged role of citizens in 

nation-building. There are separate units on the rights and duties of citizens, including moral 

duties to family, society and upholding the law. A suggested lesson attempts to underline the 

balance between respecting others’ rights whilst also enjoying individual rights. The image is 

prominent, appearing on the title page immediately below the chapter heading of Civic 

Awareness. There is no text in the chapter that specifically describes or explains voting or 

election processes; therefore, the image bears a lot of explanatory weight without textual 

support. The textbook writer, in an interview conducted with him, argued that this was done 

intentionally to summarise the chapter with an effective image. 

The caption to the image is distinctive to the Nepalese context and places a reading of 

the image in a slightly different light. It is a quotation from Buddha – “That every human is a 
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religious person who can sacrifice themselves for others”. Voting in western democracies 

would be seen as an entirely secular activity. Here, the idea of a citizen’s civic duty to vote is 

connected to spiritual notions of sacrifice for others. One possible reading of this is that the 

illustrator intends the audience to view the act of voting as an act of sacred trust. It is perhaps 

a reminder that the factors being weighed up by citizens as they decide who to vote for ought 

not to be motivated by selfish, factional, or partisan concerns, but empathetic consideration of 

the future common good of the community and the nation. The inclusion of a baby on his 

mother’s back as she awaits her turn to vote further underlines the desirability of considering 

the needs of the future as people decide how to cast their vote. 

The image supports the discourse of future Nepalese citizens’ duty to participate in 

election processes. Electoral participation is one of the defining characteristics of a 

democratic system of government. Electoral democracy can empower the poor in the sense 

that low-income citizens usually make up a majority of voters in a democracy. There is a 

widening gap between urban and rural areas in terms of development and access to resources 

with poverty rates ten times higher in rural areas than in the more developed Kathmandu 

Valley. As such, this would indicate a theory that Nepali people can use their electoral power 

to influence the redistributive policies of the government.  

The image projects positive messages about voting, elections, and democratic 

involvement. It seeks to dispel the myth that politics is predominantly the preserve of older 

men. The preponderance of representation of young citizens is no accident. Nepal is a young 

population; overall 35% of Nepal’s population is under 14, and over 44% is under 19 (CBS, 

2014). Moreover, there is very positive female representation, not only as a slight 

preponderance of the represented voters but also as administrators and monitors of the 

process. Although the image projects these positive messages, it is quite staid and calm, 
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which may not represent some of the carnival aspects and dynamism of election day and 

voting in Nepal.  

It is, of course, an idealised representation of democracy in action. There are some 

notable absentees who might serve to dilute the unreserved positivity about elections and 

voting. Not least is the fact that no politicians are on view. Whilst many Nepali polling 

stations will be as well-organised and orderly as the one on display here, elsewhere the 

queues might be longer, the organisation less precise, and the forces of law and order armed 

and more prominent. There is not a whiff of corruption to be seen or inferred from this image 

and yet maintaining clean and fair election processes in some parts of Nepal remains a 

challenge (Rosser, 2015). A recent study indicated that “Nepal continues to face endemic 

corruption despite its recent democratization” (Truex, 2011, p. 1134). This is a very tidy 

image, yet in reality, democratic processes can be messy and imperfect. 
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Figure 6.2  

Civic Awareness 

 

Note. From Social studies and population education (p. 53), by Curriculum Development 

Centre, 2016, Author. Copyright 2016 by Curriculum Development Centre. 

Visual Detail and Narrative Representation 

This representation juxtaposes two images of different kinds of political activity. In 

the first image, a circle of twelve people (seven young men, four young women and a 

younger boy) sit and listen to a slightly older female speaker. Most sit cross-legged, whilst a 

few crouch or kneel. The listeners wear a traditional rural dress and the meeting is taking 

place under a tree in a public place. The event is held outdoors in a rural location, apparently 



183 
 

 

on the outskirts of a village. The group sit beneath a large, old tree with an impressively wide 

trunk and visible spreading roots. The group are listening intently to the speaker who is 

explaining a point with one of her arms gesturing in an animated way. She wears a sash 

delineating her office and seniority. The image is captioned ‘civic awareness’ and thus one 

assumes that the meeting is fulfilling an educative rather than a politically partisan function. 

The speaker is smartly dressed and represented as speaking with some authority. It seems she 

is a community leader, possibly a Non-Governmental Organisation worker or rural municipal 

government representative. The vectors in the image, created by the implied line of sight of 

the listeners and the trunk of the tree, all point towards the wise and respected female 

speaker. She is the centre of attention and point of action, not only for her young listeners but 

also the wider audience viewing this illustration. 

The second image shows a crowd of Nepalese citizens marching in favour of the 

cause of education. The size of the crowd is unclear; around twenty people are depicted but 

the image fades into the middle distance and there could be many more people participating. 

Three banners are being held up, the one at the front of the march bearing the caption Let’s 

send all children to school. Most of the marchers’ mouths are open and they may be chanting 

messages in support of their cause. The setting is a rural village, comparable to the setting of 

the first image. A small group of spectators are depicted as having come out of their houses 

and are viewing the march from their little front gardens. The activists are mainly young 

adults. The young man at the front of the march holds up a fist of determination. The vectors 

in this image are uni-directional; all of the represented participants are looking forward and 

slightly upward towards an undefined respondent (presumably governmental authorities 

responsible for providing appropriate school infrastructure or community members who 

choose not to send their children to school). 
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Intended Audience Effect  

Readers are shown two distinct ways of engaging with politics and political issues. 

The top image may be interpreted as celebrating the virtues of paying respectful attention to 

the views of others to reach informed conclusions. The tree could be seen as symbolic of a 

range of other connected ‘civic awareness’ themes, such as the wisdom of long-standing 

tradition and respect for the natural environment. Many Nepalese villages have Chautari, rest 

stops usually seen along the foot trails which also serves as meeting places. They are stone 

platforms under big trees providing a resting place, shade, and a venue for community 

meetings. Such venues are considered as a neutral place and all villagers have access to it. In 

the background, the smart tree-lined entrance to the village looks trim and well-maintained, a 

testament to civics and community pride. 

The effect on the audience of the second image may be intentionally reassuring. The 

issue (Let’s send all children to school) is a relatively safe one endorsed by the central 

government as well as in most communities. In recent years, there are more opportunities to 

attend school in Nepal and increases in enrolment rates are encouraging (MoE, 2016). The 

eyes of the marchers are all raised; the audience cannot see what they are looking at, but the 

implication is, perhaps, that they are looking forward and upward to a hopeful, better future 

for their children and community. The inclusion of community participants as apparently 

sympathetic—or at least interested—onlookers at the side of the image infers that this is a 

cause which has some community support. In a country that has experienced recent civil 

discord and violence, the audience is positioned to imply that civic protest can be entirely 

appropriate and a force for good, if undertaken responsibly.  
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Compositional Choices 

The modality of both images again possesses a relatively low level of depth, with a 

similar level of detachment achieved through an angular-isometric perspective. Despite this, 

the second image does have increased contextualisation and representation. By depicting 

fairly detailed backgrounds for the two components of the image, the illustrator has shown 

them as particular events, connected with given locations and moments in time.  

The angle of representation affects the viewer’s involvement with the represented 

participants. The civic awareness scene is depicted from above but facing slightly uphill. The 

focus of most of the participants in the second image is towards the salient figure of the 

female speaker. Five of the listeners have their backs to the viewer; the other young people 

are viewed from the side or obliquely. The tree is an important framing device. It leans 

slightly in the same direction as the vectors of the image, and attention is further drawn to the 

orator/pedagogue by her framing in the centre of the trunk. In comparison, the most salient 

image in the marching image is the young man with the clenched fist at the head of the march 

and in front of the prominent banner. While the young man is depicted as a leader, the 

representation is of him being ‘first among equals’ and not a demagogue. There are plenty of 

female marchers, too. None of the represented participants looks directly at the viewer; the 

march is viewed in a detached and impersonal way.  

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship 

The two images project complementary visions of politics as a peaceful, civil 

discourse. Democratic engagement is depicted as calm, reflective and even as enjoyable; as 

far as can be deduced from the expressions on their faces, the marchers appear happy, if 
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focused. No one is angry; there is certainly not a hint of latent violence. The mood of the 

‘Civic awareness’ image is quiet and thoughtful. The twelve young people in their body 

language sit forward and seem keen to learn from the words and key messages of the speaker. 

The two images also project complementary visions of different forms of community 

involvement; in one case a group of citizens are depicted learning and thinking together and 

becoming better informed in a shared process of self-improvement; in the other case, 

community involvement is activated around an issue of community concern—their children’s 

education. The implication is that responsible and informed community activism can bring 

pressure to bear to improve services for Nepalese citizens. 

Together, the two images balance the theme of the textbook chapter in which they 

appear, namely citizens’ rights and responsibilities. They show that ‘civic awareness’ is about 

both head and heart. It is the responsibility of citizens to make informed judgments on issues 

that affect them and to listen thoughtfully to the views of others and be open to new ideas 

(the top image); it is the right of citizens to use their informed judgment as a prompt to bring 

pressure to bear in order to improve their communities (the lower image) by encouraging the 

people to conform to government programs. Civic awareness provides a necessary foundation 

for civic activism. The chapter text in which the images appear has a similar logic. Students 

learn about the structure of Nepal’s constitution and its role in ensuring citizens’ access to 

services within their communities, but they also learn that this knowledge can be applied; a 

lesson idea has the children connecting what they have learned about active citizenship to co-

operative community endeavours to look after public areas such as ponds, schools, churches 

and mosques. 

The images are again highly idealised representations of the working of politics in 

rural Nepalese communities. It is within recent memory that committed young female Maoist 
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activists would not have been educating young people in Nepalese villages about democratic 

processes but indoctrinating them as to the inequity of the policies of Nepal’s governing 

classes and persuading them to join the cause of civil rebellion. The female orator in the top 

image possesses a great deal of power; this power can be used for virtuous or less virtuous 

purposes. We also know that in many contemporary Nepalese rural communities, young 

citizens lack the free will to make choices of their own; rather a culture of deference to larger 

landowners and a spirit of ‘Clientelism’ (a social order which depends on relations of 

patronage) dominates the political landscape (Joshi & Mason, 2011). Nepalese young 

people’s involvement in community development politics and activism is complex rather than 

simple. A range of factors can touch upon how young Nepalese community leaders or 

activists navigate their involvement in local causes. Issues need to be problematised; for 

example, the issue of all children going to school is not as straightforward as might be 

thought. Similarly, 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. The representation of community protest in this image depicts Nepalese 

political protest as being deceptively straightforward. 
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Figure 6.3  

Civic Rights 

 

Note. From Social studies and population education (p. 50), by Curriculum Development 

Centre, 2017, Author. Copyright 2017 by Curriculum Development Centre. 

Visual Detail and Narrative Representation 

This image depicts eleven diverse Nepalese people in their traditional dress. The 

image is balanced in terms of gender, and religious representation since half of the 

participants are female and all the major religions including Hinduism, Buddhism, Sikhism 

and Islam are visible in the image. The image also represents a regional balance. The older 

man speaking on the left-hand side of the image and wearing the ‘lungi’ traditional dress is a 

Muslim from the southern plains of Nepal. The other participant who is represented speaking 
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is a younger woman, possibly from the hilly midlands or further north into the mountains. 

The participants also include a boy and a girl. Mountains and hills are seen in the 

background. 

The action ‘vectors’ in the image relate to the speakers; they are the only participants 

gesturing with their arms and hands. The participants’ lines of sight are generally towards the 

two speakers. The audience is invited to view the positive representation of religious, 

geographical and ethnic diversity as something to be admired and symbolic of Nepalese 

national unity. 

Intended Audience Effect  

The image supports a vision of national integrity and social harmony among various 

religious and ethnic groups. Although the Hindu religion is the most dominant in Nepal, an 

effort has been made to make students aware of the existence of other religious groups. This 

image portrays a message of equality and inclusivity. The layout of the image is overtly 

balanced in support of these conceptual ideas; there is a balance of religions, regions, gender, 

ages and ethnicities in the represented participants. The angle of the image is from the same 

eye-level as the participants; the message of equality in the image is mirrored by the equal 

angle gaze of the illustrator. The image promotes the ideal of unity in diversity in Nepal to 

viewers. 

Compositional Choices 

The image has a degree of artificiality in its make-up and is rather static as the 

participants look in all directions; most stand passively with arms by their sides. The two 

speakers balance one another on either side of the image; one male, older and from the south 

of Nepal; one female, younger and from the midlands or north of the country. The 
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composition of the image depicts the natural and seemingly everyday interaction and mutual 

respect among the participants from different backgrounds.  

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship 

The image is located preceding text relating to human and legal rights. The text notes 

that all are equal under the law; everyone has the right to follow their religion and celebrate 

their particular festivals. Under Nepalese law, there is no discrimination on the basis of caste, 

ethnicity, religion or gender. The image signposts the multi-dimensional identities and multi-

cultural make-up of Nepal’s population. A message of respect for others, positive 

coexistence, gender equality and shared values between people who hold different beliefs is 

projected.  

The theme of the Grade 6 chapter in which the image is situated is civic awareness. 

This chapter has units on the constitution, citizens and their rights, the responsibilities and 

duties of citizens, traffic rules, nation and nationality and the federal democratic republic. 

The image underlines and reinforces the objective of the curriculum to promote respect for 

diversity and social harmony in Nepal. A key citizenship message is around the importance 

of religious tolerance.  
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Figure 6.4  

Social Rules 

  

Note. From Social studies and population education (p. 68), by Curriculum Development 

Centre, 2016, Author. Copyright 2016 by Curriculum Development Centre. 

Visual Detail and Narrative Representation 

This image depicts a group of seven people preserving and cleaning public places and 

clothing in their village. The scene is apparently taking place in a typical rural, hilly Nepalese 

setting. The activities within the neighbourhood scene include cleaning footpaths and a public 

resting place with traditional Nepalese brushes. Other participants are shown cleaning clothes 

and cooking utensils and disposing of rubbish. The two represented participants with visible 

faces are shown as smiling and happy in their work. The people are adults or older teenagers. 
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Five of the seven depicted individuals are women. The image highlights a shared division of 

labour among the participants. The vectors in the image are multi-directional; there is ‘action’ 

on behalf of the family or the village’s common good wherever one looks in the image. 

Intended Audience Effect  

The student audience for this image is positioned to consider didactic messages about 

everyone’s responsibility to keep their homes and public areas clean and the value of 

collective and co-operative endeavour in accomplishing common neighbourhood upkeep 

tasks. Although the caption references ‘social rules’, the image also seems to impart 

messages about responsibility and cooperation in community work. Cleanliness, hygiene and 

tidiness are projected as key civic virtues and as both an individual and collective 

neighbourhood responsibility. Although Nepal remains a largely patriarchal society where it 

comes to housework, an effort has been made to include men in the cleaning work. There are 

conceptual messages here about pride in the community, the civic value of everyday tasks, 

and that playing one’s individual part in community endeavours in Nepal is a societal 

expectation and part of the social rules. 

Compositional Choices 

The image is composed as a village tableau of an everyday neighbourhood scene. 

Perhaps the fact that the participant closest to the viewer is a man underlines the point that 

cleaning is not only women’s work. The cooperation between men and women in the 

collective task of keeping their community tidy is certainly a key feature of the image’s 

composition. Natural elements also feature quite saliently in the composition of the image; 

the hills in the background, the tree in the centre of the village, and the valuable running 
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water from a stream, perhaps making a point that communities constantly strive to work in 

harmony with their natural surrounds. 

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship 

Different ideas that are important within citizenship education are represented in the 

image: gender equality, working with others, community involvement and responsibility 

towards public places. This unit is a part of the theme related to civic awareness. This theme 

has units with factual information about social values, including democratic culture, equal 

behaviour, fundamental rights and child rights. The image supports the ideas of responsibility 

and joint efforts in community maintenance and neighbourhood pride. It rejects the notion 

that household work or cleaning is the sole preserve of women.  



194 
 

 

Figure 6.5  

Social Problems and Perversion 

 

Note. From Social studies and population education (p. 36), by Curriculum Development 

Centre, 2016, Author. Copyright 2016 by Curriculum Development Centre. 

Visual Detail and Narrative Representation 

The image shows a rural Nepalese family. A proud-looking mother and father are 

seeing their son off to school from the front yard of a modest rural home. Both parents are in 

traditional dress associated with Tarai (plain land) region. Background props such as a human 

drawn plough and a wooden hoe would tend to indicate that the family rely upon relatively 

basic agricultural methods to sustain themselves. A daughter is holding a hand scythe and a 

basket. Two children are represented in the image. A boy in smart school uniform, carrying a 

backpack and with a smile on his face, looks back over his shoulder and waves to his parents 
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and sister whilst his mother waves back. The boy’s uniform, including a formal school tie, 

may be a symbolic pointer to his attending a higher-status private school. If anything, the 

brother’s smile is directed more towards his sister than his parents. The daughter is looking at 

her brother with an unhappy look on her face and some stiff body language. Whilst it is not 

possible to gauge the precise age of the children, the girl is slightly taller than the boy and 

therefore perhaps a little older – he may be about age ten with the girl age 11 (the same age 

as the children for whom the textbook is intended). The action vectors in the image are 

interesting, with the parents’ and daughter’s gaze directed towards the son/brother departing 

for school in the bottom right-hand side of the image, but the daughter is at the centre of the 

image.  

Intended Audience Effect  

The image implies that all may not be well in the relationship between brother and 

sister. He has a day at school to look forward to, meeting friends and progressing his 

learning. She is about to undertake some manual labour and agricultural or horticultural tasks. 

At the household level in Nepal, girls have traditionally been expected to spend more time on 

chores which has proved to be a deterrent to education (Levison and Moe, 1998). The parents 

have eyes only for their son – both maternal and paternal pride can be seen in their faces. A 

certain amount of jealousy on the part of the daughter might be understandable. Her mouth is 

turned down and she seems less than happy at witnessing her brother’s carefree departure. 

The action in the image invites the reader to contrast the day that lies ahead for the son and 

the daughter. 
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Compositional Choices  

This is a deceptively simple image representing the powerful Nepalese motifs of 

family and home. A few props are included to clearly indicate a relatively idyllic rural 

setting, but most of the background is blank. The neighbouring property is one field away. 

The home is small and simple but well-maintained, with a neatly thatched roof and evidence 

of a vegetable garden. The image is organised as a family tableau, perhaps emblematic of a 

typical Nepalese rural nuclear family. The framing device of having happy parents standing 

side by side in the centre of the image, with eyes only for their school-bound son underpins 

the conceptual messaging of the image. A culture of son preference is still in practice in 

Nepal (Stash and Hannum, 2001) although education statistics for girls are much improved in 

the past twenty years (Acharya, 2015; Khanal, 2018) and the composition of the images 

encourages the viewer to reflect upon this discrimination and to view it as a social problem. 

The representation of the daughter, standing in front of her parents and in the centre of the 

image makes her presence more salient than the other participants and would tend to suggest 

that, of the four people in the image, the viewer is invited to think most about her perspective. 

Ideological Meanings, Overall Effect and Application of Analysis to Discourses of 

Citizenship 

It is significant that negative attitudes to the education of girls are framed within the 

chapter in which this image appears in the context of other (on the face of it much more 

serious) social problems such as child trafficking, child labour and drug and alcohol abuse. It 

is a strong language that these gendered attitudes to educational access might be seen as a 

perversion. Nevertheless, there are connections; a lack of education can put Nepalese young 

women at risk of trafficking and exploitation. Young Nepalese girls and women who migrate 

for work from rural areas to city centres can end up in vulnerable employment such as 
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waitresses in restaurants and bar dancers (Acharya, 2015, p. vii). Differential attitudes to 

boys’ and girls’ education can also feed deep-rooted social and cultural practices like child 

marriage and dowry systems. About 37% of girls in Nepal marry before the age of 18 and 

10% are married by 15, despite the minimum age of marriage under Nepalese law being 20 

(Upadhaya & Sah, 2019, p. 107). There are less-progressive attitudes in more rural areas of 

Nepal such as Central Tarai and in Far Western Tarai (UNDP, 2009 based on 2006 data). The 

payment of a dowry is also a common practice in many communities and is particularly 

strong in the Terai region, with parents marrying their daughters off at a young age to avoid a 

higher dowry price. 

There is also a link between educational opportunity/attainment and employment. 

According to the 2008 Nepal Labour Force Survey, 61% of employed females aged 15 and 

above had never attended school and 20.3% had attained less than primary to primary level 

education. Consequently, women ended up in low skilled, low paid jobs (Acharya, 2015, p. 

23). Incentives for parents to pay for girls’ education in Nepal have traditionally been lower 

compared with boys not only because women are likely to face unequal opportunities in the 

workforce, but also because boys are expected to look after their parents and the family estate 

when their parents grow old (Khanal, 2018, p. 156). Sons are viewed as parents’ old age 

security and thus given more preferences and opportunities. Daughters are often perceived as 

people who will eventually belong to another family after their marriage, which significantly 

affects parents’ interest in investing in their daughters’ development.  

The image opens up a discussion of equity and gender in Nepal and takes an 

unequivocal moral stance. It is a stance which represents dramatic recent social change and a 

progressive shift in attitudes towards the education of girls. Since the 1990s, profound socio-

economic transformations have led to Nepal making remarkable progress in achieving a 
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degree of gender parity in the field of education. More recently, there has been a drive to 

make education (along with other social services) equitable and inclusive. The Constitution 

of Nepal 2015 has made the right to an education an inalienable right for all (Government of 

Nepal [GoN], 2015). Gender equality and social inclusion guidelines have been formulated 

across all government sectors to make policies, strategies, and outcomes gender-sensitive. As 

a consequence, net enrolment ratios have risen for all children and are now comparable for 

both boys and girls at primary and secondary schools (National Planning Commission, 2013). 

According to the World Bank, the youth female literacy rate (age 15-24) increased in South 

Asia (including Nepal) from 63% in 2000 to 86% in 2016 (World Bank, 2018). 

Nevertheless, real issues remain in Nepal around parental gender preferences in 

determining the level of education expenditure for their children. A 2018 longitudinal study 

of Nepal living standards surveys revealed that parents continue to spend as much as 20% 

more on boys’ than girls’ education in both rural and urban areas (Khanal, 2018). This bias is 

reflected in the higher enrolment levels of boys than girls in private schools and in boys’ 

higher levels of participation in secondary and tertiary education (Department of Education 

[DoE], 2015). Daughters are more likely to be sent to public schools. This is particularly 

marked among poorer families, where parents cannot afford private school fees for all their 

children and investment in girls’ education is considered a waste of resources as they will get 

married and leave the family. The image thus depicts a genuine sensitive issue facing 

Nepalese society. The parents are not depicted unsympathetically – they may face difficult 

financial choices. What are students intended to learn from this image about civic behaviour 

and values? The image represents an important opportunity for teachers to participate in 

critical thinking about the kinds of patriarchal values that have been dominant in Nepalese 

society until very recently and to some extent still hold sway. Since reflection upon equity 

and inclusion and a more socially just society are at the centre of the purposes of citizenship 
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education, the image embeds some deceptively controversial contemporary and ongoing 

challenges around gender. Nepalese students will have interesting views around the fairness 

of what is represented in this image and it is likely that teachers will need to proceed with 

pedagogic caution but nevertheless help their students to engage in a pressing debate around 

a social change in Nepal. 

6.3 Summary 

The “Visual Grammar” framework, developed by Kress and van Leeuwen (1996), 

provided a useful descriptive tool to systematically analyse the images from the selected 

social studies textbooks relating to the teaching and learning of civic virtues. This analysis 

enabled an assessment of how key messages are conveyed and idealised in the embedded 

images and the effectiveness of visual images in projecting visions of democratic 

engagement. 

In creating learning materials for a multi-lingual, multi-cultural developing society, 

the balance between representing an ideal state of affairs and varied, nuanced realities is 

difficult to strike. It is not surprising that there can be a disjunction between projecting the 

values that an emerging democracy like Nepal wants to foster in young people and 

experienced actuality in contemporary real life. Nevertheless, over time, if idealised models 

fail to equate with lived and observed realities the subsequent dissonance can be damaging to 

democracy. In a young democracy such as Nepal, where most of the people are dependent on 

local patrons for their economic and social well-being (Joshi & Mason, 2011), giving citizens 

the right to vote does not necessarily lead to the election of representatives who will legislate 

policies to materially improve their lives. Thus, democracy and the calm and stable voting 

processes represented in Figure 6.1. may not necessarily inoculate Nepal against the 

prospects of the renewed rural insurgency. Similarly, although the political power-sharing 
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period since 2006 has seen policy rhetoric of assertive multiculturalism, the idealised 

representation of diversity in Figure 6.3 may not correspond with the lived experience of 

marginalised minority groups in many Nepalese rural areas. The underlying messages about 

civic engagement in Nepal depicted in the textbook images are broadly transmissive of social 

and moral responsibility. Nepali citizens’ contribution to democratic action is mainly 

depicted as compliant, although Figure 6.2 hints at the debate inherent in democratic 

decision-making and the possibility for discussion and protest. Figure 6.5 however, 

represents the reality of most families in rural areas where sons’ education is prioritised over 

educating daughters. The situation is more complex when it comes to educating daughters in 

belonging to marginalised groups or poor family. Girls belonging to poor and labour-

intensive subsistence farming families. marginalised groups and ethnic minorities are 

minorities are doubly underprivileged in their educational rights which often results in their 

irregular attendance or even compels them to drop out of education (Bista, 2004; Chitrakar, 

2009). 

The varied ways in which teachers and students understand, mediate, and 

pedagogically translate their personal understanding of textbook material can be a complex 

process. In interview responses as part of this study, Grades 6 and 7 teachers indicated that 

they were not satisfied with the quality of textbook images in supporting the teaching and 

learning of civic virtues in the classroom and they often sought to source additional resources 

such as newspapers, e-resources and private school textbooks (which are printed on higher 

quality paper and incorporate colour). In addition, they often draw images of their own to 

prompt more effective classroom discussion. Additional information is required on how 

Nepalese teachers use images such as those explored in this chapter with students and about 

the experiences of citizenship and civic engagement that Nepalese young people hold and 

bring to classroom exploration of democratic themes.  
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Chapter 7 A Qualitative Content 

Analysis of the Text of Social Studies 

Textbooks 

This chapter presents findings from a qualitative content analysis of Nepalese social 

studies textbooks used within the basic education level in Nepal in all government schools. 

Specifically, three social studies textbooks used for teaching Grades 5-7 were analysed in 

relation to their text (a range of related visual images were analysed in Chapter 6). Since 

textbooks convey information through printed text, this analysis was undertaken to develop 

an understanding of how the themes of national identity and democracy, cultural diversity 

and global education are communicated through the content of textbooks and how policy is 

translated into practice by curriculum intermediaries. The findings and analysis presented 

here enable a better understanding of the meso context of policy text production as well as 

the context of practice since the social studies textbooks were produced by the textbook 

writers through the interpretation of policy guidelines and textbooks are especially influential 

in the teaching approaches (Mahmood & Saeed, 2011) deployed by Nepalese teachers. 

