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1. EXECUTIVE SUMMARY

This is the executive summary of the Nepal Education and Human Resources

Sector Assessment. The initial draft of this assessment was completed in August of

1987 with subsector chapters on economic and financial analyois, education system

management, primary education, secondary education, teacher education, technical

and vocational training, nonformal education, and external assistance. The initial

draft was revised and edited in the U.S., and then reviewed, revised. and approved

in Nepal during February 1988. This is the final version.

This work was performed with the guidance of a Steering Committee selected

by the Ministry of Education and Culture (MOEC). It was jointly sponsored by His

Majesty's Government (HMG) and the United StR'.es A~ency for International

Development (USAID) Contract No. DPE-5823-C-00-4\>13-00. The USAID contract

provides funds for the Improving the Efficiency of Educational Systems (lEES)

Project, a ten-year effort to enhance local capabilities for the more efficient use of

educational resources in several developing countries.

The Steering Committee members are listed in Annex 1.1. The eleven members

of the joint Nepalese-U.S, team that prepared the draft report at Kathmandu,

between June 10 and August 14, 1987, are cited in Annex 1.2. Each chapter was

reviewed by professional educators assigned by the MOEC. The individuals who

performed this task are listed in Annex 1.3. The information for this document is

based on interviews in Nepal with numerous knowledgeable and experienced Nepali

edl'::ators, a review of over 230 relevant documents and reports, and the guidance

of the members of the Steering Committee. The relevant interviewees and

bibliographies are cited in annexes to the individual chapters.

The long-term objective of this sector assessment is to assist HMG with the

more efficient allocation of government and external assistance agency resources

throughout the education sector, and to identify ways to develop local capacities to

continue this improved approach to the allocation of resources. To achieve this

long-term objective the assessment identifies needs, strengths, and constraints

within each subsector, and makes data-based recommendations for the more efficient

use of resources to achieve HMG's goals.

The general context for the education sector is set forth in Section 1.1, and a

number of policy concerns are identified in Section 1.2. In Section 1.3 there is a

synthesis of the recommendations of the subsectors, and Section 1.4 presents the

subsector recommendations from each chapter.

1 - I

•



A preliminary synthesis of the subsector recommendations and a draft report of

all chapters were reviewed by the Steering Committee and the team members during

the week of August 7-14, 1987. Bas~,d on the review, an expanded and more

detailed revised report was prepared, reviewed in Kathmandu, and then presented to

the Steering Committee on February 5, 1988. It was approved at this time.

Several general comments arc in order as part of this introduction. The

educational system has efficiencies as well as inefficiencies. For example, the Adult

Education Section of the MOEC employs a very efficient method for using its

limited resources to provide literacy training to adults. The number of years of

formal schooling it takes to produce a single primary school graduate, however, is

high as a result of repetition and dropout rates.

There is a great deal of educational innovation and it is encouraged at every

level. For example, the Primary Education Project has had success with clustering

schools around a resource school. A variety of inservice teacher training program!)

is in operation. Some have been developed by externally funded projects and others

by the MOEC. All include innovations adapted to the Nepalese context. The

results of the sector assessment indicate a need for quality improvement throughout

the system, and for incorporation of successful innovations.

The MOEC's decision to focus on primary education is appropriate. There are

plans to provide universal primary education by the year 2000 A.D. The current

strategy under consideration to meet this goal is very expensive and may need

revision.

The focus on primary education should not exclude consideration of related

needs for secondary education. The implementation of an expanded primary system

will place heavy demands on the secondary system within a few years. These

should be anticipated and planned for.

Two areas in need of further study impressed the sector assessment t.eam. The

first relates to the costs and financing of higher education. Although an

examination of this subsector was not within the scope of work for this assessment,

the sector-wide data collected and the political events at the University during the

summer of 1987 indicate a need for both further study of the unit and cycle costs

of higher education and possible additional sources of finance.

The second area for which the team noted a need for further study is with

regard to the costs and likely outcomes of the selected approach to technical and

vocational education. There is no question of the need for a larger and better

trained workforce. There is some concern, however, that the costs of the selected

approach may not have been fully examined.

I - 2
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1.1 CONTEXT

Formal education is the responsibility of the MOEC. The system, which is

decentralized into the 75 distr:cts, is coordinated and managed from the MOEC's

offices at Kathmandu. Although considerable progress has been made in the last 25

years, management of the MOEC could still be improved.

In May of 1987 HMG made a commitment to a basic needs approach to

development. This includes a decision to meet Asian standards for basic education

throughout Nepal by the year 2000 A.D. This means that there should be universal

access to primary education in a little over a decade. The MOEC currently reports

a gross enrollment ratio of only 77 percent for primary students.

The serious economic situation facing tile country means there may not be

sufficient funds to meet the goals set forth by HMG. This is further complicated

by a government decision to encourage the education sector to secure its own

financing, from sources other than government, for its programs.

1.2 POLICY CONCERNS

A major goal of the lEES project is to help nations reformulate policies to

improve the efficiency of their education systems. While the following chapters in

this document address each subsector, this executive summary synthesizes results

across all subsectors. This particular section briefly summarizes seven areas of

policy concern identified by this sector assessment.

1. Planning and Management Capacity. Strengthening of planning and

management capacity is needed throughout the sector to enable individuals to

develop appropriate and realistic strategies to meet sector goals. This would also

help the MOEC to better utilize internal resources and external assistancf, in

support of educational activities.

2. Instruction. Significant resources are already being devoted to improving

educational processes. There are serious concerns, however, about the amount of

learning actually occurring. There is a need for more attention to the instructional

process to improve its quality and efficiency. The data from this assessment

suggest that a multi-faceted approach to improved instruction would be most

effective.

I - 3



3. Data COIII~CtlOIl and Analysis. The availability of more reliable and

current data, and the increased capacity to perform timely analyses, would improve

data based plannin,g and decision-making throughout the sector. The basic

procedures for collecting and analyzing data already exist and could be improved

easily. Both short-term and long-term training in data analysis could be considered.

4. Decentralization. Much of the formal education system is decentralized,

but there is a pressing need to clarify roles and procedures surrounding decentrali

zation. Unlike many ('~,untries that are just beginning to consider decentralization,

Nepal has a history which provides good data for policy analysis and policy

reformulation in this area, and an excellent foundation upon which to build.

S. Quality Control of Educational Activities at All Levels. There is a limited

communications infrastructure, a lack of clarity regarding where responsibilities lie,

a supervisory structure that is undergoing significant change, and variability in

student attendance and teacher qualifications. This means that there are few

mechanisms to control the quality of education at all levels. This is especially so

in the primary and secondary schools. Insti tu ting proced ures to iden tify obstacles

to quality could provide valuable information to guide future investments in support

of improved learning.

6. Educational Financing. Educational activities are financed from a wide

range of sources, many of which appear to have been underestimated in the past.

A better understanding of the sources and magnitude of available resources for each

level in the formal system (primary, secondary, higher, and technical and vocational

education) would support the development of more feasible plans.

7. More Effective External Assistance Agency Support. The MOEC is

fortunate to have a number of external assistance agencies which support some of

its activities. There needs to be a better balance between the short-term needs of

external assistance agencies and the long-term goals of HMG and the MOEC.

1 - 4
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1.3 SYNTHESIS OF RECOMMENDATIONS

A pictorial overview of the synthesis is shown in Figure I.l on the following

page. This figure shows the relationships among the following components of the

synthesis: the overall goal of HMG to meet the basic needs in education by the

year 2000 A.D., five sub-goals in support of this long term goal, and eighteen action

recommelldatiolls derived from this assessment to support sub-goals in the short

term and the overall goal in the long-term. This is a synthesis of the team's

findings and major suggestions for selected actions that will have the highest payoff

in the education sector. It is not, however, meant to be an implementation plan for

all activities in education.

The overall goal of HMG for education is to meet the basic needs of the

people (If Nepal by the year 2000 A.D. The program to attain this goal is set forth

in the Seventh Plan and the Basic Needs document. The most challenging aspect of

the basic needs plan, for the education sector, is to achieve universal primary

education. This synthesis emphasizes achievement of sub-goals in support of this

major goal, and specific action recommendations to support each of the five

sub-goals.

The five sub-goals identified that would mos~ efficiently and effectively

support the overall goal in Figure 1.1 are the following:

1. Better Administration and Management

2. Expanded Access to Primary Education

3. Improved Primary School Instructional Quality

4, Broadened Funding Base

S. Enhanced Post-Primary and Employment Opportunities

Each of the eighteen action recommendations supports one of the five

sub-goals shown in Figure 1.1. All of these actions recommendations are based on

data presented in the subsector chapters. These sub-goals and their associated

action recommendations are discussed below.

SUB-GOAL 1: BETTER ADMINISTRATION AND MANAGEMENT

The limited resources in the education sector, even assuming increased support

from HMG, peoples' participation, and external assistance agencies, will still require

better administration and management to ensure efficient allocation for their

max.imum utilization and effectiveness (Sub-Goal 1).

1 - 5



GOAL

F~'gure 1.1

Overview of Synthesis

SUB-GOALS ACTION RECOMMENDATIONS

['"
Develop Overall BDllc Plan

1. Better Administration 1.2 Expand and Improve Data Baaes
and Management 1.3 Assell Current Staff Capabilitie.

1.-4 Provide Trainlni

2.1 Expand Access for Undenerved
Group., Especially Girl.

2. Expanded Access to 2.2 Improve Teacher Allocation

Primary Ed'Jcation 2.3 Continue Plan. to E.tablish New
Schools

C·'
Elaborate Present Curriculum

Basic Needs 3. Improved Primary 3.2 Improve Instructional Material.
by the School Instructional 3.3 Coordinate Teacher Education with
Year 2000 A.D. Quality Curriculum

-4.1 Reallocate HMG Resource. More
Efficiently

4. Broadened Funding -4.2 Expand People.' Participation

Base -4.3 Identify Appropriate External

Assistance

6.1 Improve and Expand Skill. Trainlni
6. Enhanced POlt-Primary 6.2 Expand Adult Education

and Employment 6.3 Enhance Quality of Secondary

Opportunitiel Education

6.-4 Facilitate Private Second&ry School
Expan.ion

6.6 Maintain Standard. Cor Public and
Private Secondary Education
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Action Recommcnda tlon lot: Dcvelop Overall Basic Plan

For education sector activities to be managed efficient.lYt the first step should

be the preparation of a detailed implementation plan which includes all actions

required for attaining HMGts objectives in the sector. This plan should specify all

activities to be implemented, and the financial and human resources needed to

support them. The plan then can guide the allocation of all resources to make the

best U3e of all funds in the sector. This synthesis contains suggestions for some

components of such a plant but it should be understood that it is not suggested as

HMG's overall planning document. The kind of !'llan referred to as needed in this

recommendation is a fully operationalized plan based on current HMG education

sector goals.

Action Recommendation 1.2: Expand and Improve Data Bases

Planning in every subsector is hampered by a lack of timelYt relevant t and

accurate information. Quality information on status and resources, as well as

feedback for monitoring and evaluation of projects and activities, is needed

throughout the sector.

Action Recommendation 1.3: Assess Current Staff Capabilities

Although most of the staff in the sector are well qualified. there may be some

specific training needs in the central staff and some serious needs at the school,

Headmaster, District Education Officer, and inspectorate levels. These needs, with

an emphasis on skills and knowledge required, rather than on formal qualifications,

should be addressed as soon as possible.

Actiml Recommendation 1.4: Proyide Training

Needs identified in management and administration should be promptly

addressed with in-country training using existing programs and institutions whr'''ever

possible. This reduces costs and strengthens the training capacity of national

institutions.

SUB-GOAL 2: EXPANDED ACCESS TO PRIMARY EDUCATION

Expanded access requires much more than the construction of additional school

buildings. It also requires strategies for using these buildings in a systematic and

efficient way, as one of many components of the education system. For example,

this might emphasize more participation by girls and other under-served groups, and

the better use of teachers (Sub-Goal 2).
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Action Recommendation 2.1: Expand Access for Under-Served Groups,
Especially Girls

The planned expansion of access should be phased, to the greatest extent

possible, so that the needs of presently under-served groups are met first.

E:'!.isting imbalances in access for girls and for other under-served groups should be

red uced as early as possi ble.

Action Recommendation 2.2: Improve Teacher Allocation

As explained in detail within the primary education chapter, more effective

access could be achieved by the improved allocation of currently available teachers.

Allocating newly trained teachers on this same basis would also produce additional

savings in teachers' salaries as well as increases in access.

Action Recommendation 2.3: Continue Plans to Establish New Schools

The issue of allocation and location of new schools is not addressed directly in

the assessment, as HMG already has plans for this activity. It is cited as an

important step, however, to emphasize the critical role of school location planning

for efficient control of expanded access and for reducing access imbalances.

SUD-GOAL 3: IMPROVED PRIMARY SCHOOL INSTRUCTIONAL QUALITY

It is important that an urgent program to expand access not cause a reduction

of educational quality. Expanded access should be accompanied by strong efforts to

maintain instructional quality (Sub-Goal 3).