The chapter begins by providing an overview of the analysed social studies textbooks. 

It then describes how the data analysis was undertaken followed by the findings of the 

analysis in the second section. To analyse the contents of the textbook, a particular model of 

qualitative content analysis informed by Schreier (2012) was deployed. For this purpose, the 

thematic categories used were national identity and democracy, cultural diversity and global 
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education which were derived as key themes prominent within Nepalese education policies, 

educational goals and the vision of school education linked to citizenship education.  

7.1 Textbooks in Nepal 

Nepalese school textbooks can be described as part of a wider discourse, the discourse 

of social studies and civic learning in Nepal. The same textbooks are used in public schools 

throughout the country regardless of geographical and cultural differences. The Curriculum 

Development Centre [CDC], under the Ministry of Education [MoE], is responsible for the 

overall development, modification and improvement of the school curriculum, textbooks, 

teachers’ directives and resource materials and for conducting studies on their effectiveness 

(MoE, 2016). Currently, social studies education is taught as a mandatory subject from 

Grades 1 to 10 in Nepal. 

This study analysed three social studies textbooks used for teaching Grades 5-7. The 

study of social studies at the school level is a combination of knowledge, skills and values 

derived from the disciplines of geography, history, sociology, anthropology, civics, 

economics, psychology, international affairs, population education and culture including a 

variety of social issues and agendas in an integrated form including historical events. An 

activity section at the end of each selected unit in the textbooks consists of questions and 

learning activities, which allows students to identify, describe and account for each 

perspective and expects them (at least theoretically) to use critical skills of investigation and 

enquiry. In reality, many of the tasks involve comprehension or low-level re-capitulation (for 

example listing or identifying) rather than promoting critical thinking skills. The aspiration is 

that the text and associated activities “enables and inspires students to understand the present 

and become bona fide citizens” (Poudel, 2017, p. 1). This summation, of course, 

encompasses a value judgement on the part of the author as to what criteria for citizens are to 
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be regarded as “bona fide”. Perhaps a preferable formulation – and one used relatively 

regularly in developed nations – would be responsible, active and informed citizens. Table 

7.1 below shows the social studies textbooks’ contents for Grades 5-7. 

Table 7.1  

Textbooks’ Contents for Grades Five, Six and Seven 

Unit Unit Details Remarks 

1 Us and our society  

2 Our tradition, social values and norms  

3 Social problems and solutions  

4 Civic sense  

5 Our earth  

6 Our past  

7 Economic activities  

8 Our international relationship and co-operations Not included in Grade 5 

9 Introduction of population education and 

population status 

Not included in Grade 5 

10 Population growth and management  Not included in Grade 5 

 

Note. Adapted from My social studies and creative arts (pp. e-h) by Curriculum 

Development Centre, 2011, Author. Copyright 2011 by Curriculum Development Centre. 

Social studies and population Education (pp. i-iii) by Curriculum Development Centre, 2016, 

Author. Copyright 2016 by Curriculum Development Centre; Social studies and population 

education (pp. i-iv) by Curriculum Development Centre, 2017, Author. Copyright 2017 by 

Curriculum Development Centre.  
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Out of the ten units mentioned above, units one, two, three, four, six and eight were 

selected for this analysis since they contribute explicitly to promoting the themes of national 

identity and democracy, cultural diversity and global education as described earlier. The fact 

that the word “Our” is deployed five times across ten themes signposts the texts’ unifying 

goals and assumptions of a homogeneous Nepal. The cover pages of the three selected 

textbooks are shown in Figure 7.1 below. 

Figure 7.1  

Cover Pages of the Analysed Textbooks 

 

Note. From My Social studies and creative arts by Curriculum Development Centre, 2011, 

Author. Copyright 2011 by Curriculum Development Centre; Social studies and population 

education by Curriculum Development Centre, 2016, Author. Copyright 2016 by Curriculum 

Development Centre; Social studies and population education by Curriculum Development 

Centre, 2017, Author. Copyright 2017 by Curriculum Development Centre.  
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The Grade 5 textbook cover features three different images related to education: a 

rural family sending both son and daughter to school, a happy girl in a school uniform and 

another girl reading a book. The Grade 6 image shows a primary-aged boy and girl showing 

respect as their parents proudly send them to school. The Grade 7 image shows six children 

proudly waving the Nepalese national flag. The cover images are important signifiers of 

themes considered important within Nepalese social studies (but which might not receive the 

same prominence in western citizenship textbooks). The Grade 5 images emphasise the 

importance of education as well as equal access to education for girls and boys. The Grade 6 

image signifies family as the bedrock of Nepalese society and culture while the Grade 7 

image shows children demonstrating loyal patriotism. 

7.2 A Methodological Approach to the Textbook Analysis 

To analyse the content of each textbook, the study employed a purposive sampling 

method. The study’s purpose and context and the policy cycle approach provided criteria for 

the selection of the textbooks. The exploration of the social studies textbook content was 

guided by the second auxiliary research question of this study: 

How are the themes of national identity and democracy, cultural diversity and 

global education communicated through the content of textbooks at the meso 

context of policy text production?  

Schreier’s (2012) qualitative content analysis method was utilised to analyse the 

written content of the textbooks. The relevant units and lessons of the textbooks were 

selected for their contribution in promoting the themes of national identity and democracy, 

cultural diversity and global education, which were the three main categories of the analysis. 

A coding frame was developed through following a qualitative content analysis sequence of 

steps (Schreier, 2012) and coded data were organised and grouped into sub-categories. 
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Table 7.2 re-capitulates the coding frame which is the heart of the content analysis 

method (Schreier, 2012). It consists of categories and subcategories that informed the 

interpretation and reporting of findings in the following sections. In this study, three pre-

identified themes served as main categories about which the research sought information 

while the subcategories articulate what is said in the textbook content regarding the main 

categories. 

Table 7.2 Categories Used for the Content Analysis of the Textbooks 

Main Categories Subcategories 

National identity and 

democracy 

National heroes and enemies 

History of nepal 

Human rights 

Power, authority and governance 

Local government 

Civic rights and responsibilities 

Cultural diversity Religion and religious festivals 

Ethnic and religious groups 

Global education  Country’s geopolitical position and development 

Peacebuilding and conflict reolution 

International relations and regional 

intergovernmental organisation 
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7.3 Findings 

The findings from the content analysis of three social studies textbooks are organised 

according to the categories (the three themes of the study) and subcategories as articulated in 

Table 7.2. As Schreier (2013) suggests, the coding frame itself serves as the main instrument 

in representing findings and “presenting the findings involves presenting the frame and 

illustrating it through quotes. This can be done through continuous text or through text 

matrices” (p. 14). 

7.3.1 National Identity and Democracy  

States use various symbols and values within their education systems to disseminate 

official notions around the concept of national identity (Ahmed, 2008). In Nepal, various 

symbols and values have been applied in education systems across periods of time to 

construct national identity. Although there are no criteria to define or construct visions of 

national identity, some symbols and values such as ethnicity, religious beliefs, myths and 

memories, cultural values, language, religion and political values have been used in this 

context. Since “establishing and sustaining democracy demands the construction of critical 

and thoughtful individuals” (Yilmaz, 2007, p. 16), education should be able to help students 

in developing themselves as critical, reflective and active citizens who will be able to make 

informed decisions in tackling issues that the national and global communities encounter. 

Thus, the examination of national identity and democracy related contents of Nepalese social 

studies textbooks necessitated the analysis of these symbols in the textbooks.  

The qualitative content analysis of national identity and democracy in the selected 

textbooks revealed three key themes. Individuals who have contributed to the overall national 

development are portrayed as national heroes while societal issues confronting the country 

are illustrated as more abstract national enemies. Second, the textbooks emphasise teaching 
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and learning in relation to religion, the arts and literature within historical coverage. Third, 

the textbooks aim to educate students about government, power and authority and their rights 

and responsibilities as citizens, emphasising idealised and theoretical learning about elements 

of politics and democracy. 

7.3.1.1 Who are Nepal’s National Heroes? The textbooks portray several 

individuals who have contributed to the educational, social, democratic and technological 

development of Nepal as historic heroes. To emphasise the importance of national heroes as 

role models and to make students aware of the contributions that these individuals made to 

the nation, a separate unit is allocated within each grade’s textbook.  

In terms of national heroes, the Grade 5 textbook mentions three religious icons. 

These include a Hindu King, Janak, for his wisdom and commitment to the welfare of his 

people; Sita, who was one of the central figures in the Hindu epic Ramayana, for her good 

character and her promotion of Nepalese interests; and Buddha, for spreading messages of 

peace and contributing to a distinctive sense of Nepalese pride (CDC, 2011). Beyond 

inspirational religious figures, other individuals who have contributed to the arts, national 

unity and sovereignty of the country are also portrayed as national heroes. For example, 

Arniko is portrayed as a hero for his skills in casting statues and paintings, for expanding and 

strengthening cultural relations with China and Tibet and for introducing Nepal’s identity to 

the world through his artwork, while Anshubarma is depicted as a hero for maintaining 

sovereignty through friendship with neighbouring countries and for being progressive in 

introducing Nepal to the world (CDC, 2016). 

Two brave soldiers, Amar Singh and Balbhadra, are credited for protecting the nation 

from British soldiers and for their vision of national integrity. The associated unit underlines 

Balbhadra’s strong dedication towards protecting the nation – “to save my country is my 
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responsibility. If an individual like us had not saved the country [from the British] how would 

this country exist today? We were prepared to die but did not surrender” (CDC, 2011, p. 75). 

Stressing the concepts of diverse heritage, bravery, harmony and unity, the texts aim to 

promote and instil patriotic feelings and respect for Nepal’s distinctive culture among 

students. Similarly, in a separate unit, “Our national icons”, seven individuals are portrayed 

as national heroes for their contributions ranging through arts and literature, protecting the 

country from the British and good governance to successfully scaling Mount Everest (CDC, 

2016). The information about national heroes is provided concisely and attempts to include 

heroes, albeit briefly, from almost all sectors: religion, the arts, the army, government and 

social services. However, detailed information about the challenges individuals faced, what 

they overcame, how their contributions benefitted the present generation, or what can be 

learnt from their contributions are not presented in detail. This absence requires teachers to 

source additional resources to teach the contents of the textbook properly and to answer 

questions around the struggles and contribution of the identified heroes. All the identified 

national heroes belong to (or had close ties with) the dominant Hindu religion and most were 

native Nepali speakers. This suggests that the authors who wrote these textbooks emphasise 

bravery, religious narratives and a common Nepali language as core shared heritage and 

values. 

Out of the three analysed textbooks, the Grade 6 textbook provided the most detailed 

information about Nepalese heroes. This textbook portrays two individuals as national 

personalities – Jay Prithvi Bahadur Singh (1877-1940) and Tulsi Meher Shrestha (1898-

1978) for their contribution to the education sector and social service, respectively. Singh is 

remembered for varied contributions in the field of education, literature and geography while 

Shrestha is commemorated as a national hero for his promotion of national products such as 

local textiles, concern for the welfare of orphans and vulnerable people and promotion of 
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women’s empowerment (CDC, 2016). The activities for this unit aim to enable students to 

think critically about the over-reliance of Nepal upon neighbouring countries for almost all 

services and to develop positive attitudes towards service to others. While the other two 

textbooks portray individuals as national heroes based on their contribution to democracy or 

politics, this textbook included individuals from the educational and social sectors, 

highlighting other values such as inspiration and dedication as significant to social studies 

education in the Nepalese context. The children are intended to draw exemplary lessons from 

all these individuals as model Nepalese citizens, promoting the good of the nation. 

The first Nepalese scientist of international repute, Gehendra Sumsher, is portrayed in 

the Grade 7 textbook as a national icon for his contribution to the field of technology and 

science in the country. He is credited for his contribution to establishing factories that 

manufactured arms and ammunitions, shoes, electricity power generators and machinery that 

were crucial for the Nepalese Army and for promoting Nepalese iron and coal to make 

weapons instead of relying on other countries for importing raw materials (CDC, 2016). 

Since Nepal was, and still is, relying on foreign countries, especially India, for raw materials 

required to operate factories and industries inside the country, any efforts towards self-

reliance were considered as a patriotic endeavour. Furthermore, as stressed in the curriculum 

and policy documents, science and technology have also been a focus of the policymakers 

keen to laud their contribution to overall national development. Table 7.3 summarises the 

heroes referred to in the three textbooks and includes the values associated with the heroes 

and their contributions to Nepal. 
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Table 7.3  

National Heroes 

 

Note. Adapted from My social studies and creative arts (pp. 68-76), by Curriculum 

Development Centre, 2011, Author. Copyright 2011 by Curriculum Development Centre; 

Heroes Field(s) Contributions 

Gehendra 

Sumsher 

Science and 

technology 

Established factories, machinery and raw materials 

that helped lessen the country’s reliance. 

Jay Prithvi 

Bahadur Singh  

Education and 

social service 

Established schools, hospitals, built roads and 

promoted humanitarianism, welfare work and 

authored several children books. 

Tulsi Meher 

Shrestha  

Social service Promoted national products, the welfare of orphans 

and vulnerable people and women’s 

empowerment. 

Hindu King Janak Religious icon Promoted wisdom and commitment to the welfare 

of the Nepalese people. 

Sita Religious icon Remembered for her good character and her 

promotion of Nepalese interests. 

Arniko Arts Skilful in casting statues and paintings, expanded 

and strengthened cultural relations with China 

and Tibet.  

Anshubarma Governance Maintained sovereignty of the country, contributed 

to the progressive change in the country. 

Sankhadhar 

Sakhwa 

Social welfare Cleared the debts of poor people and provided 

knowledge and service to the nation. 

Prithivi Narayan 

Shah 

Leadership Started a campaign for the unification of Nepal and 

promoted societal harmony. 

Amar Singh and 

Balbhadra 

Defence Protected Nepal from British soldiers and for their 

vision of national integrity. 
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Social studies and population education (pp. 30-32), by Curriculum Development 

Centre, 2016, Author. Copyright 2016 by Curriculum Development Centre; Social studies 

and population education (pp. 28-29), by Curriculum Development Centre, 2017, Author. 

Copyright 2017 by Curriculum Development Centre. 

7.3.1.2 Who are Nepal’s Enemies? In comparison to national heroes, the textbooks 

provide very little information about the nation’s enemies. While seven units are allocated for 

national heroes, merely a paragraph is allocated for discussing individuals as enemies. Since 

policymakers are more interested in promoting positive values rather than highlighting 

negative or problematic behaviours, the emphasis has been placed on teaching and learning 

about national heroes.  

The Grade 5 textbook points out that people who work against the national interest 

can be seen as national enemies. The relevant section of the textbook provides a brief 

overview of the war against British soldiers where Nepalis are represented as fighting bravely 

to protect the country’s territory. British soldiers are portrayed as national enemies since they 

offered bribes and jobs to Nepalese soldiers to surrender, which the Nepalese rejected. The 

background of the fight or scenarios are not provided in the accompanying suggested unit and 

standalone images of three heroes (Balbhadra, Prithvi and Amar) are portrayed in the unit. 

Although the textbooks do not specify individuals or countries as the nation’s enemies, (other 

than British soldiers briefly) the texts do place some emphasis on social problems (such as 

child labour and child marriage) and drug addiction and trafficking as barriers to national 

development. Among the major “social problems” mentioned in the textbooks, early 

marriage, human trade and drug and alcohol use are portrayed prominently as inimical forces 

in Nepalese society. 

Child Marriage  
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Child marriage is portrayed in the textbooks as one of the major social problems 

facing Nepal. A unit is allocated in the Grade 6 textbook to present child marriage as a social 

malady in the country; a father, who has decided to arrange his daughter’s marriage at the age 

of six argues in favour of early marriage and says:  

This is our tradition. We get blessings from God if we organise their marriage at an 

early age. We have to give a dowry to the groom and the more education she receives 

the more educated partner she needs and an earlier marriage at a younger age means 

fewer expenses. (CDC, 2017, p. 36) 

Although the case of child marriage is presented as social malpractice, the unit does 

not discuss why early marriage is a social problem or any consequences of this practice. 

Similarly, the unit does not suggest possible solutions to overcome the issue. Students are not 

invited to reflect upon the issues or challenged to think critically towards possible ways to 

address this. Nevertheless, the activity section of the unit asks students to list some of the 

social issues and problems existing in their society, to outline their causes and suggest 

solutions. It would assist students to complete this activity if the textbook unit had provided 

more information about some of the underlying reasons that might promote child marriage 

and some possible strategies that have been adopted by governments and civil society 

organisations to tackle the social and cultural issues encompassed in the problem. 

Human Trafficking 

Human trade is highlighted in Grade 6 social studies textbook as another social 

problem. Unlike the unit on child marriage, which did not elaborate on causes and 

consequences, the unit on human trafficking outlines several of the causes and effects of 

human trafficking. The causes of human trafficking are portrayed as lack of knowledge and 
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poverty and not having the opportunity to go to school from a younger age (CDC, 2016). The 

interconnection between poverty, schooling and knowledge is presented explicitly in the unit. 

The unit also provides the required information for students to understand the concept of 

human trafficking and explore the issue. The activities are related clearly to the issue and the 

case presented in the unit.  

Drug and Alcohol Addiction 

The unit entitled “Stay away from addiction” in the Grade 5 textbook portrays two 

contrasting cases: a cigarette- and alcohol-free family, and a family with cigarette and alcohol 

addiction and their respective consequential fates. No-one in the first family smokes or 

consumes alcohol and the family members are shown to be healthy and can save money for 

their future. In contrast, a family member in the second family smokes cigarettes and drinks 

regularly. This consumption is shown to adversely affect the health of the person, harmony 

among the family members, the community and the children’s ability to purchase school 

uniforms and stationery (CDC, 2011). It is citizenship education as a moral parable.  

These units clearly show the differences between the family with and without 

smoking and alcohol problems and the consequences of these differences. Personal problems 

result in public and societal consequences. In line with the unit contents, activities ask 

students to prepare a list of social issues, their effects on individuals, family and community. 

Furthermore, students are asked to discuss an image which portrays alcohol consumption and 

fighting scenes and to present possible ways to address the case. These are balanced units in 

terms of presenting social issues, outlining their consequences and providing activities to 

discuss and propose possible solutions to address the issues. Nevertheless, the roots of social 

problems are seen as having their genesis in poor choices made by individuals rather than 

arising from more structural facets of social disadvantage. 
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In addition to the focus on three identified social problems, the textbooks pay 

considerable attention to equality between men and women, superstition, dowry labour 

exploitation, drug trafficking, and inequitable relationships between the rich and the poor. A 

unit is allocated in the Grade 7 textbook with an overview of problems and malpractices, 

their causes and possible solutions. These social problems and malpractices are portrayed in 

the textbooks as barriers to balanced social development in Nepal. Below are the social 

problems portrayed in the textbook alongside their causes and possible remedies.  

Table 7.4  

Social Problems and Evils 

Social Problems and 

Evils 

Cause Remedy 

Child marriage Superstitious tradition, Poverty Awareness campaign, 

Legal awareness 

Discrimination between 

son and daughter 

Traditional thought and 

superstitious practice 

Equal rights and 

opportunities 

Dowry Lack of awareness, malpractice 

and copying others 

Legal action, social 

inclusion and education 

Superstitions (witchcraft, 

faith healers) 

Illiteracy and superstitious 

traditional thought 

Awareness, social 

inclusion and legal action 

Gambling and 

alcohol/drug use 

Malpractice, unemployment, 

laziness, peer pressure and not 

implementing laws 

Social inclusion, 

expansion of employment 

opportunities and legal 

action 

 

Note. Adapted from Social studies and population education (pp. 38-39) by Curriculum 

Development Centre, 2016, Author. Copyright 2016 by Curriculum Development Centre. 
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A possible critique of this organisation of content is that it is overly linear and that the 

textbooks suggest that complex and deep-seated societal problems have relatively 

straightforward answers. Although the children are invited to reflect upon the issues, the 

mode of exploring the issues could be both more critical and more open-ended. The critical 

and open-ended exploration of issues helps teachers to engage students with the subject 

matter and explore and understand students’ thoughts to help them learn (Duckworth (1987/ 

2006). This promotion of more open-ended and student-centred learning processes may 

represent a challenge for Nepalese teachers who have only received limited social studies 

pedagogical training.  

The three analysed textbooks portray many individuals as heroes based on the 

significant contributions that they made to the overall development of the country. The 

emphasis in these textbooks on heroes from a wide variety of fields tells the students that 

they too can be recognised as making a heroic difference to Nepalese society no matter what 

they pursue. The texts try to impress upon students that individuals who contribute 

effectively to any sector, be it socio-economic development, promotion of the arts and 

culture, poverty reduction or protecting the nation from enemies, would be remembered as 

heroes and everyone should work toward contributing to overall national development from 

their particular sphere of influence. The common values that characterise all the included 

heroes include bravery, courage, determination and selflessness. The reason these people are 

selected and represented as national heroes is because they possess certain values that are 

considered important in the Nepalese context, which is now characterised by sluggish 

economic development, political paralysis, policy stagnation (including in education) and 

continuing underlying challenges (Wagle, 2015). Conversely, while very limited mention was 

made of national enemies, the textbooks make clear that certain traditional and contemporary 
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behaviours such as child marriage, human trade, drug and alcohol abuse and legacy 

superstitious beliefs are detrimental to a harmonious, unified Nepal. 

7.3.1.3 Broad Historical Narratives. In relation to the study of historical narratives, 

the qualitative content analysis revealed some variation across the textbooks. Three main 

categories were identified from the analysis – emphasis on religion, the arts and literature. 

The textbooks’ treatment of historical context emphasises the strong religious basis for the 

establishment of major cities and valleys in Nepal.  

The Grade 6 textbook has a focus on the arts, culture, religion and literature of the 

Kathmandu valley and ancient Nepal. It acknowledges Hindu and Buddhist sacred scriptures 

and the contribution of respective religious figures to making Kathmandu Valley a liveable 

city. “The Hindu scriptures have written that god Krishna drained out the water from 

Kathmandu valley which was once a lake while Buddhist scriptures mentioned that 

Manjushri cut a gorge at Chovar with his flaming sword to allow the lake to drain” (CDC, 

2017, p. 83). Hindu scriptures continue to be mentioned in the chapter about the medieval 

period too. It shows that that textbook writer emphasises Hinduism as core values in the 

medieval period. 

The narratives on religion, culture and language in medieval Nepal also project a 

strong focus on Hinduism and the Nepali language. As in the ancient period, the narratives on 

Hindu temples and gods/goddesses are foregrounded in this period. “According to the norms 

of ancient Hindu religion, rituals were being practised based on birth, death and other social 

cultures. Apart from these, festivals such as Dashain, Tihar, Gai Jatra, Indra Jatra and 

Ghantakarna (Gathemangal) were also in practice” (CDC, 2016, p. 101). The portrayal of 

festivals and rituals that are linked only to the Hindu religion contrasts with the themes of 

religious inclusion portrayed in units about contemporary festivals and religions. During the 
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medieval period, many temples and statues of gods and goddesses were established. So, this 

period is also considered as a period where temples were more than houses and gods were 

more than people (CDC, 2016). This shows the strong emphasis of the then rulers on the 

promotion of religion. Kings and political leaders during that period promoted language, arts 

and culture. Furthermore, the ancient period was portrayed as a fertile era for celebrating 

festivals and rituals and a claim is made that both Hinduism and Buddhism were practised. 

These excerpts show how religion, especially Hinduism and Buddhism, were dominant in the 

medieval period and continue to have a prominent place in the mindset of contemporary 

policymakers as part of Nepal’s self-image. 

The arts and literature during ancient Nepal were represented in the Grade 7 textbook 

as exemplary of a period of huge growth and national pride. A statue of Birupakshya, the 

holy god of Kirat people situated in the premises of a Hindu temple Pashupatinath, was 

mentioned as an iconic visual representation of ancient Nepal (CDC, 2017). Although the 

image of the statue is represented at the start of the unit, the text does not describe the 

temple’s design or artistic value. Similarly, other palaces of then kings and a few Buddhist 

stupas are mentioned as exemplary pieces of artwork that used mud, wood, stones and metals. 

These units also portray Hindu and Buddhist kings, temples/stupas and arts as exemplary art 

and architecture. However, descriptions of what made them exemplary and what students can 

learn from these examples of early Nepalese art are not shared with the readers.  

The narratives on arts and culture during ancient and medieval Nepal were widely 

developed and celebrated. There was a strong emphasis by the then rulers on the promotion 

of arts and culture according to the beliefs and ideals of the Hindu and Buddhist religions. 

Like the ancient period, many Hindu temples and Buddhist stupas were mentioned as 

medieval Nepal’s main religious centres. This period was considered as a golden era in terms 
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of painting, carvings and woodwork which reflected the beliefs and values of Hinduism and 

Buddhism. These religions “continue to have a profound impact on the daily life of the 

citizens and have contributed to the formation of their personal and social identity” (Dahal 

2008, p. 14). Although this sustained focus upon Nepal’s proud historic and artistic heritage 

is likely to be intended to inform present-day understandings of Nepal’s cultural legacy and 

historical roots, the students are not invited explicitly by the textbooks to link their study of 

the past with their present-day thinking about what it means to be a Nepali citizen or reflect 

upon the importance of the past in the present. 

7.3.1.4 Learning About Democracy: Human Rights and Rights of Minority 

Groups. The qualitative content analysis revealed some variation in the representation of 

human rights across the textbooks. Two main categories were emphasised: children’s rights 

and gender equality, and the equal rights of all Nepalese people. No specific mention was 

made in any of the analysed textbooks on the rights of minority, religious or indigenous 

groups. 

The textbooks each include a unit on the teaching and learning of human rights and 

children’s rights. The Grade 5 textbook defines human rights as: “The rights guaranteed from 

birth. Our constitution has safeguarded Human rights and women and men have equal rights” 

(CDC, 2011, p. 34). The textbook highlights that, in terms of enjoying rights, all Nepalis are 

equal, and the courts can provide justice if anyone has a problem in accessing their rights. 

The textbook further emphasises the equal participation of men and women in social 

activities and equal access of males and females to education as a basic human right. One of 

the features of the Nepalese formal education system has been unequal access to education 

based on gender and the school enrolment process has favoured boys (World Bank, 2014). 

The portrayal of the rights of men and women as human rights and freedom of religious 
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choice encourages students to think of the nation as a shared space for all regardless of faith 

or gender.  