Action Recommendation 3.1: Elaborate Present Curriculum

The present curriculum could better influence the preparation of instructional

m?terials, and the conduct of ~lassroom activities, if certain aspects of it were

more refined. The existing teaching objectives could b~ improved by greater

specificity of the behavioral outcomes expected, the amount of curricular content

allocated to each grade level, the scope and sequence of the material to be taught,

and similar characteristics.
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Action Rccommcndatlon 3.2: Improve Instructlollnl Malcrlals

Investments in textbooks have been identified in many developing countries as

the single mnst cost-effective investment at the primary school level. Re-design of

SOule of the current textbooks, based on the elaborated curriculum suggested above,

could improve achievement without any significant increase in the cost of producing

and de1iv~ring textbooks. (Any development costs would be incurred on a one-time

basis.) Improved textbooks could be accompanied by revised teachers' guides to

make the textbooks even more useful to those teachers with limited training and

classroom experienGe.

Action Recommendation 3.3: Coordinate Teacher Education with Curriculum

Some teacher education is reported to be overly academic and not related to

the realities of classrooms, especially to those in poor and/or remote areas. It

would be very effective if preservice and inservice teacher education were more

closely coordinated with revised textbooks, and especially with revised teachers'

guides. Teacher education could thus focus more closely on the exact knowledge

and skills needed for effective classroom performance.

SUB-GOAL 4: BROADENED FUNDING BASE

A universal primary education program requires large increases in funds, and

for this the current funding base is not sufficient. A broadened funding base,

involving increased participation of local communities to an even greater extent

than at present, is required over the next decades (Sub-Goal 4).

Action Recommendation 4.1: Reallocate HMG Resources More Efficiently

A rr.current theme throughout this assessment is the importance of the more

efficient u')e of existing resources. In order to attain universal primary education,

of course, there will have to be considerably more financial and human resources

allocated to the education sector. Equally important, however, is the need to use

both current and additional resources in the most efficient ways possible. The

overall development plan referred to in Action Recommendation 1.1, for example,

would enable planners and policy-makers to have an overview of all needs. With

this overview, they would be able to reallocate available resources from less

important areas to those that are more important. External assistance agency

funds, for example, could be shifted from less cost-effective uses to more highly

cost-effective applications.
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Action Recornme~ldfttlon4.2: Expand Peoples' Participation

The continued and expanded !;upport of local communities for financing

education will be required to achieve universal primary education. This

participatory mechanism is already in place in Nepal, because local communities for

a long time have been contributing to education by providing school buildings, part

of teachers' salaries, textbooks, uniforms, and other related ite~.1S. The level of

this participation will have to be expanded. however, for universal primary education

to be achieved.

Action Reccmmendatlon 4.3: Identify Appropriate External Assistance

External assistance has long been a major component of the support for

education, and its continuation will be important. A strengthening of the

relationship betwccn extcrnal assistance applications and cducation scctor needs can

make even morc efficient usc of these important funds.

SUB-GOAL 5: ENHANCED POST·PRIMARY A~D EMPLOYMENT OPPORTUNITIES

Univcrsal primary education will make available a large number of primary

school lea vcrs read y to contri bu te to na tional social and economic growth. To

anticipate this readiness for gainful employment, and for the consequent pressure on

secondary schools and other post-primary training and employment possibilities,

early attention of HMG should be directed to enhanced post-primary ...nd related

employment opportunities (Sub-GoalS).

Action Recommendation 5.1: Improve and Expand Skills Training

The developmeo"" of the modern sector, as well as the agricultural sector,

requires a sufficient supply of manpower with appropriate skills. Training for skill

areas tied closely to projected manpower demand~ will require careful planning

because of the relatively high costs of technical and vocational training. It is

important to have some such tralning opportunities available to primary school

leavcrs.

Action Recommendation 5.2: Expand Adult Education

The Adult Education Section of the MOEC has developed a very effective set

of literacy materials. Adult education is a highly leveraged program because these

materials are widely used by many government and non-governmental agencies.

Expansion of this program would contribute to sub-goal five, since literate adults

are more likely to be employed.
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Action Recf mmcndatlon 5.3: Enhance Quality of Secondary Education

The quality of secondary education can be improved by several measures

described in the secondary education chapter. A secondary education system that

helps prepare students for the workforce would be more attractive to primary school

lea vcrs, and also would contribute to national social and economic growth.

Measures to improve the examinations system could inc.:lude steps such as separating

the School Leaving Certificate examination from its present dual purpose of a

certification examination for secondary schools and an entrance examination for

higher education. Other action recommendations in the secondary education chapter

relat~~ to improving instructional quality and decentr'llizing financing.

Action Recommendation 5.4: Facilitate Private Secondary School Expansion

Universal primary education will place considcrahle pressure on the limited

secondary education facilities. HMG plans for the private sector to meet this

increase in demand. One way to do this would be to encourage this expansion by

developing guidelines for establishing new private schools, thlls fadlitating this

priva te sector growth.

Action Recommendation 5.5: Maintain Standards for Public and Private
Secondary Education

In order to maintain quality control of the expanding secondary school system,

which is certain to grow following universal primary education, steps will have to

be taken to monitor the instructional processes as well as the outputs of these

schools. Accreditation based on standardized teacher skills, facilities, instructional

materials, and student achievement would be one way to maintain !::tandards.

1.4 SUMMARY OF SUBSECTOR RECOMMENDATIONS

This section presents all of the recommendations from each sub~ector chapter.

Data to support these recommendations are given within the individual chapters.

ECONOMIC AND FINANCIAL RECOMMENDATIONS

These recommendations are based on the evidence and con~Iusions in Chapter 2

and are consistent with the recommendations made by the National Education

Committee (1983) study, The Effects of New Trends in Educational Financing on the

Plan Objectives, Equity, Quality, and Efficiency. Chapter 2 recommendations are
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new and more specific with respect to the financing of primary education, and

regarding budgeting priorities. In general, both studies arc consistent with respect

to their overall recommendations.

Budgeting to Improve Ailocatlve Efficiency

The economic and financial analysis has focused on ways to increase the

contribution of education to raising per capita income. Based on education's

contrihution to economic growth and industrialization worldwide, and on the best

estimates that can be made in Nepal (Section 2.8.4), it is concluded (Section 2.8.1)

that there can be high payoffs by increasing the investment in primary and lower

secondary education. This offers guidance in that new budget increments do not

have to be made on an ad hoc or ext~rnal assistance agency interest basis, but

should be made where the returns are greatest in relation to the costs. Depending

upon the validity of the assumptions, the rates of return to investment in primary

education in Nepal, which include the contribution it makes to agriculturai output,

may well be over 100 percent, returns to lower secondary 29.1 percent, to secondary

7.5 pen.:ent, and returns to different university programs vary between 8 and 21

percent. Even if the assumptions for these rates of return arc not totally valid,

there probably still is a sound economic justification for supporting the rapid

achievement of universal primary education as part of a balanced domestic

investment strategy and as already set out in objectives of the Basic Needs

Strategy, and for seeking to attract external assistance agency interest to help with

this aspect of the strategy.

RecommendatilHI 1. Since the evidence shows taat the highest growth payoff

is to primary and lower secondary education, the goals of faster per capita

economic growth as well as more equitable distribution through greater equality of

educational opportunity can both be served simultaneously by relatively more rapid

increases in investment here.

Such a policy does not cause a conflict between efficiency and equity, but

instead serves them both. Primary and lower secondary education also is highly

correlated with the amount of learning through experience on-the-job by craftsman

and in industry, and is a key part of a balanced investment strategy that best

develops the kinds of human resource base most needed for industrialization.
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Improving Educational Financing

Recommendation 2. To reduce the inefficiency associated with high drop-out

rates at primary and lower secondary, the current grants-in-aid system that

reimburses teachers' salaries directly should be rep/.aced by a school aid formula

more clearly based on the average daily attendance (ADA) of children in the school.

This school aid formula furthermore needs to have two additional features:

1. A provision that matches all funds per child in ADA that are raised
locally by the school tax on property (or some other non-regressive tax
handle) so that the local panchayats have an incentive to support the
sch001s.

2. A provision that provides a floor level of expenditure per child in ADA,
since some districts have little or no local property.

This recommendation has implications for encouraging local initiative in

education with a degree of involvement of local bodies in educational planning,

monitoring, and financing. The next step would be to undertake more detailed

study of this proposal, for example, of the method of verifying ADA in the sc.nools

for some unannounced sample period during the end of the term and the method for

determination of the floor-level of expenditure per child in ADA to be guaranteed

by the Central Government.

Recommendation 3. The Ministry of Education and Culture, in cooperation

with the Ministry of Finance, should form a joint committee or task force to

recommend specific workable ways to give local primary and lower secondary schools

an independent and non-regressive revenue base that encourages higher retention

rates and higher quality in the local public schools.

To finance the universal primary education under the Basic Needs Strategy,

and to encourage local initiative, an independent and stable source of revenue for

the local schools needs to be designated in addition to what the Central Government

wHl contribute. The designated source needs to be realistic and equitable, and

therefore should not permit the taxing of only the poorest persons in each village.

Education is an investment in the economic growth of the nation, and not a

consumption benefit to the parents. The parents do not benefit from the education

but instead reduce their consumption by forgoing the production of their children in

farming and work at home while they are in primary and lower secondary schools.

This is a large burden on the parents in subsistence agriculture, and a major cause
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of the high drop-out rate. What specifically can be done needs to be worked out

by such a joint committee, of course, but if the experience in other countries is

any guide, this is a matter in which the MOEC needs to take the initiative.

One possibility would be to designate and expand the scope of the urban

property tax based on the value of urban and rural real estate including all larger

buildings. The local panchayats could be encouraged to vote a separate "millage

rate" (Le., an extra percentage added to a tax already being levied) that is

designated for the exclusive use of education. These funds could then be turned

over to the local primary and lower secondary School Management Committee.

These funds would need to be provided only on the condition that they be used to

replace any primary or lower secondary fees still charged locally and which

encourage drop-outs. They could also be used to cover building costs, the 25

percent of lower secondary salaries that must be covered at the local level, and to

improve quality. This would give the local panchayats some initiative, and an

interest and a capacity to help i:nprove the efficiency and quality of the local

schools.

Authority to do this already exists under the Decentralization Act of 1982. No

local panchayats have used this option, however, in part because the value of urban

and rural structures (for example) has not been clearly designated as the "tax

handle." The scope of such a real estate tax would need to be expanded to be sure

that it included the value of all new urban and rural structures not now on the tax

rolls.

Improving Allocative Efficiency

The most important and basic requirement for efficiency in human resource

development for industrialization as a whole has been addressed by Recommendation

I above. The most basic requirement is to have a broader base of literate, train

able labor available to agriculture, small business, and industry. There also is a

need for advanced technical manpower in areas where Nepal has a longer run

strategic advantage, such as hydroelectric power, irrigation, and tourism, and a

strategic need for efficient managers in the public and private sectors.

Beyond this there must be developed intermediate skills of all types. Many of

the costs of doing this are developed in the section on costs (2.6) above. Good

current data exist on the returns to the major levels and types of education and in

the different types of employment (industry, civil service, agriculture, etc.). When

the 1986-1987 Household Budget Survey data are available they will provide further

information on the return to investments in education at all levels.
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The MOEC is fl1ced with competing demands from many different subsectors of

education. Most programs usually want more resources, and it is very difficult to

manage these competing demands and to make decisions on the basis of what is best

for economic growth and widescale employment as called for by the Seventh Five

Year Plan. For an objective source of facts relevant to budget decisions, an

independent, comprehensive data source and a stronger analytical capability is

needed in the MOEC.

Recommendation 4. The MOEC should develop access to independent sources

of data such as the 1986-1987 National Household Budget Survey, tracer studies, and

national manpower surveys, and further develop its capacity to analyze these

sources for help in decision-making based on the returns to education, thereby

helping the education sector investments relate more closely to the needs of the

economy. Such data would permit refinements to current estimates of social rates

of return for the different levels and types of education. This also would provide

independent evidence about returns in relation to costs, where the shortages are

most acute, and hence where the relative increments arc most needed for the use of

scarce resources among competing programs.

Recommendation S. With respeCl to over expansion of separately tracked

secondary schools offering training in r,'arrowly defined specific skill areas, caution

should be used.

Recommendation 6. Continuing emphasis should be given to providing special

incentives and facilities for encouraging women's increased participation in

education. Women are an underutilized resource in the nation. Their potential

contributions to industrialization, business skills, teaching, and ~he professions are

being underutilized. The education of women through the lower secondary level also

can make significant contributions to reduced population growth.

In conclusion, the above six recommendations show that the economic evidence

on the relative contributions of different levels and types of educatioll to per capita

economic growth can offer a great deal of insight and guidance to efficient and

equitable resource allocation in developing the nation's large human resource base.