An attempt is made in the Grade 5 textbook to raise students’ awareness of the 

violation of human rights. “Employing children as domestic labour violates their rights” 

(CDC, 2011, p. 34). Because child labour is emerging as a challenge to children’s access to 

education in Nepal and is one of the most significant forms of child exploitation and child 

abuse today (International labour Organisation, 2014; Upadhyay 2019), efforts have been 

made to make students aware of the consequences of employing children as domestic 

labourers. Nevertheless, the textbooks could do more to acknowledge that the realisation of 

these rights in many parts of Nepal (particularly in more rural and geographically remote 

areas of the country and amongst poorer and minority communities) remains incomplete and 

a work in progress. For example, Dalits, Muslims, Madhesis, women and minority groups in 

Nepal have been excluded from the mainstream of development (Marit & Aasland, 2015; 

Novelli & Smith, 2011) and the central issue of social inclusion has been to bring them into 

the mainstream of governance and society (Mazhar & Goraya, 2015).  

The Grades 6 and 7 textbooks attempt to make a connection between child rights and 

education to ensure that young people have better access to education and allied resources to 

develop themselves as active citizens. The Grade 7 textbook explicitly focuses on educating 

students about child rights. “Students’ rights include going to school and studying” (CDC, 

2017, p. 50) and “they should be able to live, develop, study, access health and security 

services and the rights that are inevitable for children are child rights” (CDC, 2016, p. 60). 

Health and safety services, opportunities to live, study and progress and other necessities of 

children are portrayed as child rights. The textbook defines the scope of child rights as 

protection from risks and exploitation and access to education, entertainment, information 
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and health services and family, school, society and the state are identified as responsible 

parties to ensure child rights (CDC, 2016). Although the textbooks explicitly recommend the 

access and rights of children to several services, they do not accept children as present 

citizens and conceive of citizenship as a status that is deferred for adulthood. Osler and 

Starkey (2003) argued that the study of citizenship is too often based on a deficit model of 

citizenship which assumes that children are politically indifferent and unaware of their rights 

and responsibilities/and this results in defining them as “less good citizens” (p. 245). For 

example, citizenship explains young people’s relationship with the wider society and how 

their citizenship status is regarded “will have an impact on how young people are represented 

and treated in daily practice, which will, in turn, impact on their self-identities and world 

view” (Smith et al., 2005, p. 429). Thus, the conception of children’s citizenship status has 

consequences in their future representation. 

7.3.1.5 Learning about Democracy: Power, Authority and Governance. Since the 

goal of social studies education includes enabling students to acquire the skills, knowledge, 

and values necessary for democratic citizenship (Print & Lange, 2013), this analysis has 

considered the category power, authority and governance as an extended concept related to 

the theme of national identity. National Council for the Social Studies (NCSS) (2008) 

suggested researchers should consider having this category as one of the thematic guidelines 

for the analysis of social studies textbooks and outlined questions to guide such explorations, 

including: “What is government? How are individual rights protected within the context of 

majority rule? What are the rights and responsibilities of citizens in a constitutional 

democracy?” (p. 17).  

In relation to educating students on power, authority and governance, the qualitative 

content analysis found that the textbooks focused on educating students about elements of 
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politics and democracy such as the constitution, role of the state, fundamental rights as 

guaranteed by the constitution, democratic culture and nation and nationality. Similarly, 

strong emphasis is placed in the three textbooks on the development of democratic culture 

and education related to recent political changes such as the structures of federalism and the 

practical realisation and implications of democracy. However, some variation in the 

presentation of these topics was also evident across the textbooks. 

The Grade 5 textbook, as part of the civic awareness contents, focuses on educating 

students on the rights and duties of citizens, yet the other two textbooks emphasise teaching 

and learning related to the constitution and state, defining the meaning of citizen, developing 

good citizenship and inculcating democratic culture among students. The inclusion of this 

content in the chapter suggests the textbook writers are interested in advancing students’ 

understanding of politics, democracy and role of citizens.  

The Nepalese state is defined in the Grade 6 textbook as “an independent, indivisible, 

sovereign, secular, inclusive democratic, socialism-oriented federal democratic republican 

state” (CDC, 2017, p. 56). This is a complex definition for 10-12-year-olds. The definition 

encompasses concepts such as secularity, inclusion, sovereignty, socialism, republican state 

and independence, which many adults may struggle to explain with any conviction. The 

quotation is not explained or unpacked in the text, requiring teachers to provide their own 

explanation or refer to additional resources to elaborate the meaning of these concepts to 

students (which may themselves not incorporate age-appropriate explanations). The 

textbooks emphasise educating students about the meaning of being a citizen, the rights and 

responsibilities of citizens and the essence of obeying the law. This is particularly important 

since formal education is mandated to provide the knowledge, skills and values along with 

the sense of rights and responsibilities to be accomplished as a citizen of a country (Bayeh, 
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2016; Frazer, 2008) and that citizenship education is focused on empowering citizens to 

follow and obey the responsibilities of a citizen and to engage in political and community 

life.  

The Grade 7 textbook provides a definition of the state in line with the spirit of a 

multicultural state. “People from various castes, ethnicity, gender, class and community live 

in a state. The state is a natural organisation which came into existence for the welfare of 

people” (CDC, 2016, p. 54). The texts attempt to emphasise the state as a common ground for 

all people regardless of their background and for their welfare. The textbooks also emphasise 

the teaching and learning of elements (land, population, government, sovereignty and 

constitution) of states as integrated components for Nepal’s existence.  

As Nepal has recently experienced a political transition through the adoption of a 

federal system of governance, attempts are made to educate students on the relevant concepts 

of democracy such as federalism, democracy, active monarchy and the essence of a federal 

democratic republic. Furthermore, democratic culture is emphasised as a foundation to 

develop a society and support the nation-building process. “Popular representatives of Nepal 

abolished the monarchy through amending the interim constitution and Nepal transformed 

into a democratic state. A decade long people’s war and second peoples’ movement have 

played an important role in this transformation” (CDC, 2016, p. 58). The decade long 

people’s war led by Maoists and the second people’s movement led by other political parties 

is credited for the ending of monarchy and introducing a democratic republic. Attempts are 

also made to make students aware of the essence of federalism and a democratic republic. 

This is of particular importance in Nepal for students to learn when the country has just made 

its transition to a federal but de-centralising structure of governance. In terms of the 

importance of federalism, designing policy and plans and implementing them across 
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provinces have been emphasised as an achievable and worthwhile goal. These pre-requisites 

are articulated as idealised goals – the messy reality of democratic culture being a work-in-

progress for Nepal is less apparent. 

The textbooks place significant emphasis on educating students about democratic 

culture. A unit is allocated in the Grade 7 textbook for the teaching and learning of 

democratic culture. Without providing a proper definition of democratic culture, the unit lists 

out how to behave democratically and what is expected from citizens in a democracy. In 

terms of portraying a democratic culture, a few attributes are outlined in the textbook. Most 

of them relate to equality, rights and abiding by the laws. They are:  

• People should treat people equally 

• All people are equal. They possess equal rights. 

• People should not violate others’ rights while enjoying their own rights. 

• Violence and crime are not acceptable humanitarian behaviours. 

• Everyone has equal legal rights 

• People should not act against the wills of others 

• Men and women should be treated equally 

• Everyone has equal rights to express their views 

• Coexistence, peace, friendship and self-esteem are the backbone of democratic 

culture (CDC, 2016)  

The attributes of democratic culture flow through these important foundational 

statements of educational goals – equality and social justice; democracy and respect for 

human rights; the rule of law; gender equality; and social harmony. An emphasis is placed on 

freedom of speech, peace, harmony and self-respect as foundational components of 
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democratic culture. Clearly, these are fundamentally important concepts, but their abstract 

nature is likely to be hard to grasp for 11-12-year-old students. It is important that they come 

to understand more concrete realisations of these principles and how equality and social 

justice are sometimes things that need to be argued and advocated for. 

Similarly, the constitution is portrayed as another important element of the state that 

guides states’ functions and ensures citizens’ rights. Constitution is interpreted as the main 

laws of a nation that specifies how a country should be governed and ensures citizens’ rights 

and entitlements (CDC, 2016). Attempts are made to relate the constitution, laws and 

citizens’ access to services. The necessity of having a good constitution in the country is also 

discussed. “If the constitution is good, people-oriented and democratic laws and acts will be 

developed. Through those good laws and acts, citizens will be able to easily access services. 

The constitution determines citizens’ rights and entitlements” (CDC, 2016, p. 46). The link 

between formulation of a good constitution and its impact on citizens’ obligations and 

privileges is emphasised. The textbook writers make an effort to build students’ 

understanding of concepts such as morality, democratic laws, people-oriented acts and 

governance. Citizenship in Asian contexts is often focused on morality and goodness over 

politics and places emphasis on social harmony (Lee, 2012). Lee further argued that in many 

cases in Asian cultures, it matters less who rules and in what way as long as they sustain their 

relationships and live a happy life. However, with limited texts to define such concepts, 

teachers have to rely on external resources if they intend to exemplify or shed light upon 

democracy or address the queries of students.  

The activity section of the unit asks students to undertake certain tasks such as to 

outline the stakeholders required to formulate the constitution, provide the basis of the 

constitution and mention the characteristics of the present constitution. However, the texts do 
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not provide enough information to answer these tasks and students will have to seek teachers’ 

assistance in completing the activity section. It would have been very supportive to students 

to complete this activity if the textbook unit had provided more information on those areas. 

The emphasis is squarely upon learning “about” democracy (in relatively dry and knowledge-

centred ways), rather than experiencing more active and engaging processes of learning 

“through” or “for” democracy. 

7.3.1.6 Local Governments for Local Development. Another focus of the textbooks 

is teaching and learning about the functions, importance and composition of local 

government. Since Nepal has long practised centralised forms of governance and the 

discussion on civics and the democratic process often focuses on central government, 

educating students about the local government which manages the day-to-day life of people 

at the local level is important in representing recent efforts to de-centralise power and 

decision-making. In a developing country like Nepal, the local governments carry out 

functions and functionaries to deliver services (Mathew & Hooja, 2009) and serve as the 

institution to promote democratic practices of citizens, represent the central government and 

maintain accountability (Sikhakane & Reddy, 2011). 

Grades 5 and 7 textbooks aim to educate students about the importance and functions 

of the District Development Committee (DDC). The DDC is presented as a mechanism to 

decentre power, authority, leadership and governance practices of democracy to the local 

level. “Democracy is a procedure by which representatives elected by people run the 

government, formulate policies and carry out development activities. Local government is 

provisioned to decentralise this practice of democracy to the local level” (CDC, 2016, p. 10). 

An attempt here is made to educate students that local governments carry out most of the 

functions that the central government performs at the national level and they represent the 
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central government and focus on local governance, policy formulation and development 

activities. The textbooks allocate units for the teaching and learning of structure and roles and 

functions of the DDC. The DDC is presented as a district-level governing body for the 

development of education, health, communication, transportation and other sectors at the 

district level and the members of the DDC comprise representatives selected by citizens 

(CDC, 2011). The role of the DDC in local infrastructure development and education is 

delineated in an attempt to create a sense of ownership among students of local representation 

and decision-making. Basically, the unit describes what the DDC does and how it helps the 

local community. However, the texts largely fail to discuss how people can join or participate 

in the work of DDC or have a dialogue with their elected representatives. The concept of 

participation and engagement of local people in local development and collaboration between 

citizens, civil society and the DDC is not discussed.  

Similarly, the Grade 6 textbook focuses on educating students about the structure, 

functions and composition of other local governmental units – for example, the Village 

Development Committees (VDCs) and municipality. Unlike the Grades 5 and 7 texts, the 

Grade 6 texts do not provide a developed definition of the VDC but focus more upon its 

structure, formation process and composition. VDCs in Nepal are the second tier of local 

government in the rural areas and 3,915 VDCs play a vital role in the overall development of 

local areas of Nepal (Institute of Local Governance Studies, 2009). Implementing 

development programmes to improve local infrastructure, livelihoods and services are 

presented as vital functions of the VDC. VDCs are the visible ground-floor of democratic 

processes in Nepal, support the development of local areas and, if young people are to have 

faith in politics and democracy, are an important source of building trust that civic 

institutions can improve people’s daily lives in practical ways. 
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Another focus of the textbook is the discussion of the municipality, which occupies 

the second tier of local government in the urban areas. The unit explicitly presents criteria for 

the formation of municipalities and their composition. The teaching and learning of local 

government, formation and composition are relevant for students to understand how the local 

government promotes community life along with the purpose and services provided by the 

local level governments. Since representatives in local governments are elected locally, the 

explanation of their formation process and composition is intended to enable students to 

understand why voting in the election of local bodies is important.  

As with the VDCs, the treatment of municipality is largely about the transmission of 

knowledge and the dry organisation of political structures. Students will struggle to 

understand the importance of these bodies if the presentation of ideas about them is 

unexciting and removed from interesting examples and practical projects. There are no 

suggestions that young people might have a voice in communicating with their local 

representatives, that councillors might visit schools or that students might have any active 

citizenship agency, learning about democratic involvement and contributing to a democratic 

culture.  
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7.3.1.7 Learning about Democracy: Civic Rights and Responsibilities. The 

textbooks attempt to portray citizens’ rights and duties as complementary to each other. For 

example, the Grade 5 textbook states: “We should not forget our rights and duties as citizens. 

So, rights and duties are two sides of a coin” (CDC, 2011, p. 36). The textbook writer 

attempts to define rights and duties in simpler terms. A strong emphasis is upon educating 

students that rights are not isolated phenomena but come together with responsibilities and 

everyone must both exercise rights and perform duties. 

Attempts are also made to stress the importance of taking part in democratic activities 

by linking the concept of rights and duties with casting votes, abiding by laws and feeling 

pride towards the nation. “Abide by the laws of a nation, pay taxes, cast votes, abide by the 

rules, respect everyone’s rights and feeling pride towards the nation are our duties” (CDC, 

2011, p. 36). There is perhaps a sense conveyed here of My country right or wrong. The 

balance between educating about rights and responsibilities is crucial within any citizenship 

curriculum. Some citizenship education theorists in western nations have characterised rights 

as at the heart of education for democratic citizenship (Banks, 2017; Osler & Starkey, 2005). 

Here, although rights and responsibilities are presented as complementary, it is the duties of 

citizens to abide by the law and uphold their civic duties that are most prominent. Reading 

the Grade 5 textbook, students learn that ideal citizens pay their taxes, vote, love their nation 

and exercise their rights responsibly.  

Fundamental rights are another emphasis in educating students about the Constitution 

of Nepal and the obligations of the state to its people. The definition of fundamental rights is 

presented in simpler terms “Fundamental rights are people’s basic and natural rights that they 

can exercise as citizens and are guaranteed by the constitution” (CDC, 2016, p. 58). Through 

the Grade 7 textbook, students learn that fundamental rights are stated in the constitution and 
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are important for everyone as citizens. Furthermore, referring to the Interim Constitution of 

2007, several rights are outlined as fundamental:  

• Rights related to freedom, equality and against caste and ethnicity-based 

discrimination  

• Rights to publication, broadcasting and printing 

• Rights to environment and health, education, and culture 

• Rights to employment, appropriate remuneration and contributory social security 

• Rights related to women, children, religion, social justice 

• Rights against torture 

• Rights against exploitation 

• Rights to information  

• Rights against exile and constitutional remedies (CDC, 2016) 

An interesting inclusion in the textbook is a description of how rights are debated and 

contested. More interesting issues to explore in Nepal are around how these fundamental 

rights are evolving the law and expanding opportunities for previously excluded or 

marginalised groups. 

There is a unit on civic responsibilities in the Grade 6 textbook. Here, responsibilities 

are categorised as either moral or legal to allow a better understanding of the concept among 

students. Moral responsibilities are described as the expectation of common values and mores 

from citizens, while legal responsibilities are formal, and must be followed and obeyed 

according to the rule of law and duties of a citizen. Moral responsibility is defined as “the 

duty which people perform through inspiration from their inner will or awareness” (CDC, 

2016, p. 52). Through the unit, Grade 6 students learn about the importance of becoming 
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moral citizens and the importance of performing certain duties even when they are not legally 

obliged to. Similarly, it is stressed as very important that the carrying out of any activities 

toward the development of civic responsibility should address moral issues because as 

pointed by Kim & Taylor (2017) moral and civic learning are interconnected. The textbook 

efforts centre upon educating students to think and act morally and develop them as better 

and kinder citizens who are more likely to act in accordance with the law. 

7.3.2 Cultural Diversity 

The analysis of content around cultural diversity in the social studies textbooks was 

another emphasis of the study. The texts in the selected textbooks were analysed to learn how 

they dealt with cultural diversity. Analysing and understanding the representation of cultural 

diversity in textbooks is particularly important in a multicultural and multiethnic country like 

Nepal (Apple & Christian-Smith, 1991) where people speak more than 125 languages and 

students view textbook content and core messages as presenting essential truths (CBS, 2011). 

An analysis of the selected textbooks provides insight into the efforts made by Nepalese 

policymakers to promote cultural diversity in the country.  

The qualitative content analysis revealed three key themes and discourses. First, the 

textbooks portray diversity in terms of ethnicity and religion as Nepal’s unique identity and 

emphasise the values of peace, tolerance and friendship to achieve the unity that has existed 

in the country for generations (CDC, 2016). Second, students are taught about their local 

cultural, historical and natural places, events or landmarks to respect the diversity of the 

country. Third, the textbooks emphasise teaching and learning about the cultural and 

religious heritage of the country. 
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7.3.2.1 Religion and Religious Festivals. The textbooks and curriculum that are 

being used in the public schools of Nepal struggle to accommodate the culturally specific 

interests and backgrounds of all the major ethnic populations. Nevertheless, the attempts that 

are being undertaken to design, implement the curriculum, and use textbooks in different 

regions of Nepal, as part of the 20% local curriculum provision, are supportive of extending 

place-based cultural and ethnic distinctiveness. In general, the textbooks explicitly 

acknowledge the country’s cultural, ethnic and religious diversity.  

The Grade 5 textbook recognises and outlines several festivals being practised in 

Nepal as colourful and enjoyable events. Through a unit named “Our Festivals”, the textbook 

emphasises the importance of celebrating the festivals of all religious groups in the country: 

“Dashain, Tihar, Chhath, Christmas, Eid, Teej, Krishna Asthami, Wadangmet, Sakela, Gaura 

and so on are religious events, while Udhauli, Ubhauli, Lhosar, Maghesangranti, 

Father’s/Mother’s Day, New Year, chariot festival, Devali, and Guthi are cultural events” 

(CDC, 2011, p. 17). The text attempts to cover all the major religious festivals as important 

events in the country. Nevertheless, as with the section on Broad Historical Narratives, Hindu 

festivals dominate the list. The festivals are portrayed as an opportunity for people to meet 

each other and promote harmony in society. 

Additionally, the Grade 5 textbook writer attempts to remind students that 

unnecessary spending and copying the negativities of others are unproductive and that there 

is a need for respecting every religious festival. “We should spend on festivals according to 

our capacity. Showing off and copying others would result in sadness in the family. We 

should accept the invitation (with consent from parents) to attend all festivals regardless of 

their affiliation to any caste and religion” (CDC, 2011, p. 17). Most importantly, some 

current practices related to discrimination against certain castes and religions are portrayed as 
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negative features of civic behaviour. “Caste-based discriminatory behaviour, discrimination 

between religions and ethnicities are bad practices” (CDC, 2011, p. 13). The textbook writer 

acknowledges the existing discriminatory behaviour in society but also attempts to portray 

that behaviour as unacceptable practice and expect students to refrain from these. Similarly, 

through each of the texts, they strive to promote a feeling of tolerance, acceptance and 

coexistence with respect to the religious and social festivals in the country among students. 

However, the textbooks do not have any text on how the students, adults or the government 

might address this issue. 

The textbooks overwhelmingly portray Hindus as theologically and geographically 

homogeneous groups throughout the content across the three texts’ units, which is evident in 

the units on religions, festivals and national heritage. For example, approximately 75% of the 

space has been allocated to introduce major Hindu temples under the heading “Our Religious 

Heritage” in the Grade 6 textbook. Out of six religious sites included in the unit, three are 

dedicated to the Hindu religion. “RamJanaki temple is one of the major religious sites of 

Hindu which is very attractive and artistic. This temple is an example of cultural heritage to 

introduce Nepal” (CDC, 2017, p. 26). The texts do not talk about the importance of those 

sites (the three that are not dedicated to the Hindu religion) to Nepal’s sense of self and 

national identity in the same way as the RamJanaki Hindu temple. However, attempts have 

also been made to introduce important religious sites of Muslims, Kirats and Christians. 

While the Hindu temples are portrayed as an important national heritage of Nepal, the 

description of the sites of other religions is more detached. For example, “Jame Mosque is an 

important religious site for Islam religious people. This is situated in Nepal. People from the 

Islamic community come here to pray every Friday” (CDC, 2016, p. 26). A similar 

description was followed in introducing Larumba (a religious site of the Kirat people) and a 

Christian church. Moreover, out of the six included religious sites, only four (three Hindu and 
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one Islam) have corresponding images; there are no images of a Larumba or a church. This 

reveals the dominance of Hindu culture and religion in the study of religious heritage in the 

selected textbooks. Nevertheless, an activity requires students to identify the heritages of all 

major religions in the country and to document their importance and ideas to conserve them. 

This provides an opportunity for students to understand the different religious sites, their 

importance and their coexistence in society. 

The Grade 6 textbook duly acknowledges and presents festivals being practised in the 

country. Under the same heading of “Our Festivals”, the unit attempts to describe major 

festivals that belong to the various religions, such as: 

• Dashain and Tihar, which are celebrated by Hindus throughout the country.  

• Chhath, which is practised by Hindu people in Terai regions (plain land).  

• Lhosar of Sherpa people (the Himalayan region). 

• Eid by Muslims. 

• Christmas by Christians. 

• Ubhauli and Udhauli by Kirats (Middle Hill). (CDC, 2017).  

The unit allows a paragraph to describe each festival, which is treated equally in terms 

of space and images. The accompanying images are inclusive; each festival has a 

corresponding image which aids connectivity with the text. For example, the Dashain and 

Tihar festivals have images that show people receiving Tika (a red dot on the forehead) and 

brothers blessing their sisters, respectively. Similarly, the corresponding image for another 

paragraph on the Chhath festival shows the Terai people worshipping the Sun as the god of 

their harvest. Other paragraphs have corresponding images where Sherpa people celebrate 

Lhosar in their ethnic dress, people from Islam community are represented in prayer, 

Christian children receive presents from Santa at Christmas, and people from the Kirat 
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community celebrate their festival where they are depicted wearing their traditional outfits 

and musical instruments (CDC, 2017). This unit is more balanced than the identically named 

unit in the Grade 5 textbook, in providing students with knowledge about the various festivals 

celebrated in the country, with textual descriptions and images. Furthermore, where most of 

the chapters are Hindu dominated (if not by text then through images), this unit has a more 

balanced message to convey to students about the importance of religious festivals, tolerance 

and coexistence in society.  

7.3.2.2 Ethnic and Religious Groups. There are attempts to orient students 

positively towards ethnic-specific traditional costumes and language through the units. For 

example, the Grade 5 textbook presents a scenario where people belonging to all ethnic and 

caste groups and languages are gathered to celebrate a children’s day. People wear their 

traditional local costumes and accessories:  

People belonging to Newar, Rajbanshi, Sherpa, Bahun, Chhetri, Magar, Thakali, 

Chepang, Sunuwar etc have come together. All are dancing to the spirit of unity in 

diversity song that is being played in the background. They start making flowers in 

several colours and shapes. Oh, this person made a marigold flower, how beautiful. 

(CDC, 2011, p. 14)  

The presence and existence of diverse people have been acknowledged and diversity 

in terms of customs, jewellery and ethnicity has been portrayed metaphorically as a beautiful 

combination of flowers. Furthermore, a song about the language, customs and ethnicity of the 

Nepalese people is performed in the program in all languages that are spoken in the country – 

“Our language is good, our customs are good, our country is good where all ethnic people are 

housed” (CDC, 2011, p. 14). Through this song, an attempt is made to underline the 

importance of all languages and customs to the country as a whole; this represents a message 
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of unity in diversity. In the final section of the unit, the textbook writers reiterate the 

coexistence of several ethnic people in the country and Nepal is portrayed metaphorically as 

a garden of different castes, ethnicities, languages cultures and customs: 

People from different castes and ethnicities live in Nepal. Like a garden where 

flowers of different colours and species are decorated, Nepal is also a beautiful garden 

of several castes, language, culture and customs. Every community, caste, ethnicity 

and religion respect the language and customs of others. We also need to respect ours. 

(CDC, 2011, p. 14)  

The textbook writers stress the importance of culture and language to the different 

Nepalese peoples. They seek to convey a message to students that they also need to respect 

each other’s culture and language.  

The Grade 7 textbook reiterates the coexistence of diverse ethnic and religious groups 

in the country using the same horticultural metaphor: “Our country is a common garden of 

various ethnic groups, language, culture and civilisation. All religious groups are living in 

harmony here” (CDC, 2016, p. 20). The text reminds students about the existence of different 

ethnic groups, culture and religions in the country. Furthermore, the coexistence and 

tolerance among several religious groups are emphasised. “Nepali people do not fight over 

religion or culture. People from one religion go to other’s religious sites. Religious tolerance 

is Nepal’s ideal and excellent example” (CDC, 2016, p. 21). Since religion was classified and 

played a passive role historically in Nepal, it did not become part of the political tensions, but 

with the impetus of the ethnic movement and the releasing of census data in 2012, some 

groups affiliated to Christian, Dalit and indigenous communities began raising their voices 

that they were purposively underrepresented in government reports (Bogati et al., 2017). The 

textbook is silent about the grievances of some religious and cultural groups in relation to 
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their under-representation. Although religion in Nepal is not an influencing factor for causing 

tensions among different groups, a small number of conflicts at the local level in the southern 

region are responsible for inter-religious group tensions and “has a religious and cultural 

basis in Hinduism” (Bogati et al., 2017, p. 176). However, the textbooks exclusively portray 

positive aspects of the religious differences – that is tolerance and respecting each other’s 

religion. 