However, there are also insights into the future about long run strategies related to

comparative economic advantages such as in hydroelectric power, irrigation, and

tourism, that need to be taken into account in developing the highly skilled

manpower needed to support these areas.
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EDUCATION SYSTEM MANAGEMENT RECOMMENDATIONS

The following recommendations, which are listed in priority order, focus on the

major concerns related to management of the education system. They are derived

from the analysis of needs, constraints, and conclusions set forth in Chapter 3.

Recommendation 1. Improve coordination betwef'!: dlstlng data collection and

analysis activities. A major result of this improvement will be enhanced support for

more informed policy development by the MOEC, and for better work by the

Planning Division. The consolidation and sharing of current data collection and

analysis will make more efficient use of staff and personnel now working

independently on these activities. More fully coordinated collection of data will

also enable the MOEC to function more effectively with any agency concerned with

manpower planning.

This coordination should include authority for data collection, so that District

Education Offices will be compelled to submit their data forms on time.

Coordination should include data sharing and cooperation with regard to data

collection. This way, schools' evaluation and routine st~tistical data could be used

by either unit. Also, the present duplication of data collection will disappear and

cost savings will be realized.

Implied in this recommendation is an analysis of staff skills, and the providing

of any necessary training. Based on informal discussions, training in data analysis

and reporting is likely to comprise an area of need. Also, additional hardware and

software may be needed.

Recommendation 2. Decentralize more administrative tasks and responsibilities.

More delegation of responsibility is necessary for the improved management that

will be required for current tasks of the MOEC as well as for the management of

the complex goal of attaining universal primary education by the year 2000 A.D.

Staff at the middle and lower levels must have clearly defined areas of

responsibility, within which they feel free and responsible to make decisions. This

will require endorsement and implementation from the highest levels in the MOEC if

it is to be successful, and it also implies the surrender of some influence at the

higher levels in the organization.

At the k ...el of the District Education Offices, and the schools within their

jurisdictions, there should be less dependence upon higher administrative levels for

decision-making within certain well defined bounds. The type of change that would
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improve classroom management, for example, would be to allow headmasters to

dismiss temporary or permanent teachers not fulfilling their teaching obligations.

As part of the process to encourage more local participation in this decentral

ization, the MOEC could monitor the amounts contributed by the local communities.

The levels of local contributions could be used to guide the payment of central

contributions, with more funds going to those communities that give more local

support. Also, this information could be used to give public recognition to

communities that support their schools most generously.

Recommendation 3. Strengthen the Programme and Evaluation Section of the

Planning Division. The Programme and Evaluation section should maintain close

contact with all external assistance agencies operating in Nepal, and keep these

agencies informed of HMG's priorities in the education sector. When presented with

data-based identification of needs in the education sector, most external assistance

agencies will be willing to modify their own priorities to best meet the development

needs of Nepal. Such coordination also will avoid duplication of activities among

these agencies, thus making more effective use of this major source of funds in the

education sector.

Because of the need to meet the universal primary education target, the MOEC

should make additional personnel commitments to the section reslJonsible for this

task. Achievement of this task will also be assisted by the improved data that will

be available from the implementation of Recommendation 1, and will be helped by

the better planning that these data will allow.

Recommendation 4. Improve staff incentives by relating rewards to effective

performance. The performance evaluation system must reward effective performance

of individuals if the education management system is to function effectively as a

whole. "Effective performance" has to be clearly defined to include individual

behavior that enhances system efficiency. An extreme example is the problem with

teacher absenteeism, which is reported to occur at alarmingly high rates in some

schools. If teachers were not paid when they did not report to school and remain

through the day, absenteeism would decrease. This might not ensure effective

teaching, but it would be a step in the right direction.

In addition to financial awards, public recognition of outstanding performance

can be a strong motivator for effective performance if everyone und~tstands the

basis for making the awards. Such awards made on the basis of personal
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friendships, for example, arc relatively meaninglcss when compared to those made on

the basis of outstanding contributions to education.

Recommendation 5. Reduce staff turnover. Policy changes can be made that

will reduce staff turnover, and will result in more effectivc performance. One

example of such a policy change wou:d be to shift some of the key positions in the

MOEC from thc administrative cadre to the technical cadre. The District Education

Officers would be a good example of the type of position that could be shifted.

Othcr policy changes could focus on improving the incentive system, liS cited in

Recommendation 4, so that remaining in the MOEC becomes a more attractive career

for the individuals who might otherwise seek better opportunities outside the

Ministry.

Recommendation 6. Conduct a training needs analysis. A training needs

analysis should be conducted to identify any lack of knowledge and skills among the

central staff of the MOEC, the District Education Officers, the inspectors, the

headmasters, and the teachers. As stated in this chapter, qualifications are less a

problem than lack of incentives for the central staff. Nevertheless, there may be

some sections with personnel who require training in specific areas. With respect

to the District Education Officers, inspectors, and headmasters, however, therr

seems to be general agreement that many of them lack the skills and knowledge

required for the effective performance of their duties. (The needs for teacher

training are covered in Chapter 6.)

This training needs analysis should not be based on a survey of formal

qualifications, but instead should be based on an assessment of actual knowledge

and skills possessed by the individuals. For positions where there are large numbers

of incumbents, such as District Education Officers, inspectors, and headmasters, a

sampling of the total pool would be sufficient to identify generic training needs,

thus reducing the costs and time needed for such an analysis. One outcome of this

analysis might be a transfer of staff within the MOEC so that knowledge and skills

are more closely related to job requirements. Another possible policy option that

might result from implementation of this recommendation could be the establishment

or adaptation of a tra ining institution for MOEC administrators, depending on the

training needs identified (see following recommendation).
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Recommendation 7. Train staff with on-site programs, using existing Institu

tions, In specific areas Idcntlt'led by the training needs analysis. In order for the

training to be cost-effective, it should all be done in Nepal. In addition to savings

in travel and related costs, on-site training is less attractive to individuals who

want to attend training programs for non-professional reasons.

Whenever possi ble, existing programs should be used as the first choice. There

arc a variety of programs cited in this chapter that might be considered at the

MOEC itself, the Ministry of General Administration, the Nepal Administrative Staff

College, and the Faculty of Education at Tribhuvan University. If existing training

programs are not available to meet the identified needs, then the second choice

should be the modification of existing programs. The third choice should be the

setting up of new programs to suit these needs, but thir. should be done withia

existing in-country institutions and using available local instructors whenever

possible. This not only is a three-step approach which minimizes training costs, :"ut

it also builds in-country training capabilities. Out-of-country training should be

used only when none of the above three types of training are available.

Out-of-country training is very expensive. Even if the funds for such training are

loaned on a concessionary basis by external assistance agencies, it involves training

which is often not suited to the local setting with respect to content and cultural

sensitivities, and it does not contribute to the strengthening of local training

institutions.

Finally, the training programs should use competency-based evaluations for

course completion. Certification should be based on the demonstrated acquisition of

skills and knowledge and not on class attendance. This implies a specific

development of a curriculum in terms of objective behavioral outcomes related to

job performance, and less emphasis on theory and overly academic instructional

content. The objective of each program should be to improve job performance of

course completers, based on the skills and knowledge identified by the training

needs analysis advocated by Recommendation 6.

PRIMARY EDUCATION RECOMMENDATIONS

To achieve universal primary education by the year 2000 A.D., the government

has decided to: (1) ass'lre universal access to schools for all children; (2) promote

universal enrollment of all children; (3) promote universal retention of all children

through Grade 5; and (4) improve the quality of primary education. This demands
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careful planning and efficient use of resources if these objectives are to be

aehieved. The following recommendations are not exhaustive; they do not address

every r.rea of need in primary education. Rather, they recognize that resource

constraints will not allow the government to act simultaneously in all areas of need,

but instead that the government must emphasize those areas where the investment

of limited resources is likely to have the greatest impact. The recommendations

assume that improving the quality of instruetion is key to mcc:ting many of these

objectives, to encouraging out-of-school children to enroll in school, and to

reducing drop-out and repetition rates. When children and parents believe that

children are becoming proficient in reading, writing, and arithmetic through high

quality instruction, then children will be motivated to come to school and stay

through the primary cycle.

As mentioned earlier in this chapter, improving the quality of instruction will

require multiple interventions. These include the ir.lprovcment of instructional

materials, the training of teachers, the development of a professional support

network for teachers and other teacher incentives, and enhanced financial and

educational community support for schools. Such multiple interventions present the

government with an overwhelming task. Therefore, these recommendations identify

strategies that are believed to be the first and most critical step to improving the

quality of education. They identify the improvement of instructional materials as

the most crucial need of primary education and recommend that resources first be

allocated to meeting this need. Teacher training and support become effective when

teachers have quality materials with which to work. The recommendations then

identify ways to improve the administrative support system and to encourage local

initiative in seeking ways to expand primary school enrollments. There is also a

suggestion for ways to reallocate resources to finance the earlier recommendations

and a final recommendation for more extensive use of data analysis and policy

studies to support the plannl-~ and policy making process.

These recommendations identify priority areas for government action. This

does not mean that other areas such as teacher training (also addressed in Chapter

6), the improvement of physical facilities, or the provision of incentive systems to

out-of-school children, are unimportant but rather that they can be more effectively

accomplished once these priority recommendations ha ve been implemented.
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Improvcd Educational Materials

Rccommcndatlon 1: Dcvelop the specific skills, attltudcs, and knowledge to be

Icarncd by primary school children, bascd on the gencral objectives of the primary

curriculum. The primary curriculum presents broad outlines of what is to be

covered in Grades 1-5. Specific steps in the form of detailed, sequential objectives

related to skills, knowledge, and attitudes now need to be developed to support the

curriculum. The specific objectives should bridge the gap between the general

objectives and the textbook material and activities. These specific objectives, in

fact, are needed to make the textbooks or other instructional materials more

effective for helping children develop basic literacy and attain the other objectives

of the curriculum. The language arts and mathematics curricula require special

attention since they form the core of the literacy skills. The task is complex

because it involves the application of theories of learning, cognitive development,

and curriculum development to the achievement of these objectives. Once these

objectives are specified, they can serve as the basis for the preparation and

revision of instructional materials which will expand students' opportunities to learn.

Recommendation 2: Develop Instructional materials that are self-directing for

teachers and/or students. This should be undertaken upon completion of

Recommendation 1. The implementation approach should be incremental. In the

first step, more directions could be added to the existing textbooks either as

footnotes for teachers or by identifying learning objectives in the body of the

textbook and in the introduction to the student exercises. Grammar and skill

instruction in language arts could even replace some of the student eJC.ercise

material. Future steps could involve development of alternative formats that would

provide more self-directing materials. These might include the following:

instructional guides for teachers, self-instructiooal workbooks for students, or

various combinations of these for use with the existing textbooks. Attention should

be given to designing materials that will facilitate instruction and learning in Grade

I, particularly the learning of sounds, letters, simple words, and numbers. Such

materials would increase the efficiency of instruction in Grade 1 and thereby reduce

the time needed to cover the curriculum and the tendency of many students to

spend two years in Grade 1. Quality Grade I instructional materials are essential

for reducing the high repetition rates at this grade. Materials development should

also recognize that many schools have multi-grade classrooms and that within all

classrooms students demonstrate a wide range of abilities. At present, it is felt

that materials are designed for the average student.
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Expcricncc in other devcloping countrics hus shown that incorporating a few

basic principles of instruction in learning materials produces significant gains in

achievement. Thesc kinds of instructions include: requiring active student

participation, giving immediate feedback to students on the correctness of rcsponses,

dividing learning tasks into meaningful units, providing appropriate examples, and

allowing oPPol·tunities for practice. Incorporating these principles into the

development of well-designcd instructional materials can help make teachers more

effective. Such materials arc especially needed when teachers arc untrained and

undertrained.

Recommendation 3: The cost of printing and distributing revised and/or

additional Instructional materials should not e,:ceed the amount currently spent for

providing (ree textbooks. This means that less expensive ways need to be found to

produce more materials. There arc a number of ways to do this. The following

suggestion can serve as an example for further discussion.

The MOEC is planning to renew cfforts to recycle textbooks, thus eliminating

the cost of their yearly replacement. To effectively recycle books, however,

students should not be allowed to take them home but only to usc them at school.

Parents and students, however, expect children to receive books and it is important

to provide opportunities for learning and practice at home. Workbooks which

students are given each year could be developed to complement and enhance the

material in the textbooks. In addition, workbooks would provide students with

paper and opportunities for writing. Since students are often not able to provide

their own copy books, workbooks would provide at least a partial solution to this

problem. If new textbooks are provided on'y every three years, for example, the

funds saved could be used to publish and distribute the workbooks. The cost of

these should be considerably below the cost of tcxtbooks since less expensive paper

could be used. The' books in the adult literacy series, Naya Gore/o, are published

fOk' a cost of about Rs 6 for nearly a hundred pages of text and illustrations. A

hundred pages could provide students with extensive opportunities for reading,

writing, and arithmetic practice.

The lack of storage facilities at schools is often a major obstacle to recycling

textbooks. If schools are allowed to sell the workbooks for a small fee (e.g., Rs I),

these funds could be used for building storage facilities. Of course, workbooks

should be given free to students who cannot afford to buy them, but recovering

even part of their cost should make students value the books more and provide the

schools with funds for needed storage and other materials.
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The Adrnlnhtfllthe SYHtem

Rccommcndlltloll 4: Implemcnt the Hchoul InHpcctornte syHtem .IN planncd but

lUsure that Assistant l~ducatlon InSI)Cctors vlHIt Mchools 011 Ilt ICllMt a bl-mollthly

bllsh. In effect, this represents a recentrnlizution of uuthority in order to increase

the lIccountubility of schools and teachers. The implementation of other recommen

dations will depend on regular contact between schools and Assistant Education

Inspectors (AEls). Since assistant inspectors will have more of a policing role than

currently pluycd by supervisors, the standurds for holding schools accountable need

to be clearly specified in terms that cun be objectively measured. For example,

objective judgments about teaching quality may be more difficult to make than

assessments of teacher attendance or student achievement. In addition, AEIs must

have sufficient authority to make decisions consistent with their responsibilities.

The inspectorate sy!item assumes that teachers and headmasters know what to

do but, given the absence of accountability and incentives, they arc not performing

adequately. While this assumption may be;; partially corr~~l) it seems likely that

teachers and headmasters also need opportunities to learn how to do a better job

and need access to resources to support their efforts. The next recommendation

addresses these needs.

RccommendaHon 5= Develop policy guidelines and incentives for schools to

form their own clusters of 2esource Schools and Satellite Schools based on a review

of the PEP and SETI Projects. This recommendation will decentralize selected

aspects of school administration to balance the trend to centralization, develop cost

effective ways to improve access to primary education, and improve the quality of

instruction.

The PEP and SETI projects both have developed viable clustering models wh~ch

provide a mechanism for channeling resources to schools and for giving professional

support to teachers. They are, however, implemented from the top down, Le. from

the central and district level. As a result, implementation costs may be prohibi

tively high when nationwide implementation is considered, and the demand for

trained manpower may exceed the capacity of the system. This recommendation

proposes that local schools be encouraged to form their own clusters within

guidelines provided by the MOEC. Initiative would come from the schools and only

those schools wishing to participate would do so.
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These clusters would be responsible for: improving the q"~ Iity of their

educational program; und identifying and implementing wuys to expand primary

school access to under-served populations, particularly girls. Through a system of

support, schools can be encouraged to improve, experiment, and solve their own

problems.

Obviously, there must be significant incentives for schools to participate.

Incentives that would be available only to schools in a cluster could include the

following: (I) access to training programs which lead to recognition as a trained

tr.acher; (2) access to supplementary materials such as those developed by SETI,

PEP, and liP; (3) construction funds; (4) funds for existing or additional personnel

to implement the cluster program; (5) reassigllOlent of personnel decisions to

individual schools (headmasters or SMCs) ghen proven performance; and (6)

permission to levy an education tax through the District Panchayat.

Decentralizing efforts for improving the quality and accessibility of education

should be less costly and more efficient than centralized implementation efforts.

There arc several reasons for this. Local resources arc more likely to be utilized

when there is local initiative and the utilization of these resources will more likely

be efficient. Given the magnitude of the task of providing universal primary

education, the MOEC needs to decentralize certain aspects of authority and

responsibility to accomplish its goals.

Recommendation 6: Establish resources for program Implementation within

each District Education Inspectorate. This will enable the DEls to provide

information and t/.'aining to local leaders and educators for establishin~ a cluster

system and for channeling resources to these schools once the clusters are

established. Th(;se resources would need to be coordinated with the inspection

process but in such a way that efforts to hilprove it do not conflict with inspection

responsibilities. The resources needed for program implementation in the District

Education Inspectorate would parallel the growth of tr,e number of schools in the

cluster systems.

Recommendation 7: Adhere to the policy that only those students six years of

age and above be allowed to enroll In Grade 1. Older students are more mature

than under-age children and therefore are more likely to be successful in school.

This policy will reduce Grade I class sizes and should also reduce the number of

students repeating that grade.
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Recommendation 8: Expect nil districts, nccordlng to polley, to administer llnd

be responsible for grndlug the Grade 5 exnmlnation. ny controlling the Grade 5

examination, districts can set standards for primary schools both in terms of the

literacy skills and the knowledge that students are expected to achieve by the end

of primary school. A district level examination can be an incentive for primary

schools tf) increase the time that teachers spend in the classroom and the quality of

their instruction. Care needs to be taken, though, that such an examination

encourages learning and understanding and not merely the rote memorization of

material in the textbooks.

District Education Officers will probably need guidance in how to develop

effc:ctive tests. A pool of sample questions could be developed to serve as models

for district personnel developing the test. Test construction is a skill that should

be incorporated in training programs offered to DEI personnel.

Recommendation 9: Create a significant role for headmasters by giving them

clearly separate authority from the School Management Committees, by requiring

training for their positions, and by increasing their allowances. Headmasters arc an

imlJortant link in the chain of communication and authority which extends from the

MOEC to the teachers. Because headmasters are at the school level, they are in

the best position to promote instructional quality and expanded access. They cannot

do this without appropriate authority, training, and incentives.

Recommendation 10: Train DEO (DEI) staff, particularly District Education

Officers (Inspectors), supervisors (Assistant Education Inspectors), accountants, and

those responsible for program implementation. These personnel need to be thor

oughly familiar with their role responsibilities and the extent of and limitations to

their authority. District level staff presently receive no training. This reduces

their ability to fulfill their functions, particularly for the planning and budgeting

required by the MOEC and for improving the effectiveness of primary schools. As

roles are redefined with the introduction of the inspectorate system, training

becomes even more essential. If teachers are to be encouraged to teach more

effectively, they need to be supported by staff who are competent in their

respecti~.'e areas.
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RCliources Allocntlon

RccommendatlonJ 1: Realislgn tcachers within and across districts to adhere to

thc student/teacher ratios spcclfled In the Basic Needs Document and to expand

acccss In areas without schools. Abolish positions that exceed present needs. The

reduction of teacher numbers exceeding the present ratios would provide significant

savings to HMG. Reallocating existing teachers to new areas identified in the

school mapping study would reduce the cost of hiring new teachers required to

implemcnt universal primary education.

Planning and Polley

Recommcndatlon 12: Support the planning and polley making process with

analyses of existing data and with policy studies when existing data sources are not

sufficient. The objective of universalizing primary education is clear. The most

effective means of achieving this objective, however, have not yet been identified in

detail. Costs of alternative policies, and their relative benefits, have to be

estimated for policy selection to be made. A careful analysis of existing data and

policy research studies to address policy issues facing the government would

enhance the effectiveness of the planning process.

SECONDARY EDUCATION RECOMMENDATIONS

Development comes through change, which normally requires modification of

existing patterns of human behavior in order to evolve new patterns. Such change

has a better chance of being accepted and persisting over time if each step is

carefully fitted into existing situations, introduced incrementally, and implemented

slowly and grad\laJJy. The recommendations below, based on the preceding analysis

of the subsect'l", ".i·e offered to support this type of development.

Reform Examinations (Recommenda~.iuns1-5)

Recommendation 1. Separate the School Leaving Examination from the

university entrance examination. The present SLC Examination serves the purpose

of testing and certifying students for entry into higher education more than the

purpose of testing and certifying students for having completed the secondary level

of education. A single mechanism cannot serve both of these purposes effectively.

Hence, a new mechanism to carry out the latter purpose (testing and certifying for

completion of secondary level education) should be instituted. With due
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standardization this would make the SLC an entrance examination for higher

education, in which case the name would need to be changed. An alternative would

be to institute a university-t'::d entrance examination for higher education, leaving

the SLC Examination to perform its current functions. In the absence of either of

these two recommended mechanisms, the education system of the country assumes

the characteristics of a "straight highway system."

Rccommcndation 2. Deccntrallze thc administration of the SLC Examination to

the regional level. A system in which each development region manages its own

examining and certifying procedures would reduce much of the present bur~en on

the Office of the Controller of Examinations (OCE). This would facilitate the

introduction of curricula best suited to the needs of the regions. The central

standardization of the curriculum and the uniform treatment of schools, while viable

for certain matters such as promotion of national interests and culture, is not

viable in view of the increasing numbers of students from various strata of life and

in view of increasing differentiation of the economic needs of the regions. With

regionalization, the present aCE could act as the coordinator of the examinations

systems and carry out several improvement measures including the research which

now is a bsen t.

Recommendation 3. C~ntlnue present efforts to revise and improve the SLC

examination. Improvements in question papers, field administration, invigilation,

marking of papers, and processing of results should be supported. Recommendations

recently made by the Cambridge Syndicate to the Office of the Controller of

Examinations should be implemented. These recommendations include improvements

such as the following: installation of computer hardware and software;

establishment of in-house facilities for small scale confidential and large scale

non-confidential document reproduction; redesign of current documentation to allow

for an increase in micro-electronic applications for storage, retrieval, and analysis

of data; and decentralization of some of the functions of the office to the districts.

Recommendation 4. Validate examinations. Systematic research should be

conducted on the validity and reliability of the examination process as a measure of

achievement of secondary education, as a predictor of success in higher education,

and as a preparation for various employment opportunities.
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Recommendation 5. Develop prototype examinations. Prototypes of testing and

evaluation materials should be developed on the contents of SLC syllabi, so that

teachers as well as students may get instant feedback through their administration

to students. Examination graders could also be trained to score the copies of these

prototypes.

Decentralize Finance and Administration (Recommendations 6-9)

Recommendation 6. Expand cost-sharing with local communities. Further

decentralization of financial support is recommended in order to cope with

increasing numbers of secondary school students. If the governm;;:nt continues its

grants-in-aid to secondary schools at th~ present levels. parents and communities

should pay an increasing proportion of ti!" total costs. This calls for increased

flexibility by government in encouraging individual schools to be accountable to

parents for the quality of education. H also calls for academic quality controls on

a national level (as through continued supply of ever better textbooks and

instructional manuals), and financial incentives to local schools for increased access

to secondary education by disadvantaged groups, as well as for expansion of

buildings and facilities.

Recommendation 7. Decentralize district level administration. Central

government support to district level administration and supervision should also be

decentralized. Increased accountability at district levels would be encouraged by

decentralization of financial management. Decisions regarding the numbers of

supervisors or inspectors, and the amounts of funds for travel to visit schools,

could be made within the district. The district, in turn, should be held accountable

for verification that government grants to individual schools are utilized for their

intended purposes.

Recommendation 8. Fund disadvantaged children. A system of scholarships for

disadvantaged children should be created in order to promote equity for members of

this group.

Recommendation 9. Change grants-in-aid base. The formula for grants-in-aid

to individual schools might be shifted to a multiple-criteria base. Criteria such as

the numbers of students, schools' performance on national examinations, proportion

of girls enrolled, extent of coverage of remote areas, local investment in science

laboratories, and similar indices could be used to determine the size of the grants

in-aid.
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Improve Instructlonal Quail ty (Recommenda tions J0- J4)

Recommendation 10. Increase practical applications. Continue the gradual

modification of textbooks to include more application of principles to practical problem

solving. This could include applied areas such as accounting, teaching, tourism,

transportation, forestry, manufacturing, and agriculture. The present form of

vocational education in the general secondary schools, with objectives of increasing

students' appreciation of the dignity of work, does not seem to be achieving its

objectives. Alternative approaches should be implemented. These could include options

such as arranged work assignments for students during vacation periods; non-curricular

tours of industrial, commercial, agricultural, and other workplaces; special programs at

school assemblies featuring talks by successful former students who are now succeeding

in various jobs; and others. Any further "vocational" classes in the secondary schools

should be limited to those vocations which are typically practiced in the locality.

Recommcndation 11. Improvc and locallzc tcachcr training. Short and intensive

inservice teacher training programs for those teachers who have university degrees, but

no background in pedagogy, should be offered as near to school locations as feasible.

Such training programs should get due recognition. High priority should initially be

given to training the headmasters, who then could train their teachers while on-the

job.

Recommcndation 12. Reward mastcr teachcrs. Expand the system of national and

community rewards for master teachers. These might be based on criteria such as: (1)

quality of instruction, (2) creative use of teaching aids, (3) innovative development of

instructional materials, (4) high achievement of former students, and (5) unusual length

of service. Other incentives and types of recognition should also be developed.

Recommcndation 13. Establish school evaluations. The MOEC should establish a

school evaluation program conducted by a team of professional experts. These

evaluations might even be considered as part of the base for awarding grants-in-aid to

individual schools.

Recommendation 14. Establish a materials production unit. A materials

production unit should be established to prepare low-cost instructional materials for

secondary school use. The Janak Education Material Centre could be expanded to

produce more than merely textbooks. Perhaps the CTSDC's materials production unit

could be mobilized.
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TEACHER EDUCATION I~ECOMMENDATIONS

The following fourteen recommendations for teacher education are given in

priority order. They are based on the analysis presented in Chapter 6.