Through these textbook accounts, the emphasis is upon portraying social harmony 

between different religious groups. The Grade 7 textbook further stresses the legal rights of 

people to conduct their religious activities: Through mentioning the relevant provisions of the 

constitution that guarantee the religious rights of people and portraying the status of religious 

tolerance and mutual coexistence in society, the textbook writers endeavour to underscore the 

people’s social and legal rights to conduct their religious activities in a spirit of social 

cohesion and peace. Another unit in the Grade 7 texts attempt to represent the country’s 

diversity in the areas of ethnicity, regional difference, costume, language and festivals. The 

unit begins with a quotation which embeds a moral message and societal imperative: “Let us 

respect diversity and strengthen national unity” (CDC, 2016, p. 22). Diversity is represented 

as a strength and a central feature of Nepal’s national distinctiveness:  

People who celebrate Sonam Lhosar, Tamu Lhosar and Galbo Lhosar live in the 

Himalayan and upper midlands. Eastern hilly region has resided by people who 

celebrate Sakela, Sakewa, Nuwagi and Chamachasok. Similarly, people living in the 

Middle hills and Kathmandu valley celebrate Siti Nakha and other festivals. People in 

the Terai region celebrate Holi, Chhath, Maghi and Siruwa. (CDC, 2016, p. 22) 

The texts are again inclusive and balanced in portraying the festivals of people living 

in different geographical areas of the country. They note that festivals are celebrated not only 
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for joy and ecstasy but are also a means to establish a distinct identity among the people from 

different religions and living in different regions of the country. However, the text has 

reiterated a view of Hindus being the most theologically and geographically homogenous 

group by portraying their distribution throughout the country. “People who celebrate Dashain 

and Tihar festival live throughout the country” (CDC, 2016, p. 22). Nevertheless, the 

textbook writers stress the importance of all festivals having equal status. “These festivals 

which are being celebrated in the country are our national festivals” (CDC, 2016, p. 22). The 

textbook writer strives to portray Nepalese people from different cultures, religions and 

ethnicities living harmoniously in the country since ancient times. Remarkably, the textbook 

writers are also interested to depict idealised texts across the textbooks. They did not accept 

suggestions (during a consultative meeting) of excluded groups to include contents related to 

their history and contributions along with the challenges they face (for example, unequal 

access to education opportunities) (Smith, 2015).  

However, specific rights related to indigenous, marginalised or excluded populations, 

as guaranteed by national and international provisions, are not specified. For example, the 

Declaration on the Rights of Indigenous Peoples is one of the global frameworks for 

upholding the dignity and rights of the indigenous people.  

7.3.3 Global Education 

Textbooks are vital tools to impart knowledge and understanding of global 

contemporary issues to students that they need in order to engage with the world. Thus, 

analysing how the textbooks promote this concept among students is crucial. Since regional 

intergovernmental organisations are important factors to cultivate the sense of global 

education among students, examining how they are treated in the textbooks was also part of 

this analysis. Peace education was also examined to understand how a topic like peace is 
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treated in the textbooks about its values and possible impacts on students. Similarly, the 

problems faced by landlocked countries like Nepal in their development efforts was another 

focus of this analysis. Finally, this section explores the extent to which the Nepalese social 

studies textbooks nurture a sense of being a global citizen. 

The analysis of the selected textbooks revealed three key themes with respect to 

global education: the landlocked context of Nepal is portrayed as the major reason for the 

underdevelopment of the country; maintaining a healthy relationship with neighbours to 

secure access to the seas is one of the solutions to overcome development challenges; and 

peacebuilding and conflict resolution are presented as important concepts to build peaceful 

local, national and global perspectives among students. Additionally, Nepal is depicted as a 

founder member and an important contributor to the mission of the South Asian Association 

for Regional Cooperation (SAARC).  

7.3.3.1 Nepal’s Geo-Political Context and Development. The textbooks focus on 

challenges facing landlocked developing countries, such as accessing global markets and 

their dependence on neighbours to transport goods. The Grade 7 textbook discussed the 

landlocked countries and the issues they face and provides some possible solutions. Since 

Nepal is a landlocked country that depends on neighbours for trade, transport and access to 

ports, these are critical issues for the lessons to explore.  

The textbook defines landlocked countries as those that are surrounded by land 

without access to the sea, and Nepal is portrayed as a landlocked country along with other 

SAARC nations (CDC, 2016). The difference in the development of landlocked nations and 

those with access to the sea have been highlighted: “Exporting and importing goods in the 

country with access to the sea is easy and cheap. Sea transport is a cheaper way” (CDC, 

2016, p. 132). The texts have attempted to enhance the understanding of students on how the 
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costs of goods are more expensive in Nepal than in other countries. Being landlocked is 

blamed as the major blocker to development efforts in Nepal. This is a somewhat unbalanced 

view the textbook writers portrayed for students to develop the factors of underdevelopment 

in the country. For example, social inequalities, difficult geographic features such as rugged 

terrain and numerous rivers, internal transportation, unemployment, centralised planning are 

equally responsible for underdevelopment (Glassner, 2003). This extensive portraying of 

being landlocked as a major reason for the underdevelopment of a country compels the 

students to visualise and accept other challenges of development as less important. Most 

importantly this depiction suggests to students that they can’t do anything to overcome the 

challenges brought about by it.  

Due to the geopolitical structure of Nepal, it relies heavily on India to support and 

underpin its economy and recently Nepal faced a blockade imposed by India following the 

promulgation of a new Constitution in Nepal in 2015 which had a serious impact on the 

Nepalese education sector and national economy as a whole (Pattison, 2015). An effort has 

been made to portray the blockade as a major problem faced by landlocked countries like 

Nepal. “Blockade can be imposed by neighbouring countries if tensions or conflict arise with 

them” (CDC, 2016, p. 132). Realising the problems faced by the landlocked countries, the 

unit advises taking steps toward minimising the effect. The solution portrayed in the unit 

mostly is related to enhancing the relationship with neighbours. “A healthy and balanced 

relationship with neighbouring countries should be maintained to import the necessary 

goods” (CDC, 2016, p. 133). However, Nepal is presented as extremely vulnerable, with little 

to offer, much to gain, and all relying on the generosity of neighbouring countries to access 

global markets and transport goods. Although maintaining a friendly relationship with 

neighbours is essential for the growth and development of any landlocked countries, the units 

did not present cases of landlocked nations in Europe and elsewhere who have mitigated the 
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geographical challenges. Furthermore, the units could have included rights for landlocked 

countries on the sea, their access to and from the seas and freedom of transit as guaranteed by 

the United Nations Convention on the Law of the Sea 1982 and other relevant conventions, to 

give students a broader sense of possible solutions to mitigate the challenges of landlocked 

nations.  

As a proactive solution, a recommendation has been made in the textbook to promote 

trade with both neighbouring countries through the expansion of railways to reduce the 

problems of Nepal being a landlocked country. The inclusion of certain contexts including 

access to the sky, rights of landlocked countries, rights of access to the seas and creating 

business opportunities with the neighbouring countries for export, bilateral trade can be 

helpful for students to think of possible solutions to mitigate the challenges of landlocked 

nations. Similarly, discussing cases of developed but landlocked countries like Switzerland 

and other European countries would have been highly beneficial for students to understand 

the real scenario of the landlocked countries in the present world. These landlocked but 

wealthy countries focused on factors such as political stability, internal peace, maintaining a 

neutrality strategy to balance power between two powerful nations – France and Germany to 

overcome the geographical challenges (Dunne, 2014; Morriss & White, 2011). Nevertheless, 

one of the activities expected from students is to document a case on why some landlocked 

countries are richly developed might be beneficial for them to think creatively about this 

issue.  
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7.3.3.2 Peacebuilding and Conflict Resolution. Considering peace as an important 

aspect of an individual’s ability to respond to conflict, the textbooks emphasise teaching and 

learning about peacebuilding and conflict resolution in Grades 5 and 7. Through lessons on 

peacebuilding, conflict management and the importance of peace, the textbooks aim to 

develop an understanding of how to identify and help in resolving conflicts at the school 

level. 

Through the lesson on peacebuilding, the Grade 6 textbook aims to enable students to 

“investigate the causes of conflict in school and identify forms of conflict management to 

help mitigate disputes in a school and a classroom” (CDC, 2017, p. 31). Attempts have been 

made to educate students about the meaning of conflict and sustainable peace. Conflict is 

defined as a situation of stress and dispute resulting from a disagreement between people or 

groups while peace is defined as an action to create a dispute-free environment through 

agreement by resolving conflict (CDC, 2016). This definition of peace encompasses both 

concepts of peace: negative peace and positive peace (Galtung, 2000). On one hand, it 

discusses the absence of disputes or violence, while on the other, it discusses the absence of 

conflict and the importance of agreement. This enables an understanding of both aspects of 

peace.  

Efforts are made to impart an understanding of the sustainable peace concept. 

“Sustainable peace is about ending all chances of dispute recurrence and creating a peaceful 

environment and attempts are made to maintain peace by timely addressing the causes of 

future disputes” (CDC, 2016, p. 42). Furthermore, some preconditions for sustainable peace 

are discussed. These include respect for others’ views, controlling greed and jealousy, 

maintaining social harmony, providing justice to victims and mechanisms to hear the 

grievances and issues of both parties (CDC, 2016). Among ideas presented to maintain 



243 
 

 

sustainable peace, providing justice to the victim through a well-functioning justice system is 

very important since it provides people with an alternative to violence to resolve personal and 

political disputes (UNESCO, 2017b). Preconditions for peacebuilding are presented but 

without defining the concept itself. “Effective communication among people is required for 

peacebuilding. This helps to understand each other” (CDC, 2017, p. 43). Peacebuilding is a 

complex and multidimensional process that requires clear definition to allow better 

understanding among students. Peacebuilding is a comprehensive effort to identify and 

support structures which will tend to consolidate peace and advance some sense of 

confidence and well-being among people (Boutros-Ghali, 1995; Moe & Stepputat, 2018). 

This necessitates teachers clarifying the concept before proceeding with the prerequisite of 

peacebuilding.  

Similarly, efforts are made in the Grade 7 textbook to educate students about the 

causes of conflict, conflict management and importance of peace. Conflict is defined as a 

situation of dispute arising from the difference in views of people or groups, and spreading of 

false information is portrayed as a major reason to create conflict (CDC, 2016). Like the 

Grade 6 textbook, the emphasis is placed on the spread of false information as a major cause 

of conflict. Attempts are made to educate students about conflict resolution and 

peacebuilding to help them resolve conflicts locally. The timely resolution of conflict is 

portrayed as an important action to avoid negative consequences. Terminologies such as 

conflict resolution, conflict mitigation and conflict management are used interchangeably in 

the unit. It is important to distinguish the differences between these terms since the outcomes 

of resolving conflict largely depend on the approach or strategy applied to deal with the 

conflict and provide different understandings of the underlying causes of conflict (Reimann, 

2004). In the context of Nepal, it has been argued that the existing conflict resolution 

practices are not successful in resolving the growing conflicts since they are not based on the 
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grounded realities and are costly and complicated (Upreti, 2004). This necessitates applying 

appropriate approaches to address the root causes of conflict. The choice of alternative 

strategies can spell the difference between resentment and mutual respect. For example, 

conflict resolution involves the reduction, elimination, or termination of conflicts, while 

conflict management aims at achieving a positive or an agreeable outcome out of the conflict 

situation (Kalagbor, 2015). In terms of resolving the conflict, a few strategies have been 

outlined below: 

• Respectful and equal behaviour 

• Listen to others’ view carefully  

• Use of clear language and opinions 

• Ensure equal opportunity and participation 

• Be transparent 

• Dialogue 

• Spread positive information  

• Spread clear and effective information and news (CDC, 2017) 

Another focus of the textbook is peace and its importance. Peace is defined as a 

healthy physical and mental situation, free from terror and fear CDC, 2016). Attempts are 

made to portray the characteristics of peace – happiness, justice, respect, love, free from 

injustice and fear, violence and war, the existence of social justice (CDC, 2016). Similarly, 

the necessary elements of peace are outlined: participation, active listening, equality, 

harmony, democratic culture, rule of law, social justice, positive thinking, tolerance, 

cooperation, respect, transparency, security and fulfilment of basic needs (CDC, 2016). This 

is a complex list for 10-12-year-olds but has encompassed several relevant concepts. The 

decade long civil war in Nepal had roots in inequalities in geography, political, social, ethnic 
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and economic spheres of life and underrepresentation of ethnic groups and aimed at forming 

a constitutional assembly to draft a new constitution to address these issues (Standing & 

Parker; Valente, 2013). 

7.3.3.3 International Relations and Regional Intergovernmental Organisations. 

The Grade 5 textbook attempts to provide some basic information about neighbouring 

countries. The unit on our neighbouring countries Bangladesh, Pakistan, Bhutan, Sri Lanka, 

the Maldives and Afghanistan provides facts and figures about the member nations which 

include areas, border, capital city, climate, population, language, major production, major 

occupation and currency (CDC, 2011). The unit is supportive for students to develop an 

understanding of the basic facts and figures of neighbouring countries.  

The Grade 6 textbook focuses on enhancing understanding of the concept of 

international relations and SAARC’s importance and rationale in south Asia. It underlines 

and reinforces the cooperation and collaboration to develop the region and strengthen the 

friendship among the SAARC countries. The relevant unit includes a brief introduction of 

international relations, how nations are interdependent and how Nepal is contributing to 

international relations and benefiting from this. Bilateral relationships between countries are 

seen as an important factor for national development. One of the challenges Nepal is facing 

in foreign relations is to maintain a balanced and equal distance in relations with China and 

India (Dahal, 2018). While introducing the concept of international relations in the textbook, 

roles and existence of UN organisations, regional alliance, economy, politics and other NGOs 

are largely undermined. This will impact on students’ learning and visualising the actors and 

the overall concept of international relations. 

An effort has been made in the Grade 6 textbook to educate students about the 

SAARC: its objectives, importance and essence, and how SAARC is important to Nepal. 
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SAARC is presented as a crucial organisation for mutual welfare and regional cooperation 

among member nations Nepal, Bhutan, Bangladesh, India, Srilanka, Maldives, Pakistan and 

Afghanistan. Attempts have also been made to shed light on the sovereign status of each 

member nation and the philosophy of non-interference in internal affairs of any nations: 

These eight countries have accepted each other’s independent existence. Without 

interfering in others’ internal affairs, these nations have strived to create an 

environment of mutual trust. Nations have been working mutually to develop the 

social, economy, cultural and science and technology sectors of their respective 

citizens. (CDC, 2016, p. 115)  

SAARC was established as a regional intergovernmental organisation to promote 

mutual welfare, regional cooperation and cultural and historical links among those eight 

South Asian Countries (Majid, 2018). The unit, however, does not provide any examples of 

such cooperation, which would have been beneficial for students to understand ongoing 

mutual cooperation among nations. Although the necessity of organisation is portrayed as the 

main basis for the mutual cooperation and development of SAARC, the texts do not elaborate 

the rationale behind the formation of “organisation” or what necessitates the formation. The 

unit mainly focused on the relationship between SAARC and Nepal, but the texts were 

mostly generic to describe overall SAARC affairs. The unit could include how Nepal has 

been contributing effectively to the mandate of SAARC as a founding member to present a 

balanced view of the relationship with SAARC instead of focusing only on how Nepal is 

benefiting.  

Nevertheless, the Grade 7 textbook attempts to elaborate on how Nepal is contributing 

to the mandates of SAARC as its founding member. The major contributions include the 

establishment of the SAARC secretariat in Kathmandu, establishment of the SAARC TB 
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Centre and SAARC information centre in Nepal, mutual cooperation on agricultural, health, 

transportation and postal service development, and cooperation in child and women 

development, among others (CDC, 2016). The unit could be as explicit as the title “Nepal’s 

role in SAARC”, but the texts were very abstract and could not specify particular 

contributions or the role being played by Nepal in SAARC. Instead of outlining the generic 

and basic contributions that every member nation has been providing, the unit could focus on 

the specific and important contribution that Nepal has made so far, to develop a better 

understanding by students about the role of Nepal in SAARC. The countries in South Asia 

have often failed to fulfil the people’s aspirations and have suffered adversely in their efforts 

to reduce poverty and conflict (Print & Lange, 2013; Mazhar & Goraya, 2015). Thus. the 

units as a whole could discuss how SAARC has been addressing those prominent issues and 

in particular how Nepal is contributing to or benefiting from SAARC. Furthermore, the unit 

could elaborate on how the geographical, cultural and historical links among the SAARC 

nations could extend cooperation with each other for the development of the region.  

7.4 Concluding Observations 

This study aimed at exploring the civics and citizenship education curriculum in the 

Nepalese formal education system to understand how it promotes education for democratic 

citizenship. To understand how the textbook writers interpret and enact policy objectives and 

recommendations with regards to the themes of national identity and democracy, cultural 

diversity and global perspectives in the social studies textbooks, it was essential to analyse 

textbooks that are used for the purpose of teaching and learning activities in schools.  

The textbooks provide some information on how teaching and learning of contents 

related to the three themes have been contextualised. In the analysed textbooks, there is a 

tendency to portray these values from different perspectives. The textbooks attempt to instil a 
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feeling of unity among students through portraying the positive acts of heroes, great cultural 

and historical heritage and the recent political change. Similarly, the need for participating in 

the national development process, understanding, respecting and obeying citizens’ rights, 

duties and responsibilities, and developing and exhibiting democratic culture have been 

emphasised. Likewise, regional cooperation for mutual welfare, peacebuilding and conflict 

resolution and securing access to the seas for import and export have been stressed. 

The analysed social studies textbooks aim at educating students about knowledge, 

skills and positive attitudes that are required to identify and solve their own problems (CDC, 

2009). In the context of Nepal, the teaching and learning of social studies conceptualise a 

process where “an individual’s life starts from the family and in turn moves to neighbours, 

community, region, nation and the entire world” (CDC, 2009, p. 19) and thus learners are 

encouraged to develop adequate knowledge, skills and attributes that will enable them to 

understand their physical and human environment towards becoming productive and active 

citizens. Caddell (2007) argued that the Nepalese social studies textbooks strive “to create a 

sense of unity among students with reference to the deeds of national heroes and a shared 

history” (p. 1). Furthermore, the narratives on religion, culture and language have had a 

strong focus on Hinduism and Nepali language which are portrayed as significant features of 

the country’s history. In reality, economic, social and political spheres are dominated by 

high-caste hill Hindu elites leaving marginalised communities such as Dalit, Muslims, ethnic 

minorities and Madhesis suppressed (Novelli & Smith, 2011). Chapters on democracy and 

citizenship education tend to be based around educating students on contemporary 

governance issues, constitution, the country’s recent political change and democratic culture. 

Although these contents are required for promoting democratic understanding among 

students, reference materials are required to complete the tasks in the activity section. For 

example, the activity section in the Grade 6 textbook on the unit “our constitution” asks 
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students to discuss features of the constitution which require them to refer to the constitution 

to explain the features. However, no copies of the constitution were available at school for 

them to complete the task (Smith, 2015). 

The analysis of cultural diversity contents revealed that textbooks generally portray 

Hindus as theologically and geographically homogeneous groups as was evident in the units 

on religions, festivals or national heritages. However, the textbooks are very inclusive in 

representing diverse ethnic and religious groups. Enormous efforts are made to emphasise 

diversity in terms of ethnicity and religion and specifically Nepal’s unique identity and the 

rights of people to conduct their religious activities to achieve social cohesion, peace and 

unity in the country. Although unity in diversity has been defined as the characteristic of 

Nepal, it lacks clarity on “how diversity is actually to be dealt with and in what image unity 

[emphasis added] is to be constructed” (Caddell, 2007, p. 23). People of Nepal are portrayed 

as different flowers grown in a garden to emphasise this diversity. However, outside the 

official discourse of the textbooks, this image has been challenged by academics who argued 

that this superficial harmonious representation of Nepal’s unity in diversity intensifies the 

marginalisation and political underrepresentation of people who have been already 

marginalised, and ethnicity, caste and religious identity are key elements to promote 

exclusion of certain groups in Nepal (Bennike 2015; Manzoor & Govinda, 2010). The 

textbooks do not discuss underlying inequalities, discrimination and economic hardships of 

these groups other than portraying idealised Nepal’s homogeneity, social and religious 

harmony and inclusiveness. 

Interestingly, although there are a few minorities and marginalised groups in Nepal 

(such as Muslims and indigenous ethnic groups), the texts did not mention their specific 

rights but treated human rights as a generic concept that include the rights of all people as 
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being equal. The democratic transitions in Nepal could not bring indigenous, Dalits, 

Madhesis and Muslims into the mainstream of development and they have been raising 

voices since 1990 to recognise multiculturalism and freedom of religion and to bring them 

into the mainstream of governance (Bennett et al., 2008; Marit & Aasland, 2015; Novelli & 

Smith, 2011). However, the textbooks largely failed to include or address their voices to 

educate students about the contemporary situation of the minorities and marginalised groups. 

Nevertheless, the coexistence of diverse ethnic and religious groups in the country is 

represented as a central feature of Nepal’s national distinctiveness and a strength of the 

country.  

In terms of nurturing students to be global citizens, there is a specific focus on 

teaching and learning on regional cooperation and mutual welfare, the country’s geopolitical 

situation and peace and conflict resolution to live peacefully in a society. However, the 

teaching and learning for global education, aiming at peacebuilding and conflict resolution, 

focused on peaceful behaviour at a personal and local level and has not included ideas from 

the UN or other global organisations and are not globally linked. Although SAARC has been 

depicted as a crucial organisation for the development of its member countries, its 

performance has been questioned. It has not been able to perform as expected; trade, both 

bilateral and regional, and cooperation among the countries are below a satisfactory level 

(Majid, 2018). The texts are limited to portraying the positive aspects of SAARC but issues 

between or among member states, geography, size, population and military imbalance among 

members and its consequences or mitigation measures are largely undealt with.  

The activity section at the end of each selected unit in the textbooks comprised 

questions and learning activities that students are required to undertake. This section allows 

students to identify, describe and account for each perspective across the textbook and aims 
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to provide students with an opportunity to encourage to effectively participate, to use critical 

skills of investigation and enquiry, and to offer their own perspectives. These activities can 

be broadly categorised into active and passive learning based on practice questions, activities 

and instructional objectives. Passive learning mostly involves remembering factual 

information (Anna, 2010) and all questions and activities mentioned in the activity section 

requires students to recall or refer the text exactly, while students need to refer additional 

resources or are required to manipulate the text, which involves the use of the cognitive 

process by them. 

The textbooks sometimes invite critical thinking and the use of active learning 

processes and strategies including problem-solving, presenting and give own perspectives. 

For example, one of the activities in the Grade 6 unit requires students to use investigation 

skills and group discussion and give their perspectives: “prepare a list of factors that should 

be taken into consideration while exercising one’s right and presence in a classroom. Also, 

improve your work by incorporating feedback”. This activity demands that students use their 

critical skills of investigation and research and give their perspectives, and requires 

developing presentation skills. Some activities also require using critical skills of inquiry: 

“Prepare a list of social problems. Make a group of five and visit your community and collect 

their opinions. Prepare a report and present in a classroom”. Similarly, another activity 

requires students to write a paragraph on “Others should not be troubled while exercising 

one’s rights”. Students are required to research, define the concepts of rights and give their 

perspectives. Similarly, another activity in the Grade 7 textbook asks students to research and 

give their perspectives: “Efforts have been placed to make Nepal a federal state. What should 

be done to transform the country into a federal state without affecting national unity? Discuss 

with your friends and write”. This activity requires students to research the concepts of a 

federal state, national identity and their relationship. Furthermore, students are required to 
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discuss and write their perspectives. Although the corresponding unit primarily discusses the 

history of Nepal prior to 1770 to introduce Medieval Nepal, the activity section asks students 

to complete tasks about contemporary issues. The unit and the whole textbook did not 

explicitly discuss the concept of federalism. As a result, students might not be able to 

complete the tasks as expected. Nevertheless, the Grade 6 textbook has lessons on federalism 

which students can recall or refer to. 

There is often a deficit view presented about the nation and its people throughout the 

textbooks. Deficit thinking or theorising, in terms of nation and people, have some 

consequences on students developing perception or understanding. If students hold deficit 

views of nation and people, they do not possess knowledge of the agency they have to enable 

learning of their nation and people (Lingard & Keddie, 2013) and in turn, they blame the 

victim instead of examining how and why they are prevented from learning about the nation 

and people (Valencia, 1997). There are also some activities that require memorisation and 

recalling factual information, for example, in one unit students are asked to list ten different 

religious sites, for which students can refer to the contents. Similarly, in another activity 

section of the textbook, students are asked: “What is federalism? list five examples of 

democratic culture”, “What is constitution” and “Write the name of states that existed during 

medieval Nepal”. These practices and questions do not require students to think creatively or 

apply critical skills in the investigation, but they can remember or refer to the textbook 

contents to answer. 

These findings align with other studies. As Harris (2013) has observed: “An emphasis 

on great deeds or on great figures, especially those from the majority group in society, or a 

positive stance on the national story, which ignores misdeeds in the past, can create a 

curriculum which runs the risk of being exclusive” (p. 406). The curriculum development 
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process and development of official narratives in Nepal, as Foster (2011) and Marsden (2001) 

noted, signified the ideological, linguistic and political power of dominant groups. A singular 

national story of Nepal’s past that fails to sufficiently take account of the diversity of the past 

and its legacy for present-day circumstances does not provide an effective means of creating 

a sense of cohesion and belonging. Abowitz and Harnish (2006) noted similar disconnections 

and argued that although perspectives of diversity are evident in scholarly and theoretical 

texts, they largely remain unnoticed at the implementation level in classrooms. As Kadiwal 

and Jain (2020) have recently observed in relation to civics textbooks in India and Pakistan 

"the lack of a critical lens in civics textbooks [is] inimical to the development of citizenship 

in a democracy” (p. 6), the study of civics in Nepal is also confined to the learning of 

democracy, state institutions, their role and underlying power. Similar to Singapore, Nepal 

faces the challenges of maintaining the balance of promoting national identity, diversity, and 

global perspectives through its educational imperatives (Ho, 2009; Sharpe & Gopinathan). As 

Banks (2008) noted, “a delicate balance of diversity and unity should be an essential goal of 

democratic nation-states and of teaching and learning in democratic societies” (p. 59). 

Textbooks (and teachers) can help to complicate identity and to help students appreciate 

Nepal as the rich sum of its diverse parts. 

A few similar studies suggest a mismatch between the education need of culturally 

diverse students with the perceptions of citizenship depicted in the curriculum and textbooks 

(Banks, 2008; Torney-Purta et al., 1999), which is also the case in Nepal. As Onta (1996) 

noted, in Nepal, textbooks have been disseminating a monumental state-sponsored national 

history that is based on a particular vision of bravery and religion. Onta’s argument reflects 

the findings of the study which revealed that the identified national heroes in the social 

studies textbooks mostly belonged to the dominant Hindu religion and native Nepali 

speakers. These findings validate claims made by Apple (1996) that curriculum and 
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textbooks politics are often influenced by the interest of those in power as the authors and 

textbooks writers emphasise bravery, religious narratives and a common Nepali language as 

core shared heritage and values. As Foster (2011) and Marsden (2001) noted, textbooks 

should mediate tensions around politics, culture and economics and in the development of 

official narratives and a tendency to impose cultural homogeneity. This also applies to Nepal.  

7.5 Reflection on power 

Despite recent technological advances, the importance of textbooks has not 

diminished. Textbooks are a powerful conduit at the meso level of policy enactment in Nepal. 

As Crawford (2000) noted, curriculum and textbooks in Nepal represented political 

ideologies such as 1956 and 1990 political changes, recognition of cultural diversity and 

effects of globalisation. Thus, textbooks possess a power in their own right and help in the 

process of aligning policy aspirations and translating these for teachers and potentially 

through into improved learning outcomes for students. “They reach all corners of a country 

and find their way into schools and into the hands of teachers, principals, students, and 

parents” (Smart & Jagannathan, 2018, p. x). Since textbooks in Nepal are both published by 

and approved by government bodies, textbooks are the bearers of officially approved 

messages. They carry the power and authority of validation and play a determining role in 

deciding whose knowledge is of most worth and whose knowledge is marginalised (Apple 

(1996). However, textbook writers in Nepal are relatively powerless and circumscribed. 