Recommendation 1. Clarify the status and role of teacher education III the

total educational context in order to have it maintaill a clear and consistent

direction. Considering the crucial roie of teacher education in raising the

efficiency and effectiveness of the education system, it is important to consider the

teacher education program as a nationai priority. It is also necessary that the

minimum essential training be made mandatory for entering and obtaining tenure in

teaching. This can be done on a phased basis.

Recommendation 2. Specify the minimum essential levels of skiii and

knowledge required for primary and secondary school teachers. A standard

curriculum should be developed with a required core component for all training

programs and an optional component which may vary with the needs of teachers or

with the philosophies of different training organizations.

Recommendation 3. Consider f..ll teacher education as a professional program

with due consideration given to preparing faculty members, dneloping training

materials, and maintaining a balance between theoretical and practical content. In

order to design and implement practical and relevant teacher training programs, it

is necessary that the education campuses be converted into unitary campuses and

that adequate financial and material resources be made available for practical

activities at the campuses and for a school-based practicum. Opportunities should

be provided for teacher educators to upgrade their knowledge and skills, and to

prepare training materials.

Recommendation 4. Develop a multi-media package for inservh:e teachers,

including the use of radio and self-instructional modules involving face-to-face

contact with experienced teacher trainers, so that they can fulfill minimum training

requirements. Such a package would ensure active participation by inservice

teachers and promote the introduction of new technology into teacher education.

The training needs of teachers from difficult geographic contexts should also be

addressed by the multi-media training package.
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Rccommcndatlon 5. Establish a coordinating mechanism to Integrate all tcachcr

cducatlon programs. A Teacher Training Coordination Board should be established

at the national level to consider plans and policies for the consolidation of the

teacher ed uca tion programs.

Recommcndatlon 6. Establish a teacher education accreditation board to

maintain minimum standards and a unified direct.on for teacher education. A

Teacher Education Accreditation Board can be constituted at the national level to

examine contents and modalities of different teacher training programs. On the

basis of periodic observation and study, the Board could accredit different programs

and make suggestions for their improvement.

Recommcndation 7. Include plans for training of inservice teachers and

preparation of prcservice teachers in a comprehensive plan for teacher education.

The planning of inservice and preservice teacher training should be done separately

with a clear assignment of responsibilities to different training agencies.

Recommcndation 8. Organize inservice training programs as close to schools as

possible and promote the usc of Resource Centres for the recurrent training of the

inservice teachers. This will help to make training programs practical and relevant

to the local situation, and will have the most immediate impact on classroom

instruction.

Recommendation 9. Provide the minimum essential insenice training to as

many teachers as possible and the longer-duration degree-oriented training to the

selected ones who have demonstrated excellent professional performance. In order

to raise the quality and the effectiveness of school programs, it is important to

give basic minimum training to all untrained teachers now in primary and secondary

schools.

Recommendation 10. Develop a cadre of primary teacher educators to facilitate

the training of primary school teachers as visualized in the programs to fulfill basic

needs in education. The preparation of teacher trainers is a prerequisite for making

training programs effective.
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Recommendation 11. Develop standard materials for Insenlce and presenlce

primary teacher training. This should include a teacher's guide, reference materials

for teachers, and samples of teaching aids.

Recommendation 12. Synchronize the strengthening of existing Institutions

(education campuses) and the creation of new structures (regional training centres

and mobile teams) to match the training capacity with' teacher requirements. In

order to ensure an adequate supply of traiMd teachers for the expanding education

system, the intake capacity and programs of the education campuses can be

improved. The establishment of the regional training centers should be

synchronized with the long-term plans for training inservice (including refresher

courses) and preservice teachers. These regional training centers, through satellite

centers as necessary, should organize programs to meet the training needs of

teachers of all 14 zones of the cour~try.

Recommendation 13. Clarify the role of T.V. In the preparation of teachers by

a reorganization of the Faculty of Education. The T.V. Faculty of Education should

consult with the MOEC in conducting different teacher education programs at its

campuses so that its production is consistent with teacher requirements in different

districts.

Recommendation 14. Entrust the T.V. Faculty of Education, In addition to

regular preservice programs, with the design and implementation of appropriate

teacher educator programs, and have them undertake research and prototype

projects to enhance the efficiency and effectiveness of teacher education. For the

long-term improvement of the teacher education program, the preparation of the

cadres of primary teacher educators and other specialists (such as science and

mathematics educators) is a prerequisite. Similarly, a strong research base is

required for identifying effective training materials and modalities.

TECHNICAL AND VOCATIONAL TRAINING RECOMMENDATIONS

In this section ten major recommendation are presented concerning policy, pro

gramming, and implementation aspects of technical and vocational education. These

recommendations are based on the above analysis of the status and projected needs.
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Rccommcndatlon 1. Crcatc 811 Intcgratcd Skill Devclopmcllt System. This body

should be assigned the following responsibilities:

1. Make more realistic manpower estimlttes for public and private sector
needs.

2. Coordinate the training provided by the various agencies with regard to
curricular content and the equivalence of their various programs.

3. Develop more effective and less expensive training modules suitable for
rural development and employment generation.

4. Evolve a career development system for technical manpower at different
levels.

5. Propose a manpower production system based on projections of manpower
supply and demand.

6. Update and modernize the existing training programs.

7. Update and strengthen the data collection and processing system. This
would help avoid duplication, strengthen planning, and help develop a
suitable career dt:velopment system for the technical cadre.

Recommendation 2. Strengthen the National Skill Testing Authority by

providing adequate t~chnical, administrative, and financial support. This would

facilitate recognition of skills which have not been developed through the formal

system, and also would help standardize the programs conducted by different

agencies.

Recommendation 3. Conduct a detailed survey of the vocational training needs

of the rural areas, oC the urban and semi-urban areas, and also of women, to

promote employability. This will help identify useful vocations for future training.

With improvements in the road network, modernization of agriculture, development

of hydroelectric plants, expansion of housing activities, execution of integrated

development programs, etc., a number of new employment opportunities are

emerging. The extent of these new skill requirements should be estimated more

precisely so that skill development programs of the right types can be developed.

Recommendation 4. Give more attention to the instructor training needs. The

smooth supply of qualified and experienced instructors is necessary to ensure

training quality. Experience has shown that one of the main reasons for the failure

of a number of vocational training activities was the lack of suitable instructors.
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There is no organized instructor trlliner center in the country ~o produce and

upgrade instructors for technical education and vocational training ;.; ograms.

Recommendation 5. Slncc the cost of skill training Is always high, govcrnment

should commit tbe necessary funds and also explore alternative and less expensive

training models. An apprenticeship trailling program, for example, can be a more

cost-effective model. Some measures can be tried for decreasing the unit cost of

training. Increasing the enrollment capacity of centers, decreasing the duration of

training programs, operating the centers on a shift basis, etc., for instance, could

h~lp reduce the unit cost. While doing this, however, the quality of the training

should be maintained.

Recommendation 6. Take steps to ghe more dignity to bas5c- and middle-level

skills. The skill proficiency and the dignity given to the skill should not be

compared with the length of education in other areas. The skiIls imparted by lower

level training have so far been used by the private sector. The public sector does

not have attractive offers for skilled craftsmen, nor have they seriously thought

about giving good status to such skills. The private sector, although it offers

employment opportunities to persons with basic- and middle-level skills, is not

organized wei! enough to offer career development opportunities to these workers.

Recommendation 7: Increase the proportion of the government budget

allocated for technical education and vocational training to at least S percent to

expand training opportunities. Currently, only about 1.5 percent of the education

budget is allocated for this purpose, and this amount is insufficient to expand

activities in this area. The bulk of the education budget supports general

education. Technical and vocational education has so far received only a small

share of the total. Industries and other development activities have not provided

funds for manpower development.

Recommendation 8. Help industries and the private sector develop technical

education and vocational training systems by providing them with the technical

expertise to do this. This can add leverage to the use of government funds for

training in the technical and vocational subsector.
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Recommendation 9. Continue and IncfeaNe the allocation of extefnal aSNlNtnnce

to the del'elopment of technlcnl education. The development of infrastructures for

technical training with government resources alone would be very difficult. Devel

opment of physical infrastructure, procurement of equipment, training of instructors,

etc., nre capital-intensive aspects. Without an adequate provision of these

components, effective skill training cannot be achieved. In the initial years of

developing such skill training centers, external assistance would greatly be needed.

Recommendation 10. Formulate more specific goverllment policies for skilled

manpower development. In the absence of such policies the qualitative and

quantitative growth in the technical and vocation area will not be possible. Several

agencies are presently engaged in skill training activities. The university, the labor

department, the cottage ane! industry department, the Ministry of Panchayat and

Local Development, and the Ministry of Education and Culture are the major

agencies. But which of the agencies are supposed to do what type of training is

not yet clear. Keeping current records of the needs, and identifying the agencies

to help meet the needs, would also greatly help with the accreditation aspects of

this issue.

NONFORMAL EDUCATION RECOMMENDATIONS

The MOEC has a mandate regarding literacy targets in relation to the Basic

Needs Strategy and it has delegated responsibility for these activities to its Adult

Education Section (AES). Policy has been clearly stated. A strategy for its

implementation has been selected and is in the process of being carried out. Eight

recommendations are given below for improving implementation of the existing

policy. These are provided in priority order.

Each recommendation is accompanied by a rationale. This is followed by a sc:t

of specific nctions. It is assumed that the re-::ommended actions, if adopted, would

be carried out by the AES. In cases where the AES might wish to employ

consultants for the activity it is assumed that AES staff would also be closely

involved in the process. In some cases the AES might wish to consider requesting

external assistance agency funds to finance suggested actions, especially when they

entail "one time only" costs.
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Recommendation 1: Improve basic Information on literacy acHvltles.

RatlonRle. Good implementation is depcmdent on good planning and good data

arc essential for g.)od planning. There currently is very little accurate Information

to support policy development, planning, or decision-milking. Development of u

simple, easy to usc nnd manage database on literacy activities in the nation is

essential for impl'oved implementation and for settir~g and reaching appropriate

literacy targets.

Specific Actliolls. Basic information is needcet on which organizations arc

engaged in literacy training and the extent of their activities. It is important to

know the location of the program, its content and nature, what materials arc used,

whether the program is combined with other development-related activities, the

number and characteristics of participants, the number and characteristics of

facilitators, the number and characteristics of supervisors, the stru,:ture of the

administrative and management system, costs and financing, the nature of evaluation

within the program, drop-out rates, levels of achievement, what facilities and

equipment arc required, whether the program produces its own materials, the extent

of community participation, and the nature of post-literacy activities.

The easiest way to do this would be to build the database gradually with the

AES by asking cooperating agencies to complete a simple form along the lines of

the one that was used to collect data for Chapter 8 of this sector assessment.

Each year this form could be updated and, as new agencies begin to use the

MOEC'S Nonformal Education for Rural Development program, information on their

activities could be added to the database.

To get a better understanding of activities in the subsector immediately, a

simplified survey could be conducted. The scope of the survey would clearly depend

on available resources but again it could be based on a very basic questionnaire. If

finances permitted it would be ideal to visit sites of those activities that keep their

data in the field and do not forward it to Kathmandu.

The data could be tabulated manually, if necessary. Ideally, the AES would

have a small computer in which it could keep its data and from which it could

provide summaries for its own planning and for that of the Ministry.

Setting up the database, conducting the initial survey, and providing a

computer, printer, monitor, software, and basic supplies is an example of what could

appropriately be requested from an external assistance agency. On-the-job traiiling

and database upkeep would be the responsibility of the Section. This is consistent

with how it has used external funds in the past and this activity would not require

large financial inputs.
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Recommendatlon~: DevCllop and "npleln",nt a "pllclrlc "tratelCY ror lucre""lng

the uumber or Kovernmeut agencleN (Including Nchoul!l) And NGOII cooperating with

the AKS.

Rationale. Literncy cnn contribute positively to the nation's development und

to nchievlng targets of the Basic Nc.eds Strategy, but to make nn impnct a

significant number of adults must be reached. To ensure that litcrucy opportunities

are available to a large number of people it will be necessary to have n detuiled

plan of action for encouraging ndditlonal government agencies and NGGs to

participate in the literacy program. The continued use of NGGs is especially

important as HMG considers moving to n massive scnle because there is a concern

that increased dependence on the formal school structure might "formalize" the NFE

program more than is desirable.

Specific Actions. An important first step would be to develop a mechanism for

identifying additional government agencies and NGGs who might be contacted

regarding their interest in cooperating with the AES by providing literacy nctivities.

A short presentation could be developed and made to any interested agencies.

A basic survey of government agencies and NGOs engaged in development

projects could be conducted. This could easily be carried out by the AES staff or

by individuals selected by them.

Examples of how literacy activities might be expanded include having

development projects, such as dam construction, provide literacy classes at no cost

for their workers and asking literacy facilitators to teach morning as well as

evening classes to reach out-of-school youth. Should the National Development

Service be reinstituted it might be worth exploring its potential as a literacy corps.

Retommendatlon 3: Strengthen the AES.

Rationale. The AES has excenent materials but it needs sufficient staff to

develop and support an entire package. This package should include improved

capacity in planning, organizing, communications, technical expertise, training, and

implementation.