Factual approaches and continuity are safer approaches to adopt in terms of securing approval 

from textbook committees than innovation or the opening up of issues that might be deemed 

controversial or contested. Thus, the textbook policy at the meso level of interpretation 

follows ‘macro’ education policy very closely and in a spirit of compliance. 
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Whilst acknowledging the scope for individual and collective agency, there is also the 

need to recognise that policy responses at the meso context of text production are also shaped 

by wider structural factors and these powerfully circumscribe the capacity of individual 

actors to shape policy. Textbook writers do potentially have the power to transform values 

into practice as they translate the multiple goals of social sciences education into more 

concrete forms but they operate within relatively defined and narrow parameters. Caution in 

meeting the expectations of political, educational, community, and parental stakeholders 

inevitably means that changes to textbook contents and interpretations are likely to be 

incremental. Continuity is more likely to be favoured over change. Knowledge, facts and 

information about civic, political and legal structures are safe; the encouragement of critical 

thinking, the articulation of multiple or contested perspectives; the acknowledgement of 

argument and dissent are more potentially controversial. Ball (1994) notes that “discourses 

are about what can be said, and thought, but also about who can speak, when, where and with 

what authority” (p. 21). Textbook writers may not feel that they actually have that much 

power and agency in their role. They are more like a link in a chain of compliance. 

Sometimes power can be quite subtle (Lukes, 1974); power is also the capacity to shape how 

a particular agenda is perceived and how policy ‘problems’ (in this case the Nepali national 

identity and cultural diversity narrative conveyed to Nepali young people as part of their 

civics and citizenship learning) are presented and defined. Policy ‘solutions’ are shaped 

decisively by those who are able to define the problem and set the parameters within which 

solutions might be considered possible. Put bluntly, this means that textbook-writers do not 

yet feel empowered in Nepal to open up the ‘critical thinking’ and ‘multiple perspectives’ 

box in their organisation of the civic narrative to which Nepali young people are exposed. 
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7.6 Summary 

This chapter has presented the findings of the analysis of the Nepalese social studies 

textbooks under the themes of national identity and democracy, cultural diversity and global 

education. This analysis provided an overview of how central curriculum policy documents 

have been interpreted and enacted by textbook writers. Table 7.5 summarises the main 

findings of the study for each theme. 

Table 7.5  

Summary of the Findings 

Themes Main Findings 

 

 

National identity and 

democracy 

National heroes and enemies – Individuals who contributed to the 

promotion and strengthening of democracy, as well as social, 

cultural, religious, arts and education sectors, are credited as 

heroes while social problems and issues are portrayed as 

enemies to national development. 

A broad history of Nepal – Strong focus on Hinduism and Nepali 

language, Nepalese arts and culture. 

Power, authority and governance – Emphasis on learning of 

politics and democracy, democratic culture, fundamental 

rights, local government and democratic transition. 

Human rights – Focus on child rights, gender equality but 

undermined rights of minorities and marginalised 

population. 

Civic rights and responsibilities – equal emphasis on rights and 

responsibilities, focus on moral responsibilities and legal 

responsibilities as cross-cutting concepts to fulfil civic 

responsibilities. 
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Cultural diversity 

Religion and religious festivals – an acknowledgement of the 

country’s cultural, ethnic and religious diversity, inclusive 

texts, all festivals portrayed as national festivals. 

Ethnic and religious groups – recognition of the coexistence of 

diverse ethnic and religious groups, respect for religious 

differences, rights to conduct religious activities. 

Global education 

Peacebuilding and conflict resolution – Emphasis on identifying 

and resolving conflicts at the school level, focus on conflict 

management and peacebuilding, the spread of false 

information as major causes of conflict and schools as a 

peace zone. 

Regional organisation for mutual welfare and cooperation – 

Emphasis on SAARC as an important intergovernmental 

organisation to promote mutual welfare and cooperation, 

Nepal as a founding and significant contributor to the 

SAARC. 

Country’s geo-political position and development – landlocked 

status blamed for underdevelopment, difficulties in getting 

access to the sea and high transportation costs are portrayed 

as outcomes of being landlocked. 
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Chapter 8 A Thematic Analysis of 

Teachers’ Perceptions 

This chapter presents findings from a deductive thematic analysis of teachers’ 

perceptions in relation to the implementation of the social studies curriculum and textbooks at 

the school level. The findings are presented and discussed in line with the three themes of the 

study: the first section focuses on teacher perceptions about national identity and democracy 

themes embedded in the curriculum and textbooks; the second focuses on perceptions about 

cultural diversity and identity themes; and the third focuses on perceptions about the global 

education theme. 

Although curriculum policy and textbooks are formulated and written at a central 

level, teachers are pivotal in implementing curriculum requirements and using textbooks for 

pedagogical purposes in classrooms. They are a bridge between curriculum/textbook writers 

and students and contribute significantly to curricular change and meeting the objectives of 

the curriculum (Tutkun & Aksoyalp, 2010). This study was particularly interested in 

understanding the context of practice at the school level with respect to social studies 

curricular change.  

As outlined in the methodology section (see Chapter 4, pp. 108-109), 16 participants 

representing six schools took part in the interviews. The school selection criterion were also 

based on their location (rural and urban) and availability of teachers for the interviews. Out of 

the six schools, four public (two each rural and urban) and two private schools (each rural 

and urban) were selected to bring multiple perspectives of teachers in relation to the 

curriculum and textbooks. As suggested by the respective school principals, nine female and 
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seven male teachers voluntarily took part in the interviews. The interviewed teachers’ 

demographic data is provided below:  

Table 8.1  

Demographic Characteristics of Teacher Participants 

Sex Age Qualification Experience (years) Assigned Grade 

Female  23 Bachelor 2 Grade 5 

Female  46 Intermediate 21 Grade 5 

Female  38 Bachelor 15 Grade 6 

Female  47 Bachelor 26 Grade 6 

Female  45 Bachelor 14 Grade 6 

Female  58 Bachelor 33 Grade 6 

Female 42 Bachelor 14 Grade 7 

Female  29 Master 5 Grade 7 

Female 37 Bachelor 8 Grade 7 

Male 34 Intermediate 7 Grade 5 

Male 57 Bachelor 31 Grade 6 

Male 28 Bachelor 6 Grade 6 

Male 35 Bachelor 12 Grade 6 

Male 43 Master 13 Grade 7 

Male 44 Bachelor 18 Grade 7 

Male 33 Master 7 Grade 7 
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8.1 A Methodological Approach to the Analysis of Teachers’ Perceptions 

This chapter presents the findings of the third auxiliary research question: “What are 

the perceptions of social studies teachers with respect to the teaching and learning of national 

identity and democracy, cultural diversity and global citizenship perspectives at the micro 

context of practice?” Specifically, answering this question involved reflecting upon the 

findings from interviews with 16 teachers, representing six Kathmandu valley based public 

and private schools, who were directly involved in the teaching and learning of social studies 

in Grades 5-7. Since teachers are central in the implementation of the curriculum and the use 

of textbooks at the level of practice – and one of the aims of this study was to understand the 

context of practice at the teacher’s level – it was important to investigate teachers’ 

perceptions in relation to the study’s themes. A deductive thematic analysis of the interview 

data was employed to code and analyse the interview data according to the themes generated 

(Boyatzis, 1998; Braun & Clarke, 2006). 

8.2 Findings 

The findings from the analysis of the teachers’ interview data are outlined in this 

section. Presenting codes and themes merely as interview transcripts while interpreting the 

interview data would provide a limited scope for in-depth analysis and doing justice to the 

richness of the data would not be possible (King, 2004), Thus, in terms of presenting the 

findings of the analysis, relevant methodological authorities were consulted for a better 

understanding of how the perspectives could be presented in an ethical and organised way 

(Braun & Clarke, 2006). 

8.2.1 National Identity and Democracy 

The analysis of interview data revealed three main analytical sub-themes related to 

national identity and democracy themes. Firstly, the teaching and learning of social studies 
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explicitly aimed at developing “Good Citizens” in the country who demonstrate morality, 

responsibility, social and family values and have a strong feeling toward the development of 

the nation. Secondly, there are not enough avenues for students to undertake community 

involvement and make-a-difference project. Thirdly, students’ lack of interest in politics and 

democracy (as reported by teachers) has some implications in educating them about 

democratic values and culture. These findings are elaborated in the following sections. 

8.2.1.1 Developing Good and Moral Citizens. The social studies curriculum and 

textbooks aim to develop “Good Citizens” and the aspiration is that studying this subject will 

lay the foundation for becoming productive and active citizens (CDC, 2009). All interviewed 

teachers maintained that the social studies curriculum and textbooks were designed to 

develop good citizens and to socialise them in a diverse society. On the goal of teaching 

social studies, a teacher stated: “We are teaching social studies with a primary aim to develop 

good citizens through imparting knowledge of different subjects such as civic awareness, 

politics, geography, culture, religion and economics” (Male Grade 7). This view by the 

teacher suggests that social studies textbooks are designed to develop good citizens in the 

country and teachers are clear about this goal. Nevertheless, good citizenship is explicitly 

linked to informed citizenship and a knowledge base. 

Another teacher suggested that students should learn about the diversity of the 

country, and the study of social studies enables them to become good citizens: “The study of 

social studies imparts the knowledge of Nepalese diversity among students, enables them to 

live in harmony and helps to develop them as good citizens” (Female Grade 6). Again here, 

the notion of “active citizenship” outlined in the curriculum objectives is overshadowed by an 

emphasis on the transmission of knowledge about religious and cultural diversity. 

Furthermore, teachers stated that the teaching of multiple disciplines, such as civics, 
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geography, culture and economics, is required to achieve the holistic aims of social studies. 

This is the case in most South and South-East Asian countries where social studies is taught 

with an avowed aim of developing civic knowledge among students. In Nepal, social studies 

lessons focus dominantly on teaching geography, history and relatively dry political and legal 

factual and structural civics content (Kobara, 2011). Although teachers did not acknowledge 

or confirm this in their interviews, they may have been conscious that their pedagogical 

practices did not always align with official advice to incorporate skills and values more 

explicitly in their planning and teaching in order to complement the dominant knowledge 

orientation of their conceptualisations of social studies.  

The social studies teachers’ role in building the civic identity of students is crucial. 

These teachers are required to teach in ways that enable students to define themselves in 

relation to the roles and responsibilities of being a democratic citizen (Clabough, 2017). 

Nepalese teachers interviewed stressed that they are teaching civics to sensitise students 

about the contribution and role of citizens in national development, develop them as good 

citizens and socialise them into society, which is also one of the national educational 

objectives (CDC, 2007). One teacher noted: “Since Nepalese society is very complex with 

diverse culture, religion and language, it is crucial that students should learn about their 

society from an early age” (Male Grade 7). In a diverse and complex society like Nepal, it is 

fundamentally important to educate students about the coexistence of different social, ethnic 

and religious groups and the dynamics of the society (CBS, 2014). In addition to the goal of 

teaching civics, another teacher further specified another reason why it is important to 

develop good citizens in the country, linking to nation-building curriculum goals:  

We need to develop good citizens in the country who preserve our national culture, 

understand geography and global issues. It is a good citizen who builds the nation and 
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the social studies curriculum and textbook are highly supportive of this. (Female 

Grade 7) 

Another teacher added: “Teaching and learning of social studies imparts knowledge 

of the state’s role and make students aware of the rights and responsibilities of citizens in a 

multicultural country like Nepal” (Female Grade 5). The teachers saw their role as promoting 

an understanding of diversity and nurturing informed citizens cognisant of Nepal’s varied 

ethnic groups and cultures. 

All participating teachers agreed that the textbooks were supportive in meeting the 

aims of the curriculum to develop moral citizens. A central aim of the Nepalese national 

education goals is to “help prepare citizens with good conduct and morals to contribute to a 

healthy social and collective life” (CDC, 2007, p. 31). In terms of the need for teaching 

students to be moral citizens, a teacher noted:  

Students should be disciplined and develop positive attitudes, beliefs and values that 

are required throughout their life. However, at present, students are not moral to the 

extent the social studies has envisioned and this supports the inclusion of morality 

components in the curriculum. (Female Grade 6) 

Another teacher supported the idea of instilling morality in students and argued that 

social studies is supportive of this: “It is very important to develop morality among students 

and social studies as an integrated subject has focused on behaviour change and developing 

students who are aware of their responsibility and possess social and family values” (Female 

Grade 6).  

This view by the teachers can be understood from the standpoint of moral self-

cultivation in the context of a rich Asian tradition, “where being a good person is requisite to 
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being a good citizen” (Sim & Chow, 2019, p. 477, see also Lee, 2012). Although there are 

challenges of increasing regional and global change in Asian countries, moral education in 

the region continues to influence the existing diversity in regional culture and ideology and 

foregrounds the aspirations and ambitions of individuals, families and the nation (Kim & 

Taylor, 2017).  

In terms of topics, a majority of teachers claimed that the textbooks contain several 

integrated subjects and units that are necessary to develop students’ responsibility and social 

and family values. One of the interviewed teachers noted:  

The textbooks have incorporated topics such as Civic rights, our social norms and 

values, we, our community and nation and civic rights and our history which have 

been able to enhance students’ understanding on the importance of socialising them in 

their society and developing themselves as good citizens. (Female Grade 5) 

The perspective indicates that teachers have been delivering several relevant units 

which they think have been useful to educate students to understand their society and 

socialise them as good citizens. Another teacher reinforced this opinion: 

Social studies content such as religions, culture and societal issues prompt interest 

from students and they engage actively in the learning process. Children need to be 

socially aware and should socialise in their society and the teaching and learning of 

social studies education supports this objective. (Male Grade 6)  

Socialising students through citizenship education and the conception of nurturing 

obedient, docile and law-abiding citizens as a form of social control is a form of citizenship 

education that is open to critique (Brett, 2014). For example, Westheimer and Kahne (2004) 

argued that although citizenship education is ideally framed to emphasis the development of 
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responsible, disciplined, obedient and voluntary-minded citizens, it is also crucial to 

encourage students to engage and think critically about the underlying causes of problems, 

ideals of justice and a shared concern for the common good. Thus, teachers and schools 

should promote a democratic environment to enable students to socialise and exercise their 

democratic life. The teachers’ perspectives confirm that the curriculum and textbooks convey 

a relatively conservative, “minimal” (McLaughlin, 1992) and “thin” (Zyngier, 2013) 

philosophy of citizenship education. The relative absence of comment about approaching 

citizenship education issues in more open, critical or participatory ways reflects Nepalese 

teachers’ relative lack of training in social studies and their understanding of social studies as 

being predominantly knowledge-informed and transmissive of compliance and responsibility-

led approaches to citizenship education. 

8.2.1.2 Community Based Learning and Project Work. Globally, community-

based learning and project work have been considered as a vital component of students’ 

learning to promote civic engagement. In this context, Reichert and Print (2018) argued that 

students’ involvement in community and school is instrumental in encouraging them to 

participate in civic action and “to promote important issues for democracy in the future” (p. 

337). 

The National Curriculum Framework (NCF) (2007) also recognised this role of 

Nepalese students’ engagement with the community and accepted the premise that 

community work and project work have not been assigned importance in teaching and 

learning in Nepal. There was a recognition that under-developed relationships between 

schools and their local communities was one of the factors responsible for this. All 

interviewed teachers emphasised the importance of encouragement for students learning in 
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their social and physical environment through project work, research and community work. A 

teacher maintained: 

We occasionally ask students to do community projects, such as documenting local 

issues and problems, heritages and festivals. They are also asked to produce a solution 

to address local issues and problems through discussion with the community. These 

activities will have positive effects on their learning of social studies. (Male Grade 6)  

There was uniformity among all interviewed teachers about social studies benefitting 

from practical learning and that the field visits and community involvement serve to enhance 

students’ learning. Another teacher asserted:  

We are focused on classroom-based teaching and learning. If we can engage students 

or promote their interaction with the community, their learning will be effective. 

Practical education is better for their learning as they can see/feel and experience the 

real world. (Female Grade 7)  

All teachers have a realisation that involving the community in students’ learning can 

yield more engaged student responses. A teacher suggested:  

There is a need to add the community project as a compulsory portion in the textbook. 

There is a need to promote students’ engagement with the community since they are 

also a part of the community and learn family and social values. (Female Grade 6) 

The views expressed above bring together the positive effect of involvement in the 

community in students’ learning. In this context, Tudball and Brett (2014) argued for 

students’ participation, engagement with the community and making-a-difference project as 

integral to teaching components of local, national and global citizenship.  
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Schamber and Mahoney (2008) argued for learning that involves students’ 

engagement with the community to promote their active learning and civic engagement along 

with critical reflection and discussion. However, half of the interviewed teachers shared some 

challenges around engaging students in field visits and community work. A teacher asserted:  

Social studies is all about students’ practical learning which can be benefitted by their 

field visit and community work. Although we understand these aspects of learning, 

the lack of school’s budget hinders us from taking the students out on visits. School 

administration is reluctant to provide us budget for visits and to cover costs such as 

transportation and entrance fees to places of local heritage. (Male Grade 5)  

This opinion was reinforced by another teacher who stated:  

We have many constraints; we cannot take students out for regular visits to the local 

community or places of interest due to limited resources allocated for practical 

learning of social studies and low prioritising of the subject by the school. 

Furthermore, only 40 minutes each day has been allocated for teaching of social 

studies which is simply not sufficient. Thus, we focus on teaching and learning of 

social studies within the school premises. (Female Grade 6)  

These excerpts reiterate the usefulness of engaging students’ community engagement 

through community work and field visits as well as highlighting challenges teachers are 

facing around ensuring students engage with the community. Kerr et al. (2007) 

acknowledged challenges faced by schools to engage students with community and suggest 

strong and sustained commitment from government authorities and school administration to 

address the challenges of community engagement. A cheaper alternative is for local civil 
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society organisations to come to the schools and to mix incursions (Clerke, 2013) with 

excursions and learning outside the classroom. 

8.2.1.3 Politics and Democracy. In Nepal, education and politics are interconnected. 

The Nepalese education sector has always been a battleground of political activities and 

movements and the political changes that have happened in the past have had a significant 

effect in shaping educational policies and plans (Pherali, 2013). For example, during the 

decade long armed conflict in Nepal, Maoists considered educational institutions as 

representatives of the Nepalese government and intensified the targeting of schools to meet 

their political objectives and endeavoured to offer a more progressive vision of national 

identity and nationalism (Cadell, 2006; Kabir, 2013). The NCF 2007 acknowledged that 

political activities affect the quality of education significantly in Nepal (CDC, 2007).  

All interviewed teachers maintained that their enactment of the social studies 

curriculum and textbooks – and particularly the content related to democracy and politics – 

was largely dependent upon the contemporary political situation, students’ interest and their 

perception about democracy and political processes. One teacher stated: “We teach social 

studies to impart knowledge of politics and government to students. To develop students as 

active citizens, they need to understand the political context and the present national 

situation” (Male Grade 6). The NCF 2007 in this context hopes to create an environment of 

political understanding, cooperation and coordination among students through implementing 

the social studies curriculum and textbooks (CDC, 2007). Another teacher added that 

“Students should learn recent political change and the new constitutional structures. They 

also need to understand concepts like federalism and new administrative boundaries” (Female 

Grade 6). Most teachers recognised that their teaching of social studies explicitly included an 
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element of political education, although again, the emphasis upon knowledge of politics and 

structures over issues was notable. 

The excerpts suggest that the interviewed teachers have clarity on the potential of 

their role in teaching politics and democracy and the importance of young people 

understanding politics and government to support the democratic process. This is sometimes 

referred to as “political literacy” (Dudley & Gitelson, 2002). Galston (2004) argued that “the 

more knowledge we have of the working of government, the more likely we are to support 

the core values of democratic self-government” (p. 264). However, as in most cases of 

educating students on politics and government, instead of transfer of both knowledge and 

skills, the teacher interviewees confirmed that the teaching process in Nepal mostly 

emphasises the acquisition of knowledge. Nepal is not untypical in this regard in the context 

of safe and non-dialogical approaches to political education in many South and East Asian 

contexts (Baildon and Sim, 2009). 

Students’ interest in learning democratic processes and their perceptions about how 

they conceive of politics are significant since their interests and perceptions shape their 

political engagement and participation (Mathe, 2018). All interviewed teachers maintained 

that social studies education struggles to engage students’ interest in learning about the 

concepts of democracy and politics. They argued that the teaching of social studies is largely 

dependent upon students’ interest and engagement with social, political and contemporary 

national issues. They further added that students have negative perceptions of politicians and 

take social studies education very lightly. Referring to some politicians and political chaos, a 

teacher explained: “Students do not want to be engaged in politics or want to be politicians 

and they tend to think about corruption and corrupted leaders when they hear the word 

politics” (Male Grade 6). 
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This view raises a serious challenge in terms of engaging students in learning civics 

and citizenship education. Again, Nepal is not alone in facing this challenge. Referring to the 

difficulties faced by democracies regarding perceptions of young people toward democratic 

processes, Dalton (2004) stated that “this challenge comes from democracy’s own citizens, 

who have grown distrustful of politicians, sceptical about democratic institutions, and 

disillusioned about how the democratic process functions” (p. 1). Furthermore, the pessimism 

of students towards political processes, government and politicians and their passive learning 

provides obstacles to their engagement with the information they receive from textbooks and 

teachers and can adversely affect their overall learning and the process of becoming an active 

citizen (Nagashibaevna, 2019). There is an urgent need to promote youth participation in 

democratic processes. Another teacher said: “Students do not care about politics because they 

think that politics is a dirty game, and politicians work for their own benefit and are corrupt” 

(Female Grade 6). It would seem to make sense for Nepalese teachers to identify a varied 

group of local politicians who are motivated by more positive impulses and seeking to bring 

about change in communities so that they might serve as more positive role models about 

what can be achieved through the exercise of political debate and democratic processes. 

Promoting a democratic classroom climate for students, participation in a school 

council, role-playing elections and involvement in political youth organisations can have 

positive effects on students’ understandings of the advantages of democratic values and 

practices and the purpose of politics (Niemi & Junn, 1998; Perliger et al., 2006; Schulz, 2005; 

Torney-Purta et al., 2001). Since schools have a mandate for – and play a crucial role in – the 

political socialisation of young people and determining the character of democratic learning, 

it should offer platforms for civic engagement and political discussion (Beutel, 2012; Pasek 

et al., 2008; Youniss et al., 2002). Thus, teachers and school leaders should work together 



271 
 

 

with students to address these issues. In truth, this sense of practising democracy in 

experiential ways was not articulated by the Nepalese teachers interviewed. 

When teachers were asked about the possible reasons for students’ negative 

perception about politics and politicians, they referred to the current political chaos as well as 

the absence of local elections which were not held for more than two decades. One of the 

teachers asserted:  

The local election is supposed to be held every five years in all regions of the country 

but did not take place for more than 20 years period. The deadlock of the political 

process also contributes to students’ pessimism toward politics. (Male Grade 6)  

This view suggests that political processes and civic engagement are vital for the 

political socialisation of young people and shows how the contemporary political situation is 

linked with the teaching and learning of social studies. Because of the decade long civil war 

and political instability, local elections could not be held in Nepal for about two decades. 

This affected proper implementation and monitoring of educational policies. In addition, the 

absence of elected people’s representatives halted the delegation of political, administrative 

and financial functions to the local bodies which adversely impacted local development 

processes (Institute of Local Governance Studies, 2009). A majority of teachers believe that 

the inability of the government to hold local elections contributed to political instability in the 

country, which led to declining student interest in politics and social issues. Nevertheless, 

local elections were conducted just a few months before these interviews with teachers were 

held in February 2018. 
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Five interviewed teachers maintained that because of the limited interest of students, 

they were having difficulties in the effective teaching of curriculum and textbook content 

related to politics and democracy. One of the teachers noted: 

We face difficulties in delivering contents related to politics, democracy and 

government due to their lack of interest in these subjects. For them, democracy is 

about politics, government and local elections and has to do with electing a mayor and 

ward president. (Male Grade 7) 

These excerpts outline the issues of effective delivery but also provide hope regarding 

student understandings about democracy and politics. It is not only in Nepal where young 

people are disconnecting themselves from politics. There are growing concerns about young 

people’s disconnection with democratic politics and institutions, which is evident in their lack 

of interest and non-participation in political life (Pontes et. al 2019). Thus, teaching and 

learning of citizenship education in schools should be able to promote students’ participation 

in civics and the broader political sphere.  

Although the lack of interest of students necessitates teachers applying some 

strategies to promote their political socialisation, the recent local elections in Nepal and 

formation of local government have had a more positive impact on students in their learning 

about democracy. Perhaps, teachers need to capitalise on students’ limited understanding and 

offer platforms for civic engagement and political discussion. Since teachers’ action and 

thoughts significantly affect the educational change (Fullan 2007; Schmidt & Datnow, 2005), 

they should to be able to understand and organise citizenship education in the classroom 

effectively. A few interviewed teachers raised concern about the necessity of adequate 

training to deliver citizenship education. One commented:  
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I have received a general teacher training but have not received training related to the 

teaching of social studies. We have been asking for the training, but the CDC is not 

able to organize training for us. CDC might be struggling to find a suitable trainer 

who can deliver the training for an integrated subject like social studies. (Male Grade 

5)  

This opinion was echoed by another teacher who said: 

Since social studies is an integrated discipline including several subjects, it 

necessitates teachers receiving specific training, but I have received only general 

teacher training. This is to note that English or Maths is just a single subject contrary 

to social studies. (Male Grade 6)  

None of the Nepalese teacher participants reported taking courses related to civics and 

citizenship education during their pre-service education or having received in-service 

professional development during their time in teaching. In Nepal, as in most developing 

countries, social studies education comprises of multiple disciplines including but not limited 

to civics, economics, geography, international affairs and history. Another teacher agreed that 

better training in relation to the social studies curriculum and pedagogy would help teachers:  

Social studies includes disciplines ranging from community to international relations. 

Thus, social studies teachers must act as a lawyer, economist, historian and even as a 

geographer to deliver the respective contents. We have not received subject-specific 

training and orientation on the implementation of curriculum and textbooks. (Male 

Grade 7) 

These excerpts reinforce the idea of social studies being an integrated discipline and 

the need for teachers to receive subject-specific training to teach the curriculum and textbook 
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content effectively. A majority of teachers agreed that they need to enhance their 

understanding and knowledge of contemporary issues and politics for effective delivery. A 

teacher maintained: “We need to broaden our understanding of contemporary national and 

global issues and enhance knowledge of politics and democracy. In addition, we should refer 

to available external resources for this purpose” (Female Grade 7). 