Specific Actions. What is being discussed for the AES is very ambitious and it

needs to develop a systematic approach to meet it~ goals. A first step is to

develop a comprehensive plan. The section needs to be strengthened to carry out

this crucial step.
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Recommendation 4: Reconsider budaet IlIoc.tlon. to the AES.

Rationale. The AES needs additional resources to meet its goals. The prc;;ent

allocation of less than 1 percent of the education budget is not s1lfficicnt.

Specific Actions. Provide the AES with a budget that is m re realistically tied

to the program. It should be bll'sed on 2 realistic and detailed plan submitted by

the AES (sec Recommendation 3). At thi!! time it might be appropriate to consider

creating an Adult Education Division.

Recommendation 5: Develop and Implement. post-literacy program.

Rationale. Gains in Iiteracv arc lost unless there are materials ~lld QctivitieG

available for new literates to practice their skills and put them to USI.. Because

there are so few written materials available in the villages at present, investments

in literacy will be wasted unless something is done to m:i.'{e such materials available.

Specific Actions. A post-literacy program is needed that makes the most

efficient usc of available resources. A strategy similar to the one for literacy

activities might be the most appropriate. It could begin with a determination of

what post-literacy materials and activities are currently being implemented in the

nation and by which agencies.. Then those agencies not engaging in post-literacy

activities might be encouraged to add such activities to their programs based on

experiences with existing materials and activities. It would also be important to

determine which agencies plan to develop materials and in what topical areas.

V';th this information available it would be easier to coordinate existing

activities and develop an effective plan f or materials development and exp~iDsion of

post-literacy ·Activities. For example, an expansion activity might include working

with the ry~~nistry of Infnrmation and determining its interest in developing a simply

written and easy-to-read newspaper for new-literates in the villages.

Again, a simplified survey might be the best way to start. This ~ould be the

responsibility of the A:ES which would use consultants if it wished. Implementation

of the long-term strategy would require staff and other resources from the AES and

this would need to be addressed by the MOEC.

Recommendation 6: Develo~ a simple and appropriate literacy test.

Rationale. There is a need to measure achievement gains to learn whether

participants have attained literacy and to determine how well new-literates are

retaining their skills.
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Specific Actions. Develop, field t.est, and revise a very simple literacy test.

This test could be based on the work already pioneered by CERID and other

organizations engaged in similar work. The test needs to be based on an agreed·

upon basic definition. It might be linked to primary school criteria. Once the test

is ready, make it freely available to all government agencies and NGOs engaged in

Ii teracy and post·1i teraey acti vities. This acti vity should be cond ucted under th,

aegis of the AES.

Recommcndatlon 7: Gain a better understanding of th~ role of ::::cllitators and

Improve their support.

Ratlonalc. Facilitators playa critical role in literacy activities yet they arc

often inadequately prepared for their work. Better facilitator preparation should

result in improved outcomes from investments in literacy.

Specific Actions. Identify what it is that makes a successful facilitator and

what aspects of these characteristics can be developed within a training program.

Determine from the facilitators where they are having the greatest difficulties and

what kinds of assistance or training arc the most helpful, and then reorient literacy

activitic'; accordingly.

Implementation of this recommendation would require a small, field-based

res~arch study that could be conducted by the AES or individuals selected by the

Section. If any recommendations requiring permanent changes in the activities of

the Section were adopted the Section would have to be able to assume any

additional financial responsibility.

Recommendation 8: Gain a better understanding of the role of supervisors and

improve their support.

Rationale. Supervisors are the link between the planning and support agencies

and the field level activities. Improved linkages between these levels can encourage

feedback mechanisms and efficiencies.

Specific Actions. Conduct a field-based study to determine what makes a good

supervisor and how better supervision can be implemented, then reorient the literacy

activities in this area on the basis of the findings. This should be the

responsibility of the AES.
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EXTERNAL ASSISTANCE RECOMMENDATIONS

Four recommendations arc made related to external assistance. These recom

mendations suggest a major alteration and improvement in the rclationships bctwecn

the MOEC and the external assistancc agcncies. If acceptcd and implemented thcy

will rcquirc substantial changes in the behavior of all involved and an acceptance of

greater accountability. Thus, these fcw recommendations constitute a serious

challenge to all participants engaged in external assistance.

Recommendation 1. Adopt a more aggressive position with regard to external

assistance In the sector and Initiate this by developing a detailed and comprehensive

plan for using external funds.

This will involve setting rcalistic and scheduled priorities for thc sector.

Specific annual targets consiotent with the priorities will have to be identified.

Next, the kinds and amounts of different resources that will be required will have

to be identified. An assessment of existing and anticipated government resources

should be made and compared with the assessmcnt of total resource requirements.

Existing external assistance activities should then be examined to see which of

those needs they arc meeting. The remaining needs should be considered carefully

and put in priority order for funding consideration by current and potential external

assistance agencies.

This priority listing should be a major guide for decisions regarding assistance

to the sector. That is, project selection (whether for grants or loans) should be

based on these MOEC-defined needs. In some cases it might be necessary to ask

external assistance agencies to redirect current projects, but this should not be

done if the agcncy does not wish to alter an existing agreement with HMG.

It must be recognized that there will be some costs attached to this approach

if it is selected. For example, it may be necessary to ask some external assistance

agencies to delay or redirect project design activities. It may also be necessary to

indicate to an agency that their proposed contributions are not necessary because

they do not fit government priorities--it is difficult to refuse funding but it may be

a necessary step.

Developing such a plan should have high priority. Without it, it will be

difficult to continue to seek additional external assistance in a rational manner.

Sufficient staff must be delegated to the task for it to be done properly.
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Recommcndatlon 2. External assistance aKencies should be more sensitive to

thclr role as contributors to a sector that Is the responsibility of Individuals

represcntlng HMG.

The issue of a perceived vacuum resulting from a slow decision-making process

has already been discussed in this chapter. Representatives of the MOEC often find

themselves in the uncomfortable position of trying to address high pressure for

action from external assistance agency representatives before decisions have passed

to them through appropriate channels in the Ministry.

The MOEC staff recognize that funding agencies often have good ideas and

well conceived proposals. They also believe, however, that external assistance

agencies are too inflexible, that they are not sufficiently willing to adapt their

proposals to existing conditions or rational goals nor do they appreciate the

difficulties faced by the MOEC staff. The MOEC is also concerned that new

project proposals often reflect primarily the goals and directions of the external

assistance agencies and that these have usually been determined outside of Nepal.

Once a project is in operation, the MOEC staff is concerned that inflexibility means

that ultimately the project suffers.

Recommendation 3. Recognize the value of continual coordination of external

assistance at the MOEC level and strengthen coordination activities.

This will be most effective if there is a detailed and comprehensive plan which

can provide guidelines for all involved in the sector. Coordination of activities

might be most fruitful if they begin with a focus on sharing technical and profes

sional information and insights on specific topics such as effective supplementary

primary education instructional materials, calculating unit and cycle costs of training

activities, or methods of monitoring supervisory activities. These meetings could be

an expansion of the current effort of various project boards. In addition to

providing all concerned with useful information, such meetings would provide MOEC

personnel with opportunities to become better acquainted with the different aspects

of the variety of project activities. In these sessions it would be easy to correct

any misunderstandings and come to agreement on simple matters such as policies

regarding vehicle use.

These meetings would serve as a useful foundation for occasional meetings

where the MOEC and external assistance agencies could review overall progress in

the sector, discuss needs in the light of priorities, and provide each other with

professional advice. This would be particularly useful if assistance from another
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external assistance agency were about to be sought. For example, tho::e currently

implementing projects might assist the MOEC with evaluation of certain design

aspects of proposed projects.

Commitment to c00rdination may require assigning additional MOEC staff to

work in the area of external assistance. These staff must be able to work effec

tively with the range of involved units in the MOEC and with current and potential

external assistance agencies. The responsible unit in the MOEC should also have

the authority to work closely with the MOF and other governmental agencies such

as I'he NPC on an informal basis.

Recommendation 4. Participate more actively with external assistance agencies

ill proCessional activi ties.

Both the MOEC and project staff represent some of the most creative

educators \'/ho are accustomed to working under difficult conditions. They have

much to offer one another professionally and should take advan~'lge of the

opportunities that collegial work provides.

The MOEC staff should take a more active role in new project design so that

these projects arc consistent with MOEC priorities and to ensure that the staff arc

fuIly informed about the goals and Objectives of new projects before they begin.

Involvement in activities such as evaluation would give MOEC staff experience with

the various projects and would make the MOEC more knowledgeable about the

strengths of the different projects in the sector.
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2. ECONOMIC AND FINANCIAL ANALYSIS

Improving the efficiency and the financing of education at all levels, and most

especially at basic education, is vital for development. It is widely accepted that

education can make a critically important contribution to economic growth, including

key contributions to PCI' cnpita growth in agriculture. It is also well established

that the distribution of education is important for reducing poverty.

Nepal's largest potential resource is its large underdeveloped human resource

base. This is a major constraint to development in Nepal. Given the limited

financial resources available, as well as the scope and strategic importance of this

problem, it is especially important that solutions to it be identified that are both

practical and cost effective. This chapter emphasizes the economically efficient

development of Nepal's large human resource base to promote faster PCI' capita

economic growth, improve living standards, and reduce poverty.

2.1 INTRODUCTION

This chapter begins with the rationale for an economic analysis of human

resource development and its relevance to educational policy. This is followed by a

brief overview of the chapter.

2.1.1 Rationale

This chapter identifies ways to improve the current internal and external

efficiency of the educational system to increase Nepal's rate of growth of real

output PCI' capita. For education, this goal is consistent with reducing poverty by

attaining a more equitable distribution of the benefits of that growth.

This chapter is consistent with the basic goals of the Seventh Plan

(1985-1990). It also is consistent with objectives recently stated by Prime Minister

Marich Man Singh for improving the living standards of the people including those

under the poverty line (The Rising Nepal, July 23, 1987, p. 1). Elaborated more

fully in the Seventh Plan (pp. 81-86), this central goal of economic development

involves the following components:

• "increasing production (real output) at a higher rate,

• increasing opportunities for productive employment, and

• fulfilling the minimum basic needs of the people,. . .
(including the needs) for primary and skill based education."
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A wide range of recent research demonstrates clearly thot education makes a sig

nificant contribution to these economic growth objectives. The equnlity of educational

opportunity also influences the distribution of income nmong families in the next gen

eration. This chapter briefly summarizes what is currently known about the contribu ..

tion of education to both of these effects. It also describes economic criteria that mny

be applied to educational investment decisions to help achieve these kinds of results.

Investment in human capital formation through education is especially relevant to

the first two basic objectives of the Seventh Plan set out above, the efficiency

objective of increasing output and the equity objective of expanding employment

opportunities. The chapter develops the basic economic criteria relating the benefits of

education to the costs. These criteria may be used by decision-makers, even when

precise measurement is not possible for returns, effectiveness, and costs, to hclp

education makc a larger contribution to faster growth.

Faster per capita economic growth, which can be achieved by increascs in

production and by slower poplJlation growth, is an important need in Nepal. Given the

currcnt slow economic growth ratc, and the high population growth ratc, per capita

income growth is ncgligible, and a very large portion of the population are living in

severe conditions of poverty. With human resource development so vitally important,

not only for agriculture and for the beginnings of industrialization, but also for

achieving greater competitiveness with India, it is important that this potential be

efficien tl y utilized.

2.1.2 Economic Analysis and Decision-Making

The basic assumption underlying this approach is that reasoned analyses provide

information that can support improved decision-making and contribute to more desirable

educational outcomes. There are, of course, goals for education other than those stated

above. These include objectives such as military potential, national unity, religious

considerations, and the like that influence decisions. Some of these are consistent with

and can be achieved with economic development goals. Others can be attained only at

the cost of reduced efficiency and slower growth, inflation, or more limited educational

opportunities.

This chapter does not address the above kinds of goals, in the belief that policy

makers need a basic economic analysis of what is conducive to faster per capita real

grov1th and development. The necessary compromises can then be made, when

addressing other goals, with greater awareness of their costs. In cases where these

conflicts are particularly evident, the economic analysis presents alternative means of

achieving the desired goals.



2.1.3 Approach

This chapter first outlines briefly the major economic issues in the nation to

which more efficient investments in human resources development can make a

contribution, and how it affects the fiscal capacity of the economy to finance

investment in education. It then surveys briefly the research on the contribution of

education to per capita economic growth and to industrialization. Following this it

reviews the current state of Nepal's economy, problems relating to the financing of

education, and the fiscal capacity based on these factors and on enrollment

projections. The sections that follow develop the major economic criteria available,

and apply these to data for the nation. The objective is to derive conclusions and

recommendations about investment and financing efficiencies that will enhance

educational effectiveness.

For an educational system truly to be efficient in achieving faster per capita

growth, it must relate to the needs of thc economy (Le., be externally efficient).

The maximum contribution to industrialization and growth requires relating the costs

to the returns to education in Nepal, such as revealed by data on the earnings and

employability of persons with education at all different levels and of different

types. Following this benefit cost analysis, the conclusions arc presented in Section

2.8. The conclusions arc used to derive the recommendations in Section 2.9.

2.2 THE ECONOMY

This section covers major issues in the education sector, measures of economic

performance, current national budget receipts, national development plans and

education expenditures, and the contribution of education to economic growth.

2.2.1 Major Issues Related to Education

The issues here concern the low growth of real per capita income, under

investments in human and physical capital, the shorter run economic outlook, and

the longer run economic prospects as they arc affected by an under-developed

human and natural resource base.

2.2.1.1 Low Per Capita Income Growth. Real Gross Domestic Product per

capita has grown at a rate of only 0.1 percent from 1965 to 1985. The result is

continued poverty, with a per capita income of only $160 per year. Nepal is now in

its Seventh Plan (1985-1990), following six prior plans seeking to raise per capita

growth. Foundations for growth have been prepared, and there are some promising

signs. The failure of the per capita growth rate to be higher on a s\lstained basis,
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however, sug8csts that some new atrntegies may he needed. A promising possibility

is discussed below in Section 2.2.1.~.

One major obstacle to improving per capita growth has been n 2.66 percent

rate of population increase from 1971 through 1985, with an even higher curre ... t 2.7

perecnt rate sinc~ 1985. It reflects primarily a high fcrtility ratc of 6.3, typicnl of

countrics wherc the majority of rural females receive little primary education and

even less lower secondary education. An important economic reason for this is the

cost to parents, mostly forgone production, while children arc in school instead of

helping with farming or with child carc. Othcr economic reasons for children not

attending school, and for the high drop-out rate, include the perceived low quality

of education and the fees charged, such as registration fees, admission fees, building

fees, sports fecs, examination fees, textbook fees, copybooks and pencil costs, and

uniform costs (sec Sections 2.6.2.2 and 2.6.3.2). l!literate and sel'.!ti-literate females

have limited access to employment cxcept for farming. They do not have incentives

to usc contraceptives, and have few alternatives other than to marry early and h~lve

children. This would change if they had access to labor in the market economy.

Investment in education to raise economic growth, decrease fertility rotes, and

hence to increase per capita growth is discussed in more detail later in the chapter.

But for now, the Ivw per capita economic growth problem is truly the dominant

economic issue. Living standards that fell 0.1 percent annually from 1965 through

1980 are the result of a 2.3 percent economic growth rate less the 2.4 percent

population growth rate for that period. From 1980 through 1985 the record

improved with 3.4 percent aggregate economic growth less 2.7 percent population

growth leaving a positive per capita annual growth rate of .7 percent (World Bank,

.1987, pp. 204 and 254). Much of the apparent recent gains may be merely a result

of the cyclical recovery from the recent worldwide recession.

Poverty in the rural areas is worse than the above data suggest. Th~

agricultural Gross Domestic Prod uct grew at only 1.5 percent from 1971 through

1981, for example, which with high rural fertility rates in the Hills, and high

fertility and population growth rates in the Tarai, suggests declining per capita

rural incomes (see NPC, 1987; and NPCS, 1987).

2.2.1.2 Human and Physical Capital Underin't'estment. Efficient investment

both in human and physical capital is necessary for faster per capita growth. One

way to estimate whether rates of investment are relatively too high or low is to

examine what was done in other countries just before their periods of rapid growth.

Taiwan, Hong Kong, Singapore, and Japan, the fastest growing countries in Asia
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nince 1965, by thllt time hnd 100 percent of their age group!! enrolled in priJllnry

schools t'dough Grnde 6, nnd over 35 percent enrolled in secondary schools. At

that time Nepal hnd 20 percent enrolled in prinull'Y and 5 percent in secondnl'y,

which rcprcscnts underinvestment in relative terms (sec Section 2.2.5.4). Therc has

been considernble improvement in access in Nepal at the primary level since that

time (sec World Bank, 1987, PP. 262-3), but there is survey evidence that these

enrollment figures overstate the percentage of children uges 6·10 actually remaining

in school as the school year progresses,

For the 1986-1987 fiscnl yenr, the education sector accounted for 11.93 percent

of the development budget in Nepal, ancl had a share well under that in the regular

budget, following a 6.5 percent cutback below 1985·1986 education towls (USAID,

1987, pp. 14d, 14e, and 14f). In comparison, inv,~stmcnt in education has stayed nt

a higher 18 tf') 22 percent of the government budgets in all of the fustest growing

countries mentioned except for Japan, Investment in physical capital formation in

Nepal also has been relatively low. Gross Domestic Investment was only 10 percent

of GDP in 1984, as compared with over 1.0 percent in all of the nine fastest

growing countries of the world except Lesotho, Real Gross Domestic Investment

grew at only 4 percent annually in Nepal from 1974~1975 thrCJugh 1979-1980

(calculated from Ministry of Finance, 1987, p. 3), In the most recent five years,

Real Gross Domestic Investment in Nepal has grown annually at 7 percent, somewhat

above the earlier 4 percent rate. The low rates of investment in both human and

physical capital formation arc a major source of slow per capita economic growth.

2.2.1.3 Short Run Outlook. The short rUll economic outlook includes a current

reduction in the rate of growth of real GDP per capita to ·.12 percent for 1987,

presumably only temporarily below the low 0.1 percent longer term rate. The longer

run growth must be distinguished from the short term economic impacts on the

Nepalese economy. These shorter term factors are much discussed, but are

mentioned here to keep the rest of the discussion in proper perspective. The short

term outlook reflects the following four factors:

I. A decline of 7.8 percent in agricultural production during the 1986-1987
fiscal year and a -2.1 percent decline in the production of maize
(Ministry of Finance, Economic Survey, 1987, p. 6).

2. An overpriced Nepalese currency that limits agricultural exports (including
rice exports to India), encourages imports, and has contributed to the
continuing large trade deficit.

3. Overall unemployment is low, with substantial underemployment, especially
in agriculture.
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4. InrJntlotl, which Willi It serious problem with the 15.4 percent rotc
reglsterc:d In 1985·1986, hns slowed to n 9.28 percent rnte in 1986·1987,

2.2.1.4 {,(Hlg RUII Outlook. A slgniflcunt strategic udvnntnge for the nntielo Is

the continuing development of Irrigutlon capacity to reduce th", dependence of

ngriculturnl output on the timing of the mOIlRoon. There also is very consIderable

potentiRI for hydroelectric power to IncreRse domestic productivity that is bused on

more energy-intensive domestic nctlvlties. HMG is making mnjor efforts to stress

repair and mnintenance of existing irrigntion facilities, support for privately

operated irrigation plants, and investment in the extension of irdgation facilities, as

well as related rural development projects both to caphalize on this growth

potential nnd to reduce rural and urban unemployment. Feasibility studies arc

underway, supported by West Germany and the U.S., to incrcuse t.he current 152

megawatt hydroelectric capacity of the Karnali River Project (to .3,600 ':negawntts)

and of the Arun Project on the Koshi River (400 megawAtts). This would amount to

a 26·fold increase in capacity when implemented which, if co~ts per kilowatt hour

arc kept low, ~ould virtually revolutionize Nepal's economy.

These natural and other agricultural re,::curce enhancements require specific

accompanying development of the nation's educational system. This will require

highly skilled hydroelectric engineers, construction workers, electrical engineers,

trained managers, agricultural sdentists, and intermediate skills to support the

associated infrastructure.

2.2.2 Performance Measures

These four economic issues all have major relevance for education. It

therefore is appropriate to examine their foundations in the nation's economy before

assessing their implications for educational planning and for fiscal capacity.

2.2.2.1 Economic Growth and GDP. Nepal's average annual growth rate of

real GDP has been 2.3, similar to that of the other 35 lowl>st income countries in

the world. As shown in Table 2.1 below, Nepal's 1965·1980 growth rate of 2.3

percent was below the 3.2 percent for the other 35 low income economies. In

1980·1985 this was reversed and Nepal's growth rate rose to 3.4 percent, then

exceeding the 2.8 percent of these other countries. During 1986·1987 it has been

2.3 perce.a, equal to the long term 1965·80 average of 2.3 percent, largely due to

the effect of the late monsoon.

2·6



Years

Nepal

Tab~e 2.1

Comparative Real GDP Growth Rates

1965-80 1980-85 1986-87

2.3% 3.4% 2.3%

The 35 Other Lowest Income
Countries 3.2% 2.8% N.A.

Source: World Bank (1987), World Development Report, p. 204.

The Gross Domestic Product for agricultural and non-agricultural sectors is

shown in Table 2.2. Annual growth rates from 1964-1965 through 1986-1987 in

constant 1984-1985 prices are shown in Table 2.3. These tables reveal that

agriculture currently accounts for 60 percent of GDP at current prices, and 62

percent in constant prices. Nepal is a subsistence agriculture economy with 91.15

percent of the economically active population engaged in agriculture according to

the 1981 census data.

Land available for cultivation is highly limited. Irrigation currently reaches

only 15 percent of cultivable land, and thus agricultural production is largely a

function of weather conditions. Living by subsistence agriculture is harsh, and

families at the margin of subsistence are constantly at the mercy of the vagaries of

the weather.

Such families often are not able to pay supplemental school fees, or for copy

books, uniforms~ and other materials at the primary level or for tuition fees in

addition to thisnt the lower secondary level. These fees are a high percentage of

the 860-1300 rupee per capita income in the Hill and Mountain areas, and are in

addition to the high forgone earnings costs already being borne by the parents

when the children are not available to help at home or in the fields.
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Table 2.2

GDI) by Industrfal Orlllln: 1974·1986

(millions of currellt price rupees)

_.._-_..._'.
Industry yenr

.__..._~, 1974 1975 1976 1977 1978 1979

Agriculture, Fisheries & Forestry 11.435 I 1.495 10,389 I 1.616 13.365 13.520
Mining and Quarrying 22 23 26 25 34 42
Manufacturing 664 690 736 794 848 936
-- Modern 440 459 499 531 559 618
-- Cottage 224 231 237 263 289 318
Electricity. G"s and Water 34 38 39 42 48 60
Construction 583 718 1.020 1.338 1.559 1,570
Trade, Resta urants and Hotels 540 Ml3 636 707 724 889
-- Trade 786
-- Restaurants and Hotels 103
Transport. Communications & Storage 690 805 852 1.093 1.~48 1,541
Financial and Real Estate 1.095 1. I71 1.412 1.534 1.613 1.833
Community and Social Services 873 1.046 1.145 1.277 1.340 1.495
-- Public 648 811 884 989 1.090 1.211
-- Extra-Territorial 25
-- Prfvate Services 255 235 261 299 250 259

GOP at Factor Cost J5.936 16.589 16.255 18.426 20.779 2: .886
Indirect Taxes less Subsidies 635 805 1.025 1.306 1.436 1.465
Agriculture 115 116 136 136 157 163
Noa-Agriculture 520 689 889 1.170 1.279 1.302
GDP at Current Market Price 16.571 17.394 17.280 19.732 22.215 23.351
Agriculture 11.550 t 1.6 I I 10.506 11.752 13,522 13,683
Non-Agriculture 5,021 5,783 6,774 7,980 8,693 9,668
GOP at 1974/75 Market .Price 16.571 l?,300 17.&22 18,607 19,048 18.606
Agriculture 11.550 11.615 11.141 11.141 11,480 10,933
Non-Agriculture 5,021 5,685 6,681 7,466 7,568 7,673
GOP Deflator 100.00 100.54 96.96 106.05 116.63 125.50
Agriculture 100.00 99.';7 94.30 105.48 117.79 125.1 5
Non-Agriculture 100.00 101.72 101.39 106.88 114.87 126.00

(table continued)
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Table 2.2 (continued)

Industry year

1980 1981 1982 1983 1984 1985 1986

''I

Agriculture, Fisheries
& Forestry 15,510 17,715 19,082 22,087 23,988 N.A. N.A.