The need for acting on teachers’ suggestions, reforming teacher training and 

enhancing teachers knowledge of subject area have been long discussed to increase 

effectiveness of teaching and learning process and to promote quality education in Nepal 

(Ham, 2020; Lohani et al., 2010). Furthermore, the persistent high dropout and repetition 

rates of students and unsatisfactory achievement and promotion rates raises questions about 

the impact of teacher training (Lohani et al., 2010). 

Half of the interviewed teachers discussed the need for more student-friendly teaching 

methodologies. One noted:  

We should refer to the curriculum not just textbooks and need to focus on teaching 

methodologies to engage students. There is a need for adopting student-centred 

teaching and learning methodologies for the effective delivery of the social studies 

curriculum and textbooks (Female Grade 6).  

This view illustrates that the teachers themselves felt a need to augment their skills 

and knowledge for effective teaching of social studies. A study conducted to assess the 

implementation of citizenship policies in 2003 in England found that teachers struggled to 

educate students for democratic citizenship and this posed “serious questions about the ability 

and effectiveness of teachers to promote the more active, participatory approaches associated 

with the reforms of citizenship or civic education in many countries” (Kerr, 2003, p. 38). 
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Furthermore, a study by the International Association for the Evaluation of Educational 

Achievement (IEA) indicated that teachers were not prepared for effective delivery of 

citizenship education in most nations (Torney-Purta et al., 1999). Thus, Nepal is not alone in 

the world in identifying that co-ordinated approaches to teachers’ pre-service and in-service 

education are usually necessary to clarify the purposes and forms of civics and citizenship 

education and to promote more student-centred and active approaches. 

During the interviews, a majority of teachers raised the issue of updating the 

curriculum – to balance the status of civic components in the curriculum and to reflect the 

country’s recent adoption of a new structure of governance. A teacher argued that civics has 

been dominated by other subjects in the social studies curriculum and textbooks and thus 

raised the need for increasing the weighting devoted to civics:  

The social studies curriculum and textbooks are highly focused on the teaching of 

disciplines like history, economics, international relations and geography. There is a 

need for curricular change to more strongly emphasise the civics component which 

now is receiving less weight. (Female Grade 6) 

The need for curricular change was also raised by another teacher who believed that 

the evolution of Nepalese political structures should be properly reflected in the curriculum to 

educate students on such changes. He asserted: 

We are still implementing the old social studies curriculum in relation to state 

restructuring. Although the country has adopted a federal structure of governance, we 

are still teaching students about the outdated form of governance. We must rely on 

some basis for the content delivery, but we do not have an updated curriculum. (Male 

Grade 6)  
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Furthermore, a teacher raised concerns about adding new disciplines into social 

studies when the social studies textbooks are already overloaded. He argued:  

Whenever new subjects or contemporary issues draw policymakers’ attention, they first 

think of including that discipline into social studies which is already overloaded with 

contents. Recently environment, population and science and human rights education 

have been added to the social studies education without considering the qualifications 

of teachers to deliver them. (Male Grade 6) 

The above excerpts suggest that these teachers are struggling with the lack of updated 

resources to deliver the social studies curriculum and textbooks and show the need for 

updating the curriculum and textbooks. This also helps to understand the focus of 

policymakers, highlighting a communication gap between CDC officials and teachers that 

has affected the quality of social studies education in Nepal. It is not only in Nepal that the 

curriculum can sometimes feel like a dumping ground for contemporary issues, without a 

concomitant commitment to training and the creation of appropriate learning resources. 

8.2.2 Cultural Diversity 

The interview findings related to the practices of teachers and the cultural diversity 

theme of study revealed two analytical themes, as evident in the data. First, the uniform 

curriculum and the sole use of the Nepali language were perceived as having an adverse 

effect on the ethnic and linguistic diverse population in their learning. Second, the socio-

economic and cultural backgrounds of the students were seen to be largely responsible for 

their performance in social studies. 
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8.2.2.1 Uniform Curriculum and Extensive Use of Nepali Language. In Nepal, the 

curriculum, textbooks and other educational resources are predominantly written in the 

Nepali language. The central authorities decide the medium of instruction and this has 

implications in addressing or incorporating local issues of interest in the curriculum and 

textbooks. The medium of instruction in high schools is Nepali. Accordingly, there are issues 

of unequal access to school education and key resources for students belonging to minority 

ethnic groups and who speak other languages, Dalits and socially marginalised groups as well 

as lower attaining students (CDC, 2011; Mathema, 2007; Parajuli & Das, 2013). The same 

school curriculum and textbooks are deployed across the country irrespective of location and 

the varied contexts of geographical and cultural diversity.  

All interviewed teachers regarded the uniform curriculum and undifferentiated 

textbooks as a barrier to students’ learning and to recognising the diversity of Nepal. They 

further perceived that the curriculum and textbooks did not meet the specific needs of people 

living in remote areas and belonging to ethnic and marginalised communities. One of the 

teachers stated: “The conceptualisation of the uniform model of curriculum and textbooks 

does not succeed in bringing ethnic minorities and disadvantaged people into the mainstream 

of national development and favoured elites” (Male Grade 7). The NCF 2007 also 

acknowledged the educational challenges faced by minority ethnic communities. It has 

accepted that “the literacy rates of women, marginalised and oppressed groups, a person with 

a disability, and the geographically disadvantaged is not satisfactory” (CDC, 2007, p. 17). A 

teacher noted:  

Nepalese society is very complex and has several diverse groups, cultures and 

religions. There is a need to bring people from varied ethnic and cultural communities 
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into the national mainstream of development. This requires the curriculum and 

textbooks addressing their specific learning needs. (Male Grade 6) 

Additionally, seven teachers argued that the use of the Nepali language as the medium 

of instruction in schools has promoted a high number of dropouts from primary education, 

particularly amongst those in ethnic and marginalised groups. They argued that the use of a 

uniform curriculum and textbooks in the country was one of the main challenges in ensuring 

the quality of education in the country. One commented:  

At present, the curriculum has been designed centrally without giving much 

importance to the local context. Now that the country has moved toward the federal 

structure, [curriculum] design at the municipality or village level, which would 

recognise local issues can be an effective step toward meeting the goals of the social 

studies education. (Male Grade 7)  

These excerpts emphasise an awareness amongst Nepalese educators of the diversity 

in the country and the need for designing and developing curricula at the local level to 

properly reflect historical, geographical and contemporary contexts and address specific 

learning needs of people from all groups. In Nepal, schools privileged Nepali as an official 

language to promote national citizenship but educating students from ethnic and cultural 

groups in their mother tongues would promote their equal access to education and 

acknowledge their identity (Shields 2011; Yadava, 2007). Another teacher underlined the 

importance of using a student’s mother language to enhance the learning of students from 

ethnic groups. He suggested: “To ensure that those students receive proper education and 

complete their secondary education, we should be able to teach them in their mother language 

at least in their primary education” (Male Grade 5). Another teacher added:  
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The school dropout rate and lower learning achievement among children belonging to 

the ethnic groups and indigenous communities were a consequence of current 

teaching and learning methods that do not recognise local languages. Thus, there is a 

need to address the specific learning needs of students from these backgrounds. (Male 

Grade 6)  

Most of the teachers were concerned about the dropouts and lower learning 

achievements among students from marginalised communities including Dalits. The 

extensive use of the Nepali language as a common medium of instruction in Nepalese schools 

has largely undermined the first language preferences of students belonging to different 

Nepalese geographic and ethnic communities. In contrast with historical education policies 

that promoted the use of the Nepali language to strengthen national unity (for example, the 

Nepal National Education Planning Commission Report 1955), post-1990 policies such as the 

NCF 2007 and the SSDP 2016 have placed higher importance on existing socio-cultural 

diversity, promotion of democracy and the use of mother tongues as a medium of instruction 

in the primary levels of instruction. 

There are challenges associated with teaching students in their mother language. So 

far, textbooks for the basic education level are published in only 24 languages and there is a 

shortage of trained teachers who can deliver lessons in the various Nepalese mother tongues 

(Ministry of Education, 2017; Phyak & Ojha, 2019). The lack of local language scripts also 

challenges the implementation of mother tongue education in Nepal (UNESCO, 2011). These 

issues result in a paucity of instructional materials and human resources to implement mother 

tongue-based education in the country and adversely affect access of ethnic groups to 

education, democratic learning and the overall quality of learning.  
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Apart from addressing the learning needs of students from disadvantaged 

backgrounds, all interviewed teachers argued that the curriculum and textbooks are largely 

inclusive and acknowledge the socio-cultural, geographic and religious diversity in Nepal. In 

a country like Nepal, with considerable cultural, religious, ethnic and geographic diversity, it 

is important that curricula and textbooks are designed to meet the requirements of students 

from diverse backgrounds. One of the teachers noted:  

The textbooks are very inclusive, and all religions and castes have been given equal 

space. They represent geographic, religious and cultural diversity in a balanced way. 

Major religions and festivals that are being celebrated in the country are properly 

represented in the textbooks through texts and images. (Male Grade 5)  

This teacher perspective is slightly at odds with the findings of Chapter 7 in regard to 

the representation of cultural diversity in textbooks (see for example Chapter 7, pp. 235-236) 

but teachers’ views of the textbook representations will depend upon their own context and 

angle of vision. 

All education policies formulated and enacted post-1990s in Nepal have explicitly 

acknowledged social, cultural and religious diversity in Nepal. For example, one of the aims 

of the NCF 2007 is to promote inclusive education by addressing the “educational needs and 

include the experiences, interests and values of children of all strata including the backward 

ethnic groups, women and those below the poverty line and children speaking minority 

languages” (CDC, 2007, p. 34). Another teacher also viewed the curriculum and textbooks as 

fairly representing the country’s socio-cultural and religious diversity. He stated:  

There are several ethnic groups and religions in the country, and it is very difficult to 

include contents social, cultural and religious related to all groups into the curriculum 
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and textbooks. But the curriculum and textbooks have made efforts to be inclusive. 

(Male Grade 7) 

These excerpts reiterate the acknowledgement of socio-cultural and religious diversity 

in the country and the efforts made by policymakers to promote diversity through curriculum 

and textbooks. The analysis of textbooks in Chapter 7 also support this perspective. The 

analysis indicated that the textbooks are very inclusive and represented diverse ethnic, 

religion and religious groups as different flowers grown in a garden. Enormous efforts have 

been placed to emphasise on the diversity in terms of ethnicity and religion as Nepal’s unique 

identity to achieve social cohesion, peace and unity in the country. 

Teachers were also asked to share their perceptions about the role of textbook images 

in students’ learning. Teachers maintained that textbooks images are generally inclusive, but 

their quality needs to be improved. One teacher noted, for example:  

Images are useful to engage students with the textbook contents and to help them 

understand the concepts of civics and diversity. Images in most of the lessons are 

relevant to aid the effective delivery of lessons but since the textbooks are printed on 

low quality Black and white paper, students do not find them that helpful. (Male 

Grade 7) 

Another teacher noted the importance of images in teaching and learning: 

Since textbook images are important in the teaching and learning of civic behaviour 

and values, I sketch images myself and sometimes refer to newspaper and magazines 

as images in textbooks are not clear. I even refer to private school books for textbooks 

which are printed on higher quality paper. (Male Grade 6)  



282 
 

 

The inclusion of images in textbooks supports student understandings and learning 

more than words alone and images are considered an integral and authoritative part of the 

educational process (Apple & Christian-Smith, 1991; Diamond, 2008). Thus, well-designed 

textbooks, in terms of image and text combinations, are vital in presenting content knowledge 

and instilling socio-cultural values among students. In relation to this, another teacher added:  

Quality textbook images are an important means to prompt students’ interest in their 

learning. We have textbooks with black and white images which are often difficult to 

understand due to the quality of printing. The textbooks and images should be printed 

on higher quality paper and incorporate colour for effective teaching and learning. 

(Female Grade 7)  

The above excerpts show that teachers acknowledge the role of images in supporting 

teaching and learning. However, the quality of images has been raised as one of the issues in 

the effective translation of curriculum aims.  

Although all interviewed teachers agreed that their knowledge about the curriculum, 

the objectives of national education and textbooks are crucial in students’ learning, a public 

school teacher stated that she mostly referred to the textbooks (over the curriculum) since the 

textbooks reflect the curriculum. Textbook content was regarded as covering the most 

relevant issues. She noted: 

The textbook is a part of the curriculum, so we take the curriculum as a base but focus 

mostly on the textbook to deliver our lessons. If we feel like something is lacking in 

the textbook, we refer to external resources. Our focus is to look for an objective and 

achieve it. (Female Grade 7)  
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This opinion reflects how some teachers adapt the curriculum in the process of 

teaching and learning and predominantly use textbooks to guide the focus of their lessons. 

Another teacher made a specific comment corroborating this: “We have limited knowledge of 

the curriculum but understand the textbooks’ objectives properly” (Male Grade 7). Since the 

curriculum reflects the nation’s aspirations with respect to its educational aims and objectives 

and provides the basis for the implementation of these aims (Schmidt & McKnight, 1995), it 

is crucial for teachers to fully understand the curriculum goals underpinning the teaching and 

learning processes. It is more important to understand and use the curriculum in a diverse 

country like Nepal where uniform textbooks, that cannot possibly represent the culture, 

religion or festivals of over 125 ethnic groups (CBS, 2014), are used throughout the country.  

8.2.2.2 Educational Attainment of Students from Challenging Socio-economic 

and Cultural Backgrounds. Social, cultural and economic factors can influence students’ 

educational attainment to a significant extent (Banks, 2017; Wagle, 2015). In a multicultural 

country like Nepal, poverty and social exclusion play a negative role in preventing students 

from achieving desired learning outcomes and increase rates of student attrition (Chitrakar, 

2007). Students from ethnic and socially excluded groups with low socioeconomic status are 

mainly enrolled in public school education, which is generally free and flexible in terms of 

the enrolment and attendance of students.  

The interviewed teachers who work in public schools argued that the socio-economic 

background of students is the major factor contributing to their poor performance in social 

studies education and the overall performance of public schools. One teacher from a public 

school compared the results between public and private schools in this regard, noting: 

The difference in results between public and private schools rests on the quality of 

students they receive. We are catering for students from marginalised social groups 
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and poor financial status whereas students from well-off families go to private 

schools. Students in private schools are study-focused and receive support and 

guidance from parents whereas our students have to support their families in 

household and farming activities and sometimes are required to work full-time to 

support their families. (Male Grade 5)  

This perspective is an important one and indicates some significant differences 

between the lives and educational experiences of students respectively provided for by public 

and private schools. Teachers believe that students from socially and economically sound 

backgrounds receive better support from their families compared to those from poor families. 

Another teacher argued:  

We have to address the issue of working parents and children from the difficult 

economic condition and thus have to make the enrolment process flexible. The 

enrolment process is open in some public schools until a few days before the 

examination which has adverse consequences in the students’ performance and 

overall school result. (Female Grade 7) 

These excerpts stress the difficult socio-economic circumstances of parents as being a 

significant barrier for the satisfactory academic attainment of students and schools. They 

further indicate that public schools as government institutions must accept students at any 

stage of the school year which has adverse consequences in delivering the social studies 

curriculum. The teachers indicated that due to the engagement of parents and students in 

work, students are not able to focus on their studies and thus the cultural and socio-economic 

status and circumstances of students should be taken into consideration in designing the 

curriculum and textbooks.  
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During the interviews, teachers also raised concerns about the challenges of teaching 

students from difficult socio-economic backgrounds who have faced social problems and 

discrimination in society. One teacher stated:  

The use of alcohol and drugs and social problems such as early marriage, human 

trafficking and caste-based discrimination have been affecting Nepalese society 

adversely. Most of our students belong to socially and economically marginalised 

communities and many of them have experienced these issues in their families. 

(Female Grade 7)  

Similarly, another teacher noted:  

School education alone is not sufficient to meet the goals of social studies education. 

Family and the home environment of students are equally important for effective 

learning. Most of our students come from a working-class (economically 

marginalised) family who cannot give their time to support students. As a result, those 

children lack creative thinking, respect for others and practical knowledge about 

family, society and nation. (Male Grade 5)  

The views expressed above bring together the challenge of educating students from 

socially and economically marginalised communities. Henderson and Mapp (2002) also 

argued that family engagement in students’ learning has a positive impact in students’ 

outcomes such as results and social skills and behaviour and that the relationship between 

family engagement and students’ success are found among all ethnic and socioeconomic 

groups. Although teachers raised the background of students and the skills that they bring to 

the school as factors that affect teaching and learning of social studies, they did not elaborate 

about the specific strategies or interventions that they adopt to educate student from such 
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backgrounds. Nepal has been witnessing gender and caste-based discrimination for several 

generations and a large section of ethnic people are marginalised socially, economically, 

politically and educationally (Bennett et al., 2008). Additionally, the caste system is still 

being practised in Nepal, despite the legal countermeasures that are in place, which creates 

psychological and physical barriers for Dalits, Nepal’s so-called lower caste, and other 

indigenous people’s access to education (CERID, 2005; DFID, 2006). Thus, students’ socio-

economic and cultural background affects their access to education as well as educational 

attainment at school. For example, many families from marginalised communities do not 

possess official documents such as citizenship and birth certificates but in some instances, the 

school administration might ask them to submit those documents to complete the enrolment 

process (Neupane, 2017).  

Nevertheless, the interviewed teachers’ perspectives suggest “political apathy” among 

young people or “youth deficit” as described by Osler and Starkey (2006) and the need for 

teachers to engage students with some strategies to promote their critical thinking skills and 

understanding of the importance of democracy and political processes. The prevalence of 

shared pessimism between teachers and students is not supportive of the teaching and 

learning of citizenship education. Thus, the challenge for citizenship education in this context 

is how to teach social studies to cultivate a renewed sense of citizenship for students (Banks, 

2017) – a citizenship education that is grounded in a greater degree of optimism about the 

purpose of politics to effect change. 

8.2.3 Global Education 

The interview data related to the global education theme of the social studies 

curriculum policy and textbooks highlighted that students’ limited understanding of current 
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affairs (international and domestic) has an adverse effect on teachers’ capacity to teach 

complex content such as globalisation, international relations and history. 

8.2.3.1 Students’ Limited Knowledge and Interest in Learning about Global 

Issues. A main global education aim of the social studies curriculum and textbooks is “to 

produce citizens responsive to human rights, diverse culture, environment, and respect to 

mankind by changing the world into a global village” (CDC, 2007, p. 26). For UNESCO 

(2014), the overarching objective of global citizenship education is “to empower learners to 

engage and assume active roles, both locally and globally, to face and resolve global 

challenges and ultimately to become proactive contributors to a more just, peaceful, tolerant, 

inclusive, secure and sustainable world” (p. 15). All interviewed teachers believed that the 

social studies curriculum and textbooks are designed to develop global citizens. Further, they 

believed that teaching of subjects such as regional organisations, the United Nations, 

international cooperation and their linkage with the Nepalese context supported the 

development of global citizens. A teacher asserted:  

We have been teaching relevant lessons such as the essence and importance of 

SAARC and United Nations, international cooperation and Nepal and its presence in 

the world with an objective of developing good citizens and then global citizens. 

(Male Grade 7) 

Another teacher reasoned that an understanding of national and global contexts is 

important to develop global citizenship among students:  

Students understand global contexts through the learning of international relations and 

cooperation, regional and international organisations and development issues of 

countries like Nepal. They learn how some countries are developed now and how 
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citizens can support the process. These are supportive to develop their global 

citizenship. (Female Grade 7)  

Despite the teachers’ positivity, nurturing students to be global citizens is a complex 

process and requires teaching and learning of concepts beyond those mentioned by the 

Nepalese teachers. For instance, global citizenship education encompasses teaching and 

learning of issues such as the environment and sustainability, social justice, the human rights 

of minority groups, intercultural issues and globalisation (Bradbery & Reynolds, 2010).  

In relation to the teaching content of global issues, teachers are facing some 

challenges in the effective delivery of the social studies curriculum. One teacher 

acknowledged the challenges in linking national and global contexts in her teaching of social 

studies:  

We face challenges to bridge the gap between Nepal and global contexts while 

teaching concepts such as international relations, global organisations and other 

international issues. Without establishing a proper linkage between local and global 

contexts, the teaching of social studies will not be effective. (Female Grade 7)  

Another teacher reinforced this observation:  

We have students from difficult socio-economic and cultural backgrounds. Their 

understanding of the affairs outside their comfort zone is limited. Since they are 

comfortable in learning about local elections, government, India and China-related 

units, delivering these contents are relatively easier compared to other global content. 

We generally face a tough time in delivering units on international cooperation, 

climate change and the role of UN agencies. (Male Grade 6) 
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The complex relationship between local and global aspects of learning, which is 

referred to as a “global-local nexus” (Edwards and Usher, 2008, p. 22), is crucial for effective 

delivery of content on global issues as commented by teachers. Additionally, half of the 

interviewed teachers again raised the issue of limited training and teaching resources in 

relation to the effective delivery of content on global affairs. A teacher commented: “I have 

not received specific training to deliver complex contents such as international relations, 

climate change and the role of international agencies. Furthermore, we have to rely on limited 

teaching resources to teach these complex topics” (Male Grade 7). 

These excerpts underline the challenges Nepalese teachers face in teaching 

curriculum content on international relations and global education. Mostly the textbooks for 

Grades 5 to 7 have a national orientation, with global themes pushed into the secondary 

curriculum for study by older students. 

8.3 Concluding Observations 

The teachers’ perspectives confirm that the curriculum and textbooks convey a 

relatively conservative, “minimal” (McLaughlin, 1992) and “thin” (Zyngier, 2013) 

philosophy of citizenship education. The relative absence of comment about approaching 

citizenship education issues in more open, critical or participatory ways reflects Nepalese 

teachers’ relative lack of training in social studies and their understanding of social studies as 

being predominantly knowledge-informed and transmissive of compliance and responsibility-

led approaches to citizenship education. Nepal is not untypical in this regard in the context of 

safe and non-dialogical approaches to political education in many South and East Asian 

contexts (Baildon & Sim, 2009). The findings in this chapter relating to Nepalese teachers’ 

perspectives around teaching about cultural diversity, closely relate to the recent findings of 

Dutch researchers. Sincer et al. (2019) concluded that: 
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Teachers could be more inclined to, perhaps unconsciously, depoliticize their diversity 

teaching endeavours, in order to maintain harmony in their classroom. Integrating 

politics in the discussion of diversity-related issues may excite conflict and controversy 

in the classroom … With the depoliticization of diversity-related issues, it is not 

possible to take a transformative CE approach, as raising deeply rooted and 

institutionalized issues concerning diversity is utterly political and a prerequisite for 

counteracting societal issues. (p. 191) 

This is the next pedagogical challenge for Nepalese teachers to embrace. In a 

multicultural country like Nepal, as Witsel (2003) argued, the cultural differences of teachers 

and students significantly influence the learning process and teachers face substantial 

challenges in the effective delivery of textbooks and curriculum. They need to be aware of 

the cultural and social background of the students along with their life at home and the home 

environment for learning (Perso, 2012). Teachers face challenges in two-fold ways – teaching 

competencies necessary to empower students to prosper in mainstream societies and ensuring 

that students interact with the cultural diversity of the communities they serve. Thus, teachers 

should be provided with opportunities to learn how they can utilise approaches in the 

multicultural classroom to enhance the learning process.  

In terms of implementing textbooks and curriculum, similar to the context of 

Singapore, teachers identified key tensions such as centralised educational system and 

uniform curriculum that both shape and constrain the teaching process (Baildon & Sim, 

2009) in Nepal. Furthermore, classroom practice is challenged by high stakes assessment that 

is characterised by lack of sufficient and effective assessment mechanism are responsible to 

shape educational practice and address the educational needs of multicultural communities 

(Aryal, 2013; Baildon & Sim, 2009; Poyck et al., 2015; UNESCO, 2008). The study 
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reinforces the claim made by Clune (1993) that a centralised curriculum constrains prospects 

of attaining social and political harmony in multicultural communities like Nepal.  

In regards to the educational model, similar to the Singaporean context, there is a 

growing realisation in Nepal that highly centralised, high-stakes exam and assessment 

mechanisms are not no longer supporting the preparation of students for the challenges of the 

twenty-first century and these factors constrain “the range of criticality and innovation 

possible in social studies practice” (Baildon & Sim, 2009, p. 418). Teachers’ roles in teaching 

the themes and contents of Nepali ethnic representation found in the textbooks cannot be 

underestimated. They can either create a spirit of accepting others’ different ethnic identities 

and of recognising and celebrating diversity at school among students or not (Halai et al., 

2017). It was reported in England that “understanding of multiple identities and allegiances, 

different and shared histories is important if teachers are to show credibility in their teaching 

in these areas” (Ofsted, 2010, p. 55). A social studies/history curriculum provides an 

education to help young people understand how their world came to be, not just how their 

nation came to be (important though that is). The point is equally applicable in the context of 

Nepal. Furthermore, teachers’ understanding of citizenship can be classified as character-

driven and social-participatory. This viewpoint confirms Lee’s (2012) conception of Asian 

citizenship where teachers’ perception of citizenship focused on morality over politics, 

emphasising social harmony rather than a state-individual relationship.  

8.4 Reflection on Power 

  Interviewed teachers possess clarity on the potential of their role in teaching politics 

and democracy and the importance of young people understanding politics and government 

to support the democratic process. This knowledge of teachers can be instrumental in 

effective implementation of the social studies curriculum and use of textbooks since “the 
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more knowledge we have of the working of government, the more likely we are to support 

the core values of democratic self-government” (Galston, 2004, p. 264). However, teachers 

mostly perceived themselves as implementers of curriculum and transmitters of textbook 

perspectives. The self-perception of Nepalese teachers as being civil servants in a centralised 

education system undermines their teacher agency and capacity in making decisions (Baildon 

& Sim, 2009). 

The de-coding of policy and textbook texts by teachers ensures slightly different 

interpretations. Teachers have their own personal and place-based contexts – their own 

histories and values. There is thus at least potential scope for teachers to exert some element 

of agency over the implementation of policy within the context of practice. In determining 

educators’ responses to policy there is “creative social action, not robotic reactivity” (Ball 

1994, p. 19). However, whilst acknowledging some scope for individual agency, there is also 

the need to recognise the wider factors that circumscribe the capacity of Nepalese teachers to 

bring their own agency to civics and citizenship narratives. Teachers are state employees who 

want to keep their jobs. Most, understandably, want their pedagogical practices to be safe and 

meet with the approval of local communities and school principals. Open, questioning, 

critical classrooms have not traditionally been a part of Nepalese educational culture. Teacher 

practice thus reflects the structural balance of power in Nepalese society. Bachrach and 

Baratz (1962) recognised the powerlessness of those at the bottom-end of decision-making 

processes nearly seventy years ago: 

Of course power is exercised when A participates in the making of decisions that 

affect B. But power is also exercised when A devotes his energies to creating or 

reinforcing social and political values and institutional practices that limit the scope of 

the political process to public consideration of only those issues which are 
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comparatively innocuous to A. To the extent that A succeeds in doing this, B is 

prevented, for all practical purposes, from bringing to the fore any issues that might in 

their resolution be seriously detrimental to A’s preferences. (Bachrach and Baratz, 

1962 in Haugaard, 2002, pp. 30–31) 

This insight closely aligns with the position of Nepalese social studies teachers when 

it comes to the issues that they can explore with their students. There is a concept passed 

down from the contexts of influence and the context of text production that the content 

addressed and the pedagogical modes of interaction with them remain relatively ‘innocuous’. 

Lukes (1974) added the observation that A has power over B if A is able to influence B’s 

thinking in such a way that B wants what A wants. The Nepalese state, civil society and 

educational intermediaries within the context of text production have been able to construct 

the parameters within which policy implementation takes place. The effect of this means that 

largely compliant educators continue to practise mainly docile and bland social studies 

teaching when it comes to the context of practice. 

8.5 Chapter Summary 

This chapter presented the perceptions of 16 interviewed teachers with respect to the 

Nepalese social studies curriculum policy and textbooks. All interviewed teachers specified 

that the teaching and learning of social studies explicitly aimed at developing “Good 

Citizens” in the country, who possess good knowledge of the complex Nepalese society, 

social and family values, aware of their rights and responsibilities and a sense of how they 

might contribute to the overall development of the country. Most of the teachers felt that the 

textbooks and curriculum are largely inclusive to represent social, cultural and religious 

diversity of the country. However, they agreed that the current practice of adopting a uniform 

curriculum is not supportive for students from non-Nepali language backgrounds and there is 
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a need to address their learning needs. Several factors were indicated by the teachers as 

possible problems in the effective implementation of the social studies curriculum and use of 

textbooks at the school level. These included students’ lack of interest in politics and 

democracy, challenging socio-economic backgrounds of students, the need for enhancing 

their skills and knowledge and insufficient provisions in place to promote students’ 

engagement in community-based learning. Nevertheless, a few teachers were trying to 

promote students’ engagement with the community through project work and community 

work. 
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Chapter 9 Conclusion 

This chapter reflects upon the purpose, research methods and key findings of the 

study, noting conclusions, implications and recommendations. The chapter is organised into 

three sections. The first section presents the summary of the study, which recapitulates the 

purpose of the study, research questions and methodology, limitations and scope of the study, 

and key findings. The second section concludes the study based on the findings related to 

each research question. The final section offers several implications of the study for further 

research, policy and practice, including drawing together thoughts about power imbalances 

across the three contexts of influence. 

9.1 Overview of the Study 

The primary purpose of this study was to analyse the role of civics and citizenship 

education in shaping the democratic attributes of young students at the basic education level 

of Nepal with a focus on themes of national identity and democracy, cultural diversity and 

global education. The research investigated how (and how effectively) civics and citizenship 

education in the Nepalese formal education system promotes education for democratic 

citizenship. The research also explored the meaning of the notion of “Good Citizens” in 

Nepal and unpacked various contexts of policy and practice influences relating to civics and 

citizenship education. 

The study’s conceptual framework was based on the policy cycle approach as 

conceptualised by Bowe et al. (1992), with some modifications by Ledger et al. (2015). The 

modified approach recognised the increasing effect and influence of globalisation and the 5Ps 

(people, place, philosophy, processes and power) on curriculum across the three levels of 
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policy cycle and contexts to suit the Nepalese civics and citizenship education learning 

context. The framework is re-included below: 

Figure 9.1  

Conceptual Framework Utilised in this Study 

 

Note. Adapted from “International and Remote Schooling: Global to Local Curriculum 

Policy Dynamics in Indonesia” by S. Ledger, L. Vidovich and T. O’Donoghue, 2015, Journal 

of Happiness Studies, 24(4), p. 701. Copyright 2015 by The Asia-Pacific Education 

Researcher. 

The deployment of the policy cycle approach allowed for an exploration of 

curriculum policy within and between the individual macro, meso and micro contexts. This 
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study was guided by the main research question: How does civics and citizenship education 

in the Nepalese formal education system promote education for democratic citizenship? 

Three auxiliary research questions were derived using Bowe et al.’s (1992) policy cycle 

approach to clarify the research focus, which analysed three curriculum policy contexts: the 

context of influence, the context of text production and the context of practice. The auxiliary 

research questions were: 

1. What have been the main policy drivers and national political, cultural and social factors at 

the macro context of influence contributing to curriculum reform in the context of civics and 

citizenship education in Nepal? 

2. How are the themes of national identity and democracy, cultural diversity and global 

education communicated through the content of textbooks at the meso context of policy text 

production? 

3. What are the perceptions of social studies teachers with respect to the teaching and 

learning of national identity and democracy, cultural diversity and global education at the 

micro context of practice? 

These questions framed the analysis and discussion of the results of this research 

through Chapters 5-8. Primary data for this qualitative research were collected through semi-

structured interviews with teachers, while documents including relevant policy, curriculum, 

textbooks and government reports were utilised as secondary data. Social studies teachers of 

Grades 5-7 were interviewed to capture and understand their perspectives on the research 

questions across the three contexts of influence while relevant policy, curriculum, textbooks, 

journals and government reports were utilised as secondary data. Thematic analysis of 

curriculum policy documents was conducted to develop an understanding of social studies 

curriculum policy as it has developed over time with a specific focus upon the policy 
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objectives and recommendations. Likewise, thematic analysis was used to understand 

teachers’ perceptions, ongoing practices and suggestions regarding the social studies 

curriculum and textbooks at the implementation level with respect to the three themes of the 

study. Similarly, qualitative content analysis of the selected social studies textbooks and 

visual analysis of textbook images were conducted to understand how the three themes are 

communicated through the contents of the textbooks (words and images) at the meso context 

of policy text production and how policy is translated into practice by curriculum 

intermediaries.  

9.2 Major Observations 

The policy analysis framework created by Bowe et al. (1992) has had ongoing 

significance since its introduction (Ball, 1990, 1998; Bowe et al., 1992; Gewirtz et al., 1995). 

These researchers conceptualised a non-linear, dynamic process of educational policy as both 

text and process across three interactive contexts. In the context of exploring educational 

policy in developed countries, Ball (1994) described the policy as follows: 

Policy is … a set of technologies and practices which are realized and struggled 

over in local settings. Policy is both text and action, words and deeds, it is what is 

enacted as well as what is intended. Policies are always incomplete in so far as 

they relate to or map onto the ‘wild profusion’ of local practice. Polices are crude 

and simple. Practice is sophisticated, contingent, complex and unstable. Policy as 

practice is ‘created’ in a trialectic of dominance, resistance and chaos/freedom. 

Thus policy is no simple asymmetry of power. (pp. 10-11) 

The findings of this study have not found the relationships between the various 

contexts of policymaking in Nepal to have been quite as dynamic and complex as this. Ball 

(1998) acknowledged that a limitation of his policy analysis model was “its focus upon 



299 
 

 

Western and Northern developed economies” (p. 119). As such, a delineation of Nepalese 

social studies policies and ambitions as “crude and simple” (Ball, 1994, p. 10) would be 

somewhat unfair. Chapter 5’s analysis of Nepalese policy documents indicated some 

coherence and ambition in relation to what policymakers are seeking to achieve in civics and 

citizenship education. The context of text production in Nepal (see Chapters 6 and 7) – 

specifically the textbooks used in Grades 5-7 Nepalese classrooms – have not been found in 

this study to be a site of resistance but of relative compliance and intentional stability. 

Moreover, there was no sense of “wild profusion of local practice” (Ball, 1994, p. 10) or 

freedom as teachers talked about their social studies teaching (Chapter 8).  

The findings of this study enabled an understanding of the demarcation between 

civics and citizenship education in Nepal. The study has exemplified in the Nepalese context 

how history, contemporary political realities, and cultural values are the key determinants of 

the form that civics and citizenship education will take. The present system mainly 

concentrates on passing on factual knowledge to students so they can learn a trade and help in 

the modernisation process of the country. Cogan et al. (2002) defined civic education as "the 

formation through the process of schooling of the knowledge, skills, values, and dispositions 

of citizens" (p. 4) and this is the definition of civics and citizenship education in Nepal 

deployed in this study. Nevertheless, it is worth teasing concepts of civic and citizenship 

education apart. Kerr (2000), for example, used McLaughlin’s (1992) ‘minimal/maximal’ 

model to distinguish between ‘civic education’ (education towards the minimal citizen) and 

‘citizenship education’ (education towards the maximal citizen). And Davies and Issitt (2005) 

differentiated between “civics: provision of information about formal public institutions”; 

“citizenship: a broad-based provision of socially useful qualities”; and “social studies: 

societal understanding that emerges from the development of critical thinking skills related to 

existing [school] subjects” (p. 389). Civics education too narrowly defined is purely about 
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knowledge and institutional structures. The Nepalese curriculum and textbooks have more 

civics components than citizenship and aim to nurture a desirable and ‘loyal’ Nepalese citizen 

more than a desirable global citizen. There is a significant emphasis upon the political 

structures and processes, sustaining the social balance and upon the inculcation of collective 

traditions over individual separateness. Moreover, there is a commitment to understanding 

the country’s history as a civic context, while at the same time developing personal values of 

responsibility, respect and national pride. The term civics and citizenship is used as an 

umbrella term for the civics context (where there is at least some citizenship ambition) in 

Nepal. 

The findings indicated that analysed educational policies lacked consistency in terms 

of their focus. The Nepal National Education Planning Commission (NNEPC) 1956 report 

was very specific in promoting civics competencies and allocated a 20% weighting to the 

teaching of social studies (NNEPC, 1956) as an effective means to develop ideas about the 

democratic life and the responsibilities of democracy. However, the succeeding education 

policy, Nepal Education System Plan (NESP) 1971, shifted its education goals toward 

making citizens loyal to the monarch and the Panchayat system. With the introduction of the 

NESP 1971, the priorities again shifted to the developing of a modern nation with less 

foreign influence and the development of citizens loyal to the crown (Mitchell, 1976). More 

recent policies such as the National Curriculum Framework (NCF) 2007 and the School 

Sector Development Plan (SSDP) 2016, however, have recognised the role of education in 

developing social values, beliefs and experience, explicitly acknowledged goals linked to 

social equality and justice and have promoted values and dispositions supportive of helping 

to create a more inclusive society and more democratic participation (at least in their 

rhetoric). Although a few political changes (for example, 1956 and 1990) necessitated 
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modifying educational policies in Nepal, consistency in policy focus nevertheless is crucial to 

consolidate effective policy implementation (van Engen et al., 2018). 

Similarly, much of the textbook contents and teacher perspectives hold a deficit view 

of Nepal and its people. This portraying of deficit thinking or theorising, in terms of nation 

and people, have some consequences for students, making the development of self-reliance 

less likely. For example, the landlocked context of Nepal was portrayed explicitly several 

times in the Grade 7 textbook as a major reason for the country’s underdevelopment. 

However, other national interconnected factors such as difficult geographic features (for 

example, rugged terrain and numerous rivers), internal transportation, limited dry ports, 

storage facilities and a centralised planning system are not discussed (Glassner, 2003). 

Addressing these issues will be helpful to mitigate the geographical challenges brought about 

by being a landlocked nation. The textbooks also presented Nepal as a vulnerable nation: 

“Blockade can be imposed by neighbouring countries if tensions or conflict arise with them” 

(CDC, 2016, p. 132). This deficit model of citizenship, which instils a vulnerable and 

incomplete view of the nation to its young people, may result in their seeing themselves as 

“less good citizens” (Osler & Starkey, 2003, p. 245) and might influence their learning and 

perceptions of their nation, their role within it, and relationships with other nations. Similarly, 

the interviewed teachers also expressed some deficit views of their students, pointing to their 

interests and socio-economic backgrounds as barriers in their learning. The teachers argued 

that students from socially and economically marginalised communities have learning issues, 

which impact negatively on their educational attainment. Having low expectations for the 

achievement of students from disadvantaged or minority backgrounds has an adverse effect 

on students’ learning (Pearson, 2014) and teachers should avoid such low expectations 

(Sarra, 2009, 2011). Instead, they need to devise strategies to educate students from socially 

and economically marginalised communities and have higher expectations for their 
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educational success. The political apathy among young people or “youth deficit” as described 

by Osler and Starkey (2006, p. 437) suggests the need for teachers to engage students with 

some strategies to promote their critical thinking. 

The findings also revealed that social studies curricula and textbooks content about 

the world beyond Nepal is pushed into secondary education. “Children are future citizens and 

thus they should be able to live, develop, study, access health and security services and the 

rights that are inevitable for children are child rights” (CDC, 2016, p. 60). Textbooks do not 

accept children as present citizens and conceive of citizenship as a status that is deferred for 

adulthood. Important elements of civics and citizenship education such as the environment 

and sustainability, social justice, human rights of minority groups and interdependence and 

globalisation are reserved for Grades 8, 9 and 10 only. The primary school dropout rate in 

2019 was 26.5% (UNDP, 2019) which represents a large cohort of students who will never 

learn about these important issues. The ambition to develop students as global citizens 

through teaching and learning has been deferred to higher grades. Most Nepalese 

policymakers, textbook writers and teachers have yet to recognise that Nepalese young 

people are citizens now, not some vague time in the future, and their roles, involvement and 

participation needs to be continually developed. As Alderson (2004) noted in her exploration 

of myths surrounding the place of citizenship education in schools, the notion that it is to 

prepare them as future citizens rather than current citizens is to regard “school students as 

human becomings, and less than fully human beings. It is illogical . . .” (p. 33). Doganay 

(2012) in this context argued that “it is not logical and necessary to wait for a specific grade 

or course to teach democratic citizenship skills, knowledge, values and attitudes. Citizenship 

must be one of the main focal points in each grade and course” (p. 34). Citizenship explains 

young people’s relationship with the wider society and how their citizenship status is 

regarded “will have an impact on how young people are represented and treated in daily 
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practice, which will, in turn, impact on their self-identities and world view” (Smith et al., 

2005, p. 429). The deferral of contents to higher grades for educating on global education 

will limit students’ understandings of elements of civics and citizenship learning and in 

developing the attributes of global citizens. 

The analysed textbooks portray an idealised and theoretical representation of the 

country’s diversity and learning about elements of politics and democracy. They represent 

Nepal’s homogeneity, social and religious harmony, national integrity, and inclusiveness as 

assets in enabling Nepal to achieve social cohesion, peace and unity in the country. Unity 

among diversity has been defined as a characteristic feature of Nepal but clarity on “how 

diversity is actually to be dealt with and in what image unity [emphasis added] is to be 

constructed” (Caddell, 2007, p. 23) is missing in the textbooks and curricula. These 

documents portray exclusively positive aspects of the country’s socio-cultural, ethnic and 

religious diversities as different flowers grown in a garden. However, high caste groups 

belonging to the Hindu religion have been accumulating power and privilege and as a result 

groups such as Dalits, Muslims, Madhesis (people from the plains region) and women have 

often been excluded from the mainstream of development (Marit & Aasland, 2015; Novelli & 

Smith, 2011). The textbooks largely failed to discuss underlying inequalities, discrimination 

and economic hardships of these groups, or suggest possible solutions for a more equitable 

Nepal.  

The uniform curriculum and the sole use of the Nepali language were perceived to 

have an adverse effect on the ethnic and linguistic diverse population in their learning. The 

extensive use of Nepali as an official language has been an issue in learning for students with 

mother tongues other than Nepali and resulted in the marginalisation of other languages 

(CDC, 2011; Mathema, 2007; Parajuli & Das, 2013; Shields 2011; Yadava, 2007). The pre-
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1990 rulers’ desire to promote the Nepali language to construct a vision of national identity 

and unity was largely responsible for undermining the country’s socio-cultural and linguistic 

diversity. The post-1990 policy documents, however, have recognised the use of mother 

tongues as a medium of instruction in schools. Nevertheless, the availability of experts who 

can design and develop curricula at the local level that represents local contexts properly and 

aligns with the national curriculum, textbooks and educational goals is limited. 

In a centralised education system like Nepal’s, teachers are perceived as passive 

receivers of policies and the policy generation process and its implementation are viewed 

separately. Nevertheless, policies should be viewed as a conjoined and dialogical process and 

its generation and implementation should be interdependent (Bell & Stevenson, 2006; Bowe 

et al., 1992). Moreover, teachers should feel that they are key contributors to the policy 

generation process and that their voice is genuinely listened to. The teachers’ role in planning 

and teaching civics and citizenship education is very important and thus they need to be 

trained and qualified. The teaching and learning of social studies, particularly citizenship 

education can make a significant difference to the mindsets of young people. For example, 

Banks (2009) has pointed out: 

Teaching for social justice, diversity, and citizenship in a global world is a new kind 

of citizenship education [that] will enable students to acquire a delicate balance of 

cultural, national, and global identifications, and to understand the ways in which 

knowledge is constructed; to become knowledge producers, and to participate in civic 

action to create a more humane nation and the world. (p. 13)  

One of the most important issues concerning the teaching and learning of citizenship 

education at school is who teaches it and how it is organised and structured (Burton & May 
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2015). Thus, it is crucial to have trained teachers in citizenship education, both for their 

ability to teach and their capacity to promote students’ learning in the area. 

The major observations presented above direct to the following conclusions made in 

relation to each auxiliary research questions of the study.  

9.3 Revisiting the Research Questions 

This section revisits the research questions and summarises the findings of the 

principal research question and auxiliary research questions to investigate whether the stated 

research questions have been answered. 

9.3.1 Conclusions in Relation to the Auxiliary Research Question 1 

What have been the main policy drivers and national political, cultural and social 

factors at the “macro” context of influence contributing to curriculum reform in the context 

of civics and citizenship education in Nepal? 

Stephen Ball (1998) recognised that policy problems and solutions are invariably re-

contextualised and re-framed within national policies and practices. Unsurprisingly, this has 

also been found to be the case in Nepal. There was evidence of a distinctively Nepalese meta-

narrative about the intended role of schooling, the curriculum and social studies in the 

educational development of human capital to increase the productivity, competitiveness, 

stability and integrity of the Nepalese nation. Overall, policy document analysis in Chapter 5 

suggested that the education system in Nepal “is a response to multiple realities” (MoE, 

2009, p. ii) and “the ways in which various education policies of Nepal negotiated with the 

ideas of local, national and global” (Pradhan, 2018, p. 170) shaped the civics and citizenship 

education discourse in Nepal. Creating a harmonious society where people, irrespective of 

their differences in caste, religion, ethnicity, culture or language, can live in harmony by 
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mediating their differences is another focus of the policies. The aim of educational policies in 

the context of Nepal has been to keep social order and citizens’ loyalty towards the country’s 

rulers (Davies, 2008; Frazer, 2008). 

The analysis of the curriculum policy documents indicated that political 

transformation and subsequent political ideals contributed significantly to the reform of civics 

and citizenship curriculum policy in Nepal. Similarly, the policymakers’ vision to achieve 

national identity and promote democracy, by placing a high emphasis on language as a 

unifying mechanism, influenced the discourse of civics and citizenship education in Nepal. 

The policies promoted aspects of ethnic nationalism instead of civic nationalism in the 

process of nation-building (Oakes, 2001). The language of ruling elites – Nepali – was 

promoted as an official and national language while the regional languages of all other ethnic 

communities (Bhattachan, 2012) were neglected in education and schooling. The post-2007 

policies such as the NCF 2007, the SSDP 2016 and the social studies curriculum, however, 

recognised the importance of mother language in teaching and supported providing primary 

education in mother languages to improve the quality of education and promote social 

harmony and national integrity in the country. The findings also revealed that recognition of 

the socio-cultural, ethnic and caste diversities in the country played an influential role in 

shaping educational policies. Finally, the opening up of educational opportunities to the 

outside world were seen as inevitable to prepare students’ competences to face the challenges 

brought about by globalisation. 

9.3.2 Conclusions in Relation to the Auxiliary Research Question 2 

How are the themes of national identity and democracy, cultural diversity and global 

education communicated through the content of textbooks at the “meso” context of 

influence? 
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The textbook writers operate within the confines of safety and acceptability. As 

Chapters 6 and 7 exemplify, accounts of politics, history and contemporary civic 

circumstances are muted and more comfortable in a world of safe abstraction and structures 

than in recognising complexity, debate and contestation. A perhaps unstated ambition of the 

textbooks is that they seek to nurture Nepalese citizens who have adopted the values and 

appropriately responsible stances approved by the state not dissimilar to the situation found to 

be the case in Iran (Kaya, 2019). When the textbook becomes the centre of class activities 

and pushes teacher agency to the margins it can have negative effects in respect to students’ 

learning as analysts of Turkish textbooks observed (Ceyhan et al., 2003). In some cases, 

Nepalese teachers may display such deference that the writer of the textbook they use is 

secretly in command of the class similar to the case in Turkey (Küçükahmet, 2004, 11). Some 

of the Nepalese teachers interviewed did convey a slightly over-reliance upon the textbook as 

the main curriculum guide. 

The analysis of social studies textbooks has revealed that the learning about elements 

of politics and democracy emphasises the values of peace, tolerance and friendship to achieve 

national unity. Enormous efforts are placed to educate students on the country’s recent 

political changes, relevant concepts of civics and citizenship education and the importance of 

developing and exhibiting democratic culture. Since education is always a political issue 

(Apple, 1990), formal education institutions should play a vital role in promoting civic 

virtues and impart ideological knowledge and values (Bell & Stevenson, 2013; Riddle & 

Apple, 2019). This is of particular importance in Nepal for students to learn when the country 

has just made its transition to a federal structure of governance. The emphasis, however, is 

placed on idealised and theoretical learning about elements of politics and democracy which 

will have implications for students in future in terms of them participating effectively in 

democratic processes. 
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The social studies textbooks, through both texts and images, portray ethnic, cultural 

and religious diversity as a distinctive Nepali strength and an aid to maintaining national 

unity. They remind students about the coexistence and tolerance of different ethnic groups, 

cultures and religions which are acknowledged metaphorically as a beautiful combination of 

flowers. However, the textbooks largely fail to address voices of those excluded groups who 

have been demanding inclusion within the mainstream of governance, recognition of 

multiculturalism, and freedom of religion since 1990 (Bennett et al., 2008; Marit & Aasland, 

2015; Novelli & Smith, 2011). Nevertheless, the coexistence of these groups in the country is 

depicted as a central feature of Nepal’s national distinctiveness and strength. Similarly, the 

analysed textbooks have a focus on educating students about theoretical and positive learning 

about regional cooperation and mutual welfare and living peacefully with neighbours.  

9.3.3 Conclusions in Relation to the Auxiliary Research Question 3 

What are the perceptions of social studies teachers with respect to the teaching and 

learning of national identity and democracy, cultural diversity and global education at 

the “micro” context of practice? 

Contrary to the argument of Stephen Ball and colleagues, Nepalese teachers do not 

articulate a complex self-understanding of their role in enacting the social studies curriculum. 

Ball et al. (2012) observed that “the teacher is enrolled into grand political narratives of 

policy which link their classroom work with students to the processes of globalization and 

national economic competitiveness” (72-73). Nepalese teachers did not self-identify as 

positioning themselves within a Nepalese educational policy narrative to teach social studies. 

There was little sense of agency or interpretation in their response to how they enacted and 

made pedagogical choices in their teaching of social studies. They were deliverers of the 
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specified curriculum and generally trusted the social studies textbooks that constituted their 

dominant teaching and learning guides. 

The findings of the analysis of perceptions of social studies teachers show that the 

teaching and learning of social studies explicitly aimed at developing “Good Citizens” who 

demonstrate morality, responsibility, social and family values and have strong positive 

feelings about the development of the nation. This finding is also in line with a national 

objective of education “to help prepare citizens with good conduct and morals to contribute 

to a healthy social and collective life” (CDC, 2007, p. 31).  

The findings also indicate that students’ socio-economic and cultural backgrounds 

and their political apathy have some implications in educating them about democratic values 

and culture and components of global education. All interviewed teachers argued that the 

lack of students’ interest in politics and contemporary issues makes it more challenging to 

engage them in teaching and learning about democracy and politics. Since students’ interest 

and engagement in learning of democratic processes shape their political engagement and 

participation (Mathe, 2018), it is crucial to address this lack of political interest of students in 

Nepal. This suggests the need to devise some strategies, such as “creating democratic 

structures and processes in the school and developing a curriculum that will reinforce 

students’ democratic experiences” (Apple & Beane, 1995, p. 9) to promote students’ critical 

thinking skills and understanding of the importance of democracy and political processes. 

Learning about democracy is more likely to stick when it is experienced and practised – for 

example through student school councils. 

Similarly, learning processes in Nepal emphasise the acquisition of knowledge, more 

than the development of skills, dispositions or active citizenship participation. Instead of 

transferring both knowledge and skills, the teacher participants confirmed that the teaching 



310 
 

 

strategies in Nepal mostly emphasises the acquisition of knowledge. As argued by Schamber 

and Mahoney (2008), the pedagogical processes in Nepal should involve students’ 

engagement with the community to promote their active learning and civic engagement along 

with critical reflection and discussion. 

9.3.4 Conclusions Relating to the Principal Research Question 

How does civics and citizenship education in the Nepalese formal education system 

promote education for democratic citizenship? 

The above-discussed responses to the three auxiliary research questions relate back to 

the principal question: How does civics and citizenship education in the Nepalese formal 

education system promote education for democratic citizenship? The final conclusion from 

this research illustrates how civics and citizenship education at Nepalese basic level of 

education promotes education for democratic citizenship, drawing evidence from the analysis 

of the selected qualitative data. 

The emphasis of civics and citizenship education in the Nepalese formal education 

system through social studies has primarily been to nurture a responsible citizen who is a 

“law-abiding, work hard and possess a good character, knows something about the 

constitutional structures of politics” (Tudball & Brett, 2014, p. 36) but does not participate 

with problems or issues within society that indicate inequalities between citizens. The 

findings also suggest that the analysed policy documents and textbooks focus exclusively on 

portraying theoretical, idealised and positive aspects of Nepal’s homogeneity, social and 

religious harmony and inclusiveness as its unique identity to achieve social cohesion, peace 

and unity in the country. 
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Out of the four key dimensions of democratic education (Doganay, 2012), the 

Nepalese formal education system primarily focuses on developing students’ knowledge, 

values and attitudes but not on the dispositions which are equally responsible for developing 

their citizenship attributes. The proper inclusion and implementation of these four dimensions 

into the social studies curriculum and textbooks would create opportunities for Nepalese 

students to develop critical thinking processes, gain knowledge of participation in learning, 

and apply their skills to identify and address their problems. This inclusion would also enable 

students to learn knowledge about the values and ethics of democracy which will fulfil the 

nation’s thrust to develop informed, responsible and active citizens. 

9.4 Five Core Policy Threads 

The five interdependent policy threads known as “5Ps” (people, philosophy, place, 

processes and power) utilised in the conceptual framework are discussed briefly below to 

synthesise the findings and present major enablers and constraints for civics and citizenship 

education across the three contexts of the policy cycle.  