Mining and Quarrying 58 66 85 96 104
Manufacturing 1,049 1,243 1,460 1,650 1,792
_. Modern 712 851 1,021 1,154 1,253
-- Cottage 337 ~92 439 496 539
Electricity, Gas & Water 67 82 127 140 152
Construction 1,974 2,342 2,377 2,502 2,717
Trade, Restaurantsand Hotels 953 1,068 1,199 1,355 1,472
_. Trade 832 950 1,069 1,208 1,312
-- Restaurants and Hotels 121 118 130 147 160
Transport, Communications

and Storage 1,889 J,992 2,129 2,306 2,505
Financial andReal Estate 2,077 2,366 2,594 2,832 3,076
Community andSocial Services 1,889 2,167 2,591 2,801 3,042
-- Public 1,574 1,747 2,116 2,287 2,484
-- Extra-Territorial 31 35 :9 42 46
-- Private Services 384 381 436 472 512

GOP at Factor Cost 25,466 29,041 31,644 35,769 38,848
Indirect Taxes less Subsidies 1,841 1,951 2,117 2,715 2,890
Agriculture 169 188 200 230 275
Non-Agriculture 1,672 1,763 1,917 2,185 2,615
GOP at Current Market Price 27,307 30,992 33,761 38,484 41,738 50,124 56,013
Agriculture 15,679 17,903 19,282 22,317 24,641 29,895 33,210
Non-Agriculture 11,628 13,085 14,479 15,867 17,097 20,229 22,803
GOP at 1974/75 Market Price 20,158 20,920 20,297 21,873 22,520 23,432 23,962
Agriculture 12,066 12,616 12,478 13,668 13,990 14,608 14,752
Non-Agriculture 8,092 8,304 7,819 8,205 8,530 8,824 9,210
GOP Deflator 135.46 148.15 166.33 175.94 185.34 213.91 33.76
Agriculture 129.94 141.91 154.53 163.28 176.13 204.65 225.12
Non-Agriculture 143.70 157.57 185.18 193.38 200.43 229.25 247.59

Source: Ministry of Finance (1987, pp. 1·2 of tables)
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Table 2.3

GDP 1964-1965 through 1986-1987: Rupees In '000

(collstant 1984-1985 prices)

Paceni Percent Percent
Rate of Non" Ratc of GOP Rate of

year ASdc. Growth Agric. Growth Total Growth

1964/65 16,409 8,051 24,460
1965/66 18,331 11.71% 7,902 -1.85% 26,234 7.25%
1966/67 17,577 -4.12% 8,233 4.18% 25,810 "1.62%
1967/68 17,671 0.54% 8,299 0.80% 25,970 0.62%
1968/69 18,201 3.00% 8,907 7.32% 27,108 4.38%
1969/70 18,830 3.45% 9,064 1.76% 27,894 2.90%
1970/71 18,947 0.62% 8,940 -1.37% 27,886 "0.03%
1971/72 19,086 0.73% 9,345 4.53% 28,431 1.95%
1972/73 19,284 1.04% 9,700 3.80% 28,984 1.95%
1973/74 20,622 6.94% 10,221 5.37% 30,843 6.41%
1974/75 20,343 "1.35% 10,064 -1.54% 30,407 -1.41%

New Series
1974/75 20,343 10,064 30,407
1975/76 20,458 0.56% 11,395 13.22% 31,853 4.75%
1976/77 19,623 -4.08% 13,391 17.52% 33,014 3.65%
1977/78 19,623 0.00% 14,964 11.75% 34,587 4.77%
1978/79 20,220 3.04% 15,169 1.37% 35,389 2.32%
1979/80 19,257 -4.76% 15,379 1.39% 34,636 -2.13%
1980/81 21,252 10.36% 16,219 5.46% 37,471 8.19%
1981/82 22,221 4.56% 16,644 2.62% 38,865 3.72%
1982/83 21,978 -1.09% 15,672 -5.84% 37,650 -3.13%
1983/84 24,074 9.54% 16,446 4.94% 40,519 7.62%
1984/85 24,641 2.36% 17,097 3.96% 41,738 3.01%
1985/86 25,730 4.42% 17,686 3.45% 43,416 4.02%
1986/87 25,983 0.99% 18,460 4.37% 44,443 2.37%

Constant price GDP percent annual rate of growth for various sub-periods
Non" GOP

Year Agric. Agric. Total
1964-71 2.18% 2.15% 2.17%
1964·74 2.17% 2.26% 2.20%
1971·81 1.53% 5.94% 3.18%
1971·85 2.16% 4.66% 3.07%
1974~81 1.27% 7.45% 3.57%
1974·84 1.94% 5.44% 3.22%
1974·85 2.16% 5.26% 3.29%
1976·86 2.85% 3.26% 3.02%

Economically Active Population Annual Percent Rate of Growth
1971·81 3.10% 8.30% 3.50%
Implied Emp10yment Elasticity

- ,
1971·81 2.023 1.397 1.102
Source: Ministry of Finance (1987) plus computations based on that

data made by the lEES team.
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The fluctuations in agri<:ultural output from year to year revealed in Column 2

of Table 2.3 (Percent Rate of Growth) show growth rates ranging from +11.71

percent in 1965-1966 '.0 -4.76 percent in 1979-1980, and current growth of

agricultural GOP of .99 percent. These fluctuations of real income in rural areas,

with so many families at the subsistence level, help to explain the high drop-out

rate!», ~specially in the bad crop years. These drop-out rates (currently 22 percent

right after Grade 1) and repI:tition rates (39 percent for Grade 1) arc extremely

high at this level compared with developing country standards, and these rates arc

much higher than this for girls. Some of the internal inefficiency in the primary

schools due to high drop-out and repetition rates may be explained by low and

unstable agricul~ural output, since families ncar subsistence arc unable to pay the

financial costs and absorb the forgone earnings costs as well.

Programs that stabilize and raise agricultural productivity (e.g. irrigation)

and/or lower fees could reasonably be expected to lower drop-out and repetition

rates. At the ~ame time, improvements in drop-out rates, repetition rates, and in

the school levels attained in the education of future farmers is shown by research

to raise the productivity of farmers. Among other things, it increases their

capacity to adapt, to use technologies such as fertilizer and hybrids more

appropriately, and to market their output more profitably. Growth of productivity

in agriculture is the single most important source of potential growth in real GOP.

2.2.2.2 Industrial Output and Employment. The breakdown of non-agricultural

Gross Domestic Product by major industry that is shown in Table 2.2 is reflected in

the distribution of the economically active population among industries shown in

Table 2.4. Only 8.8 percent of the population is employed outside of agriculture.

The largest non-agricultural employment is in community service industries (4.58

percent) and in commerce and transport (1.59 percent).

Table 2.3 also reveals st.mewhat higher and somewhat less volatile rates of

growth in the non-agricultural sector than in agdculture (see percent rates of

growth in columns 2 and 4}. The combined result of 2.37 percent real growth for

the most r~cent 1986-1987 fiscal year, for example, is composed of 4.37 percent

growth in non-agricultural output, and only 0.99 percent growth in agricultural

output.

The individual industry in which employment grew most rapidly between census

years, as shown in Table 2.4, was financial and business services at 12.79 percent.

Employment was growing in the non-agricultural sectors at an annual rate of 8.26

percent.
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2.2.2.3 Labor Absorption Rates. The labor absorption rates arc relatively

encouraging for Nepal. They measure the percent increase in employment that

occurs for every I percent increase in real GOP. The respective labor absorption

rates (or "implied employment elasticities") shown at the bottom of Table 2.3 above

indicate that for every I percent increase in real GOP in the sector concerned

there is a 2.02 percent increase for employment in agriculture and a lAO percent

increase for employment in nonwagdcultural industries. This is a positive indication.

These rates compare very favorably with the much lower labor absorption rates in

the .5 w .35 range that arc a serious problem in some other developing countries.

Low labor absorption rates arc due to the choice of production techniques that usc

too much physical capital and too little labor. This can arise when capital goods

arc imported from industrial countries that usc technology that is too capital

intensive and inappropriate where labor is cheaper. This is not a major problem in

Nepal as shown by the labor absorption rates.

Manufacturing accounted for 12 percent of non-agricultural GDP, the modern

segment for 8.4 percent, and cottage industries 3.6 percent. This cottage industry

is growing rapidly. There were only 70 firms in this category in 1974-1975, which

had grown to 1,112 firms by 1984w1985, reflecting a 38wfold increase for investments

in this sector. Basic literacy, numeracy, and the elements of accounting, managerial

innovation, and financial management are key contributions made by both primary

and secondary education that arc important to the initiation, survival, and growth

of these cottage industry firms. In the 1981-1982 census of manufacturing, there

were 4,903 establishments in the country of which only seven firms employed more

than one thousand people and 301 firms more than 50 people. The breakdown of

employment among occupations is given by census data as shown in the bottom half

of Table 204. Outside of agriculture, very few are in professional and technical

occupations, in administrative, clerical, sales, and services. Laborers in production

and construction jobs comprise 3.12 percent.

2.2.2.4 Real Income and Growth. With the relatively low growth rates of real

GOP discussed above, and the relatively high 2.7 percent current annual population

growth rate, the major economic issue facing the country is the very low .1 percent

per capita real income growth rate from 1965 through ~985 shown in the last row

of Table 2.5.
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Table 2.4

Industrial and Occupntlonal Jl!8trlbutiOIl or the Economically Active

Population Aged 10 llild Above: 1971, 1981, and Projection

to 2000 A.D.

1971 Pcrccnt 1981 Pcrccnt Annual Basic
Pcrsons of Pcrsons of Ratc of Necds

Industry Engagcd Total Engagcd Total Growth Forccast
('000) Engagcd ('000) Engagcd 1971-81 2000

('000)

Agriculturc, Forcstry
and Fishing 4,579 94.35% 6,244 91.15% 3.15% 12,004

Manufacturing 52 1.07% 34 0.50% -4.16% 157
Electricity, Gas & Watcr 2 0.04% 3 0.04% 4.14% 14
Construction 5 0.10% 2 0.03% -8.76% 9
Commcrcc 64 1.32% 109 1.59% 5.47% 505
Transport & Communication 10 0.21% 7 0.10% -3.50% 32
Financial & Business

Services 3 0.06% 10 0.15% 12.79% 46
Pcrsonal & Community

Service 138 2.84% 314 4.58% 8.57% 1,454
Industries N.E.I. 27 1.85% 588

Total 4,853 100.00% 6,850 100.00% 3.51% i4,810

Non-agriculture 274 5.64% 606 8.85% 8.26% 2,806

Projected Total Employment Growth 1981-2000 7,960
Projected Employment Growth in Agriculture 1981·2000 5,760

Occupation

Professional & Technical 25 0.52% 64 0.93% 9.86%
Administrative 1 0.02% 6 0.09% 19.62%
Clerical 47 0.97% 49 0.72% 0.42%
Sales 60 1.24% 85 1.24% 3.54%
Services 34 0.70% 16 0.23% -7.26%
Farming & Fishing 4,579 94.37% 6,260 91.39% 3.18%
Production & Labor Workers 106 2.18% 214 3.12% 7.28%
Occupations N.E.I. 156 2.28%
Total 4,852 100.00% 6,850 100.00% 3.51%

Source: Central Bureau of Statistics: Population Census·-1971; Population Census--1981;
Vol. I, Part VII, p. 1.
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Table 2.5
Per Capita Real Income and Output Growth: 1964-1987

Yenr
1964/65
1965/66
1966/67
1967/68
1968/69
1969/70
1970/71
1971/72
1972/73
1973/74
1974/75

New Series
1974/75
1975/76
1976/77
1977/78
1978/79
1979/~0

1980/81
1981/82
1982/83
1983/84
1984/85
1985/86
1986/87

Population
('000)
10.,010
10,218
10,430
10,646
10,866
11,092
11,321
11,556
11,861
12,177
12,501

12,501
12,833
13,175
13,525
13,885
14,254
14,634
15,023
15,397
15,779
16,172
16,574
16,986

Real per
Cnpita GDP
2,444
2,567
2,475
2,440
2,495
2,515
2,463
2,460
2,444
2,533
2,432

2,432
2,482
2,506
2,557
2,549
2,430
2,561
2,587
2,445
2,568
2,581
2,619
2,616

Percent
Rate of
Growth

5.07%
-3.61%
-1.42%
2.26%
0.81%

-2.06%
-0.12%
-0.68%
3.66%

-3.97%

2.04%
0.96%
2.05%

-0.33%
-4.66%
5.38%
1.03%

-5.48%
5;01%
0.51%
1.50%

-0.12%

Constant Price per Capita GDP
Rates of Growth for Selected Periods

Period
1964-71
1964-74
1971-81
1971-85
1974-81
1974-84
1974-85
1976-86
1964-86
1982-86
1965-85
Source:

Percent Annual
Rate of Growth

0.10%
-0.05%

0.50%
0.45%
0.88%
0.59%
0.68%
0.43%
0.31%
1.70%
0.10%

NPC, Economic Survey 1986-1987. Real GOP from Table 2.3
divided by population from Ministry of Finance (1987). Growth
rates for sub-periods are compound rates calculated by the
lEES economists.
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This has temporarily turned nr,gntive for 1986-1987 for reasons explained

earlier and is shown there to become a -0.12 percent per capita growth rate. The

negative -5.48 percent rate of growth of real per capita income in the 1982-1983

bad crop year is almost canceled out by the 5.0J percent rate in the following year.

Except for self-cancelling deviations like this, the dramatic fact is that per capita

income has not risen appreciably over the past 10-20 years.:

Education and these low per capita growth rates are interdependent in several

ways that arc developed below in Section 2.2.5. Primary and lower secondary

education arc known to contribute significantly to the productivity of farmers, for

example. The education of women, in particular, both raises the effectiveness of

their economic contribution and lowers their fertility rates. Low per capita income

in rural areas limits the funds available for education but, as growth begins and

income rises, this may increase the funds for education and educational expansion

itself may thus accelerate.

2.2.2.5 Capital Formation. Gross National Investment in physical capital as

defined by the national income and product accounts is shown in