People: Several individuals and institutions have been influential in the formulation 

and implementation of civics and citizenship education in Nepal. They include politicians, 

CDC and MoE officials, teachers and international organisations such as UNESCO, ADB 

and World Bank. As the implementers of the social studies curriculum and textbooks, 

teachers possess a good understanding of education policies and curriculum (as confirmed 

through the interviews with the teacher participants). Accordingly, they are the key actors in 

civics and citizenship education. The MoE as the apex body formulates, manages and 

implements educational policies while the CDC is responsible for the overall development, 

modification and improvement of the school curriculum, textbooks, teachers’ directives and 

resource materials and for conducting studies on their effectiveness (MoE, 2016). The 
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mechanisms around curriculum development processes in Nepal have been criticised for their 

non-inclusiveness (MoES, 2005). For example, the participation of stakeholders such as 

teachers, women, minority ethnic groups, Dalits and people with disabilities in the curriculum 

and textbook development process is limited. This can be described as a constraint in the 

delivery of civics and citizenship education because this disengagement restricts some 

important stakeholders from playing a meaningful role in the discussions, formulation and 

implementation of policies that reflect their interests. Furthermore, these issues hinder the 

process of developing a culturally responsive curriculum (Kobiah, 2016) in a diverse country 

like Nepal and do not acknowledge some significant local cultural values, knowledge and 

skills in the process of policymaking. 

Philosophy: A shared philosophy is required for stakeholders to engage in a reform 

process (Ledger et al., 2014). The nation’s thrust to develop informed, responsible and active 

citizens as evident in educational policies, textbooks and teachers’ perception have been 

instrumental in shaping the discourse of civics and citizenship education. Similarly, 

policymakers’ aspirations to construct a vision of national identity and social harmony 

through education, adhering to the political ideals, played a crucial role in the curricular 

reform. Likewise, a reorganising of educational purposes in the country brought about by 

globalisation has enabled a renewed emphasis on civics and citizenship education. The 

government of Nepal, however, lacks a single overarching national framework and continues 

to change its educational policies and practices to align with the changes in economy and 

politics as preferred by the donors of specific educational projects (Regmi, 2019; Rizvi, 

2017).  

Place: The notion of place signifies both context (Reid et al., 2010) and consciousness 

(Rizvi & Lingard, 2010). Since the majority of people in Nepal live in rural areas and the 
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education system is highly centralised, there is an unequal distribution of resources between 

rural and urban areas (and schools). As a major constraint to education across all fields and 

disciplines, many Nepalese teachers are unwilling to work in rural schools, which negatively 

affects the educational attainment of the country (Riley & Khamis, 2005). As a potential 

enabler for future change in this issue, the analysed policy documents and textbooks 

highlighted rural and geographically marginalised groups and needs explicitly. 

Process: The process of curriculum development and enactment, teachers’ selection 

and recruitment, students’ evaluation and curriculum reform are highly centralised in Nepal 

(CDC, 2007; Parajuli & Das, 2013). Although teachers are key participants in translating 

policy into practice at the implementation level, they are perceived as passive receivers of 

policies and policy generation processes, with the consequence that issues around classroom 

enactment may be under-appreciated. Furthermore, they may not enact the curriculum and 

textbooks as intended due to the issues including their beliefs, attitudes and limited training. 

The CDC as a centralised apex body is responsible for developing, revising and 

implementing the school curricula.  

 

Power: A range of power inequalities was identified in all contexts of the policy 

cycle, constraining civics and citizenship education in Nepal. The policymakers (MoE and 

CDC officials) are recognised as the key policy actors at all levels of the policy cycle. A clear 

imbalance in power exists between the CDC and teachers. Following a top-down process of 

curriculum development, the CDC devises and reforms curriculum centrally without teacher 

involvement in these processes. Since the curriculum development process in Nepal has been 

criticised for its non-inclusiveness (MoES, 2005), the excluded groups or communities are 

obliged to accept the knowledge and values of those in power, which has in the past resulted 

in social injustices (Apple, 1996). As an enabler, globalisation has affected the process of 
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policy and curriculum development process in Nepal in significant ways. A review of the 

literature showed that several international and UN agencies have played a powerful role in 

determining Nepal’s education through financial and technical support. For example, the 

World Bank has assumed a leadership role in shaping the country’s educational plans and 

policies (Carney & Bista, 2009; Regmi, 2019).  

The “5Ps” indicated from the findings were embedded in all contexts and levels of the 

policy cycle in relation to civics and citizenship education. 

 

9.5 Limitations and Delimitations of the Study 

This study aimed to analyse the nature and role of civics and citizenship education in 

Nepal in developing 9-13-year-old students’ democratic values, skills and attitudes. Thus, it 

only examined social studies textbooks approved by the government for Grades 5-7 for 

public schools and corresponding teachers were interviewed. However, this study includes 

perceptions of two private school teachers as representatives to understand different 

perspectives.  

The policy documents selected in this study have had a substantial influence on civics 

and citizenship education in Nepal. They were chosen based on the basis of representing 

major time periods, availability and their acting as the key antecedents and contextual 

backbone of teaching and learning civics and citizenship education in Nepal. 

9.6 Implications of the Study 

Policy ideas are received and interpreted differently within different political 

architectures, national infrastructures and national ideologies (national ideology is “a set of 

values and beliefs that frames the practical thinking and action of agents of the main 

institutions of a nation-state at a given point in time” (van Zanten, 1997, p. 352). In Nepal, 
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the democratic political architecture is comparatively new and emergent (a feature of 

educational policy in the years following the Nepalese Civil War was the absence of 

discussion and debate about education for many years).  

This study has identified some important power imbalances in the formulation and 

implementation of education policy in Nepal in so far as it relates to civics and citizenship 

education and social studies. The study has shown that educational policy-making in Nepal 

has largely been centralised and top-down. In the Nepali public policymaking context “both 

politicians (who largely negotiate with elite private sectors) and bureaucrats (who largely 

deal with international interest group) serve as policy brokers”. These groups “adopt a 

contingent policymaking approach based on power, network and negotiation dynamics 

among the policy influencers” (Dhakal, 2019, p.6), rather than drawing upon evidence-based 

research and academic and local knowledge bases. Parajuli (2014, p.4) expressed a similar 

sentiment thus:  

Schooling these days has remained a bureaucracy based structured system and thus it 

is essential that we de-bureaucratize it. If we really want to realize the goal of 

education as a right for all, we need to bring it to the civil space or to communities 

and people. To achieve this purpose, we need to reformulate the meaning, purpose, 

strategies, and approaches of education making it pluralistic, inclusive, just, and 

transformative. 

As we have seen, some countries – such as Taiwan (Hung, 2019) - have been able to 

make the shift from a collective and national-centred policy configuration to one that it more 

open, critical and humanistic. It is possible to switch from a curriculum that fosters loyalty to 

rulers to a curriculum that fosters reflective and critical capabilities among students. Poudel 

(2017, p.11) has observed of Nepal’s most recent education plan, the SSDP, that: 
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Provincial history, geography, civics, culture, social values, norms and several social 

dimensions, including area studies, regional characteristics, the complex geographical 

dimension of the nation, remain important for the values and life-skills education 

systems which should be in the centre of the education and should be included in the 

curriculum framework of social studies education from basic to the higher secondary 

education. But, these contents are neither spelled out nor given any importance. 

It has been some time since the Social studies curriculum has been reviewed in Nepal. 

The Nepalese curriculum aims and values still date back to the NCF 2007 era. There will be 

benefits in empowering local stakeholders (Carney et. al, 2007) and opening up a more 

bottom-up conversation about how teaching and learning processes might be transformed. 

This study has confirmed that textbooks are a powerful conduit at the meso level of 

policy enactment in Nepal. Textbook policy at the meso level of interpretation follows 

‘macro’ education policy very closely and in a spirit of compliance. Policy-makers might 

want to reflect upon what steps they can take to empower Nepalese textbook writers to open 

up classroom discussion on contested contemporary issues that will interest Nepalese young 

people and develop opportunities for more critical thinking and consideration of different 

points of view. There will be benefits in acknowledging the potential of textbook writers to 

transform values into practice as they translate the multiple goals of social sciences education 

into more active pedagogical forms.  

At the micro context of practice, this study has confirmed that teachers mostly 

perceived themselves as implementers of the curriculum and transmitters of textbook 

perspectives. The findings corroborate the recent work of Subedi (2018, 2020) who found 

that many Nepalese classroom teachers feel a lack of agency over their curriculum choices 

and planning. He quoted an Assistant District Education commissioner: 
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I think the provision of the local curriculum is one of the most important parts of 

education decentralization. More specifically, it is a paradigm shift in Nepal’s school 

level curriculum development process. So, it is the initiative of curriculum 

decentralization to strengthen schools, teachers and local communities. But the 

teachers have not realized the importance of local curriculum. (Subedi, 2018, p. 63) 

Concerningly, all of the teachers and most of the headteachers in Subedi’s qualitative 

study expressed a view that teachers lacked technical knowledge of the curriculum and its 

development process. Several of the teachers interviewed in this thesis similarly noted the 

paucity of their own pre-service training for teaching social studies and a lack of in-service 

professional learning in the area in their own time in teaching. 

Overall, this study has identified some gaps and tensions in the context of policy 

making in Nepal within and between the individual macro, meso and micro contexts of 

influence and practice. In Nepal, there is no equivalence of power across the different 

contexts of influence that have been analysed. The policymakers are in charge and they have 

historically viewed the education system as a key institution to transmit specific values of the 

political system and visions of the Nepali state (Caddell, 2007; Pradhan, 2018). Moreover, 

poor communication across the contexts of policy making, insufficient consultation and 

discussion between CDC officials, textbook writers and teachers and insufficient recognition 

of school and classroom-based realities are additional obstacles in the way of successful 

implementation of education policies in Nepal (Budhathoki, 2018). The findings of this study 

confirm the need for recognising the interconnectedness between politics and education 

across all three contexts of the policy cycle. To be successful, civics and citizenship 

education needs recognition and support from policymakers and educators throughout 

Nepalese society – members of parliament, government officials, municipal leaders and other 

relevant community and village development committees, principals and teachers – all of 
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whom can contribute to creating conditions for effective, meaningful and active citizenship 

education for Nepalese young people. 

A recent cross-national comparative study of civic engagement (Davies et al., 2019) 

recognised some elements of good practice (Figure 9.2) in educating for civic engagement, 

which is highly relevant in the light of the findings in relation to civics and citizenship 

education in Nepal shared in this study. Specifically, the study identified the following 

factors as important pedagogical considerations for high-quality civic education to occur.  

Figure 9.2  

Pedagogical Considerations for Youth Civic Engagement 
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Note. Adapted from "Pedagogical Considerations for Civic Engagement Teaching and 

Learning: Parting Summary Comments and Reflections” by I. Davies, M. Evans, M. Fülöp, 

D. Kiwan, A. Peterson and J. Sim, in I. Davies, M. Evans, M. Fülöp, D. Kiwan, A. Peterson 

and J. Sim (Eds.), Taking Action for Change: Educating for Youth Civic Engagement and 

Activism (p. 68), 2019, University of York. Copyright 2019 by University of York. 

 

There are a range of recommendations from this comparative study of civic 

engagement which might be tentatively suggested as also relevant for Nepalese stakeholders 

operating across the contexts of influence, text production and practice. The study (Davies et 

al., 2019) also suggested some key questions for civic educators, including: 

• “Is there a continuing culture of ‘transmission’-oriented teaching and learning 

related to civic engagement learning? and 

• Are there limits to critique and a privileging of particular learning goals?” (p. 

101) 

The answer to these questions in the Nepal context as explored in this study is “yes”. 

9.6.1 Implications for Policymakers 

To be successful, civics and citizenship education needs recognition and support from 

different policymakers. Specifically, as the study suggested, for the effective formulation and 

implementation of civics and citizenship education, it is suggested that policymakers ensure 

that:  

• The importance of civics and citizenship education is expressed in legislative 

documents and governmental aims and expectations for education; 



320 
 

 

• The domain of civics and citizenship education is supported by necessary 

budget allocations for implementing teacher education, professional 

development and curricular and wider cultural and pedagogical change; 

• Drawing upon the expertise of tertiary experts in teacher education attention is 

devoted to curriculum renewal (What is studied) and pedagogy (How 

education is experienced and what teachers do in classrooms to move beyond 

knowledge transmission); 

• The welcome recent initiatives related to teacher education at both primary 

and secondary levels of education are sustained (but ensure that teacher 

preparation does more to encourage and disseminate more active and critical 

forms of learning); and 

• The social studies curriculum (and its mode of assessment) is reviewed to 

incorporate objectives and content which fully meet the goals of education for 

democratic citizenship. 

9.6.2 Implications for Textbook Writers and Stakeholders 

At the context of text production, textbooks writers and other stakeholders such as 

CDC and subject committees are influential curriculum intermediaries to determine how 

policy is translated into practice and the key themes of civics and citizenship education are 

communicated through the contents of the textbook (words and images). At this context, it is 

suggested that the concerned stakeholders should: 

• Accommodate multiple perspectives in accounts of history, geography and 

politics; 

• Be sensitive to issues of cultural diversity, inclusivity and social justice in 

representing elements of Nepal’s past and present society and politics; 
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• Acknowledge and accommodate Nepal’s recent divided and violent history 

and find safe and structured ways for children to talk about this; 

• Include more active, critical and creative tasks in the textbooks which require 

a greater degree of student autonomy and choices; and  

• Encourage teachers to be more issues-led than structures-led in their thinking 

about contemporary issues and politics. 

9.6.3 Implications for Teachers  

Teachers as implementers of policies and textbooks are central to the context of 

practice where policies are subjected to interpretation and recreation. For the effective 

implementation of civics and citizenship education, as indicated by the study findings, it is 

suggested that principals and teachers should be supported to: 

• Develop the skills of designing learning activities for Nepalese students 

around real situations in the community or the wider environment, developing 

strategies to address sensitive or contested issues; 

• Enhance their value-oriented knowledge, action-based skills and change-

centred competences so that they can empower young people and strengthen 

their teaching approaches in relation to social justice and democracy; 

• Understand key international frameworks and human rights principles that 

relate to civics and citizenship education in the Nepalese context (for example, 

United Nations Convention on the Law of the Sea 1982 and The United 

Nations Declaration on the Rights of Indigenous Peoples (UNDRIP)); 

• Develop students’ civic knowledge, skills, attitudes, values and dispositions 

for active participation in their school, the local and wider community. 
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• Implement a range of opportunities, in partnership with local community 

members, for students’ civic engagement; 

• Conceive of civics and citizenship education as developing Nepalese students’ 

attitudes and dispositions and values as well as their knowledge including 

respect for social and cultural differences and heritage; respect for cultural 

diversity and social justice; disposition to resolve disagreements peacefully; 

and valuing involvement and active citizenship; and 

• Create a learning environment that promotes the use of diverse sources and 

enables students to analyse topical political, ethical, social and cultural issues, 

problems or events in a critical way.  

[This list of competences is adapted and abridged from Brett et al. 2009]. 

9.7 Areas of Further Research 

In Education Reform: A Critical and Post-structural Approach, Ball (1994) further 

developed his policy cycle approach. To the three original contexts, he added a further two 

contexts for policy analysts. The first was a context of outcomes, which looks at the impact 

of policy as practice (later enactment) upon political matters such as social justice, equality 

and freedom. This additional context then leads logically to the addition of the context of 

political strategy, which concerns the development of political tactics to work against 

inequalities and injustices and to show the relational workings of power. While this thesis is 

structured around the analysis of Ball’s original three contexts of influence, clearly these 

additional two contexts come into play in Nepal as well. The two contexts of outcomes and 

political strategies were not considered in detail due to time and resource limitations. 

Likewise, assessment mechanisms to determine the outcomes of school education in Nepal 

have been questioned for its clarity and effectiveness (Aryal, 2013; Poyck et al., 2015; 

UNESCO, 2008). The findings of this thesis suggest that there is a quite strong rhetorical 
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commitment to cultural diversity, social justice and equality shared across the three contexts 

of policy, textbooks and teacher perspectives. However, in relation to the context of a 

political strategy, there is relative silence around achieving the goals of social studies. A 

deeper exploration of Ball’s (1994) fourth and fifth contexts of influence might be the focus 

of additional research in the Nepalese context. 

This study also recommends further research that looks more closely at civics and 

citizenship education as it is taught in the classroom. It is crucial to understand how teachers 

in Nepal, who are considered as passive receivers of policies and the policy generation 

process, implement the curriculum and textbooks in a real setting. How factors such as 

teachers’ beliefs, expertise, teaching methodologies and interpretation of the curriculum and 

textbooks can affect the proper implementation of civics and citizenship education is 

important to understand. Similarly, as the study indicated, many of the important elements of 

civics and citizenship education are reserved for Grades 8, 9 and 10. A study that analyses the 

contexts of policymaking comprising those grades will help to bring the complete picture of 

Nepalese civics and citizenship education discourse.  

An exploration of textbook images, interviews with teachers and review of relevant 

literature indicated that images strongly support students’ learning and increase their 

creativity, therefore a detailed exploration of more images and corresponding texts in the 

textbooks will be beneficial to enhance effective implementation of civics and citizenship 

education. This is more important in Nepalese context where images and corresponding texts 

are expected to promote national identity, cultural diversity and global education.  

9.8 Concluding Remarks 

Beyond “what” is taught in Nepal, debates about “how” content is taught in Nepal are 

also under-developed and emergent. For there to be vibrancy and dynamism within the 
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context of practice there needs to be an openness of pedagogical practice and debate. Basil 

Bernstein (1996) wrote that “every time a discourse moves, there is space for ideology to 

play” (p. 24). Recontextualisation takes place within and between both “official” and 

“pedagogic” fields, the former “created and dominated by the state” and the latter consisting 

of teachers in schools and colleges and departments of education (Bernstein, 1996, p. 48). 

These fields are constituted differently in different societies. In Nepal, with an under-

qualified teaching workforce and a culture of teacher compliance, the space for pedagogic 

debate has been muted. 

It was possible to see some gaps between policy and enactment in Nepal when it came 

to the expressed aims of civics and citizenship education. Tensions are common between 

those who perceive civics and citizenship education as a means of democratic deliverance 

and those who view it as an essential form of social control and socialisation (Cogan et al., 

2002). The latter conceptualisation has dominated in Nepal. Policymakers and curriculum-

makers might ought to be more open to the former characterisation. There is a rhetorical 

commitment to democracy and the nurturing of democratic citizens in the Nepalese policy 

documents, but democratic education promotes critical examination and real-life engagement 

with the pluralistic and dynamic community and societal structures and institutions. Rather 

than promoting the maintenance of social order and thereby deepening socialisation 

conditioning in students’ minds, true education for democratic citizenship education 

contributes to the questioning of ideological and political control and conditioning and foster 

active citizenship, social justice and a fairer and more equitable national polity and the world 

(see Ross, 2014, 2017). Nepalese textbooks do not currently do this. 

The disjuncture between democratic rhetoric and more compliant and passive reality 

is not something particular to Nepal; it is a shared policy and pedagogical challenge in much 
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of South and East Asia. For example, the tensions between the values of critical thinking and 

creativity versus stability and loyalty were clearly demonstrated in Christine Han’s (2009) 

discussion about ideological influence in her study on Singaporean education. By analysing 

educational policy and civics, moral education, and national education texts, Han found that 

Asian Values were underlined, which included respect and obedience to elders and authority 

figures and that Singaporean children should be inculcated with uncritical and absolute love 

for their country. She concluded that by de-emphasising critical questioning and practical 

experiences young people failed to experience opportunities to participate as citizens now 

rather than citizens in waiting. Accordingly, the goal of producing a workforce who possess 

the skills of critical and creative thought, and who can, therefore, face and mediate the 

challenges presented by globalisation, was unlikely to be realised (Han, 2009). Moreover, the 

prevailing educational model (which values passivity and uncritical obedience) would 

struggle to prepare citizens of moral and intellectual independence. How can students 

educated this way be expected to cope with the complexities of life in an increasingly 

complicated world? A similar diagnosis applies in Nepal. 

Nepal has in general endorsed democracy, political stability and a wave of economic 

reforms despite the political and economic stagnation over the last two decades. With the 

adoption of a new constitution in 2015, a wide-range of state powers have been devolved to 

the local levels of government within a federal structure. Nepalese education and curriculum 

reform will benefit from keeping up with these recent political changes, including the 

expansion of local democracy. These changes offer exceptional opportunities to improve the 

overall quality of education and students’ learning and in cementing and strengthening 

democratic reform. Indeed, political education, through civics and citizenship provision 

within social studies, can help to underpin and strengthen the establishment of democracy 

through the engagement of future voters. Nepalese policy analysts Thakur and Bhattarai 
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(2019), in an overview of Nepalese geo-political positioning and political and economic 

progress drew some cautiously optimistic conclusions: "In South Asia, Nepal is situated 

strategically to carry forward its independent stature. This is a sort of accomplishment, as 

modern ideas and aspirations are routed through such welcome changes" (para. 6). To realise 

the ambitions of recent reforms, Nepalese policymakers, CDC officials, teachers, parents and 

other stakeholders could beneficially come together to discuss, analyse and devise an 

inclusive curriculum that properly addresses Nepal’s homogeneity, social and religious 

harmony, inclusiveness and ambitions to achieve social cohesion, peace and unity in the 

country. This will be supportive of fulfilling the nation’s goal of developing informed, 

responsible and active citizens who possess the skills to think critically as local, national and 

global citizens.  
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391 
 

 

Appendix B Interview Schedule  

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 60 minutes) 

General Questions  

• How do you deliver your activities and lessons? And what resources do you use to 

teach social studies (teacher’s guide, images, lesson plan)? 

• Why do you think students find certain topics interesting and not others and which 

are those topics (with examples)?  

• What are the prospects/barriers/challenges to teach social studies in a school? 

What would most help you to teach social studies even better than you currently 

do? 

• Have you received any training opportunities to implement the social studies 

textbooks? What type of training do you require to effectively teach social 

studies? 

• What would be your suggestions/recommendations to improve the textbooks’ 

contents? 

National Identity and Democracy 

• What topics do you think suggest or promote the feeling of Nepalese national 

identity? 

• What do you see as the main purposes of teaching Civics?  
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• What works best as you currently teach C&C with your students? (i.e., engaging, 

successful, which prompts interest from students, which topics and activities stick 

in students’ minds) 

• When you explore topics like democracy or politics what kind of comments do 

you tend to hear from students? 

• How relevant are textbooks contents to develop active citizens as envisioned in 

the curriculum? With examples 

Cultural Diversity  

• Which ethnic or cultural groups have been prioritised/less prioritised in the 

textbooks?  

• How well are the geographical regions and their rituals have been represented in 

the textbooks? examples? 

• How effectively are minorities and culturally/socially marginalised populations 

prioritised in the textbooks? 

• How well are the festivals and cultures of various ethnic groups are represented in 

the textbooks? 

Global Education 

• What do students learn about the world outside Nepal from their social studies 

study? 

• Are you teaching your students to be global citizens? If so, how? 

• To what extent are students able to think about current affairs (international and 

Nepali) in their social studies lessons? 

• What do you think about the work of international agencies in supporting 

education in Nepal? 
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• In some western countries there is an emphasis on active citizenship, with students 

able to undertake community involvement and make a difference project. Might 

there be opportunities to do more of this in Nepal? If so, can you think of possible 

examples? 

 



394 
 

 

Appendix C Information Sheet for Teachers 

  

 

Exploring Civics and Citizenship education in Nepal: From Policy to Practice 

Information sheet for the research participants  

Invitation 

You are invited to participate in this research. The main purpose of the research is to 

analyse the intended role of the Civic and Political Education curriculum in Nepal in 

developing 9-14-year-old students’ democratic values, skills, and attitudes. Specifically, the 

study will analyse the relevant policies and policy drivers contributing to the development of 

the civic and political education curriculum through textual analysis of relevant government 

policies and textbooks and teachers’ perspectives. It will also determine how the relevant 

policies and policy drivers’ actions play out in the development and promotion of the 

curriculum and accompanying resources. This study is being conducted for the requirements 

of Doctor of Philosophy in Education by Mr. Rabi Shah under the supervision of Dr. Peter 

Brett and Dr. Damon Thomas of University of Tasmania, Australia from the Faculty of 

Education. Mr Shah 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. What have been the main policy drivers and national political, cultural and 

social factors at the macro context of influence contributing to curriculum 

reform in the context of civics and citizenship education in Nepal? 

FACULTY OF 

EDUCATION 
 

FACULTY OF 

EDUCATION 
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2. How are the themes of national identity and democracy, cultural diversity and 

global education communicated through the content of textbooks at the meso 

context of influence? 

3. What are the perceptions of social studies teachers with respect to the 

teaching and learning of national identity and democracy, cultural diversity and 

global education themes at the micro context of practice? 

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 Ministry of education and school administration have been informed about the 

project and consent has been given to conduct the research. 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? 

You will be invited to participate in an interview to express your opinions on the role 

of civic and political education in promoting democratic citizenship 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. 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.  

Are there any possible benefits from participation in this study? 

There is not any financial reimbursement or immediate benefits for participation in this 

research. However, your will get to express your opinions and views on school curriculum and 
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textbooks with an expectation that the outcomes of the research will help improve democratic 

citizenship efforts in Nepal.  

The outcomes of the research will bring potential implications in the field of 

curriculum and textbooks improvement. 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 March 

30, 2018 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 
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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 Rabi Shah. 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. 

Dr. Peter Brett 

Tel: + 61363243429  Email: peter.brett@utas.edu.au 

Dr. Damon Thomas    

+61 3 6324 3588  Email: damon.p.thomas@utas.edu.au  

Mr. Rabi Shah   

Tel: +61363243792   Email: rabi.shah@utas.edu.au 

Or,  

You can also contact the ethical committee which approved this research.  

mailto:peter.brett@utas.edu.au
mailto:damon.p.thomas@utas.edu.au
mailto:rabi.shah@utas.edu.au
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 “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 [H0016883].” 

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. 

  

mailto:human.ethics@utas.edu.au
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Appendix D Consent Form for Teachers 

  

(Consent Form)  

Exploring Civics and Citizenship education in Nepal: From Policy to Practice 

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. I agree to contribute 60 mins for this interview.  

4. The nature and possible effects of the study have been explained to me. 

5. I understand that the study involves answering an interview questions which will be 

audio recorded and that I will be offered the opportunity to review/amend/redact 

transcripts of my interview as appropriate.  

6. I am aware that I have every right not to answer some questions. 

7. I understand that copies of interview 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 to have been answered to my satisfaction. 

FACULTY OF 

EDUCATION 
 

FACULTY OF 

EDUCATION 
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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 March 30, 2018. 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  

 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. 
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 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 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 you to contact me to arrange time for the interview 

Name:  

Sign:  

Date:  

Contact details (Office only):  

 




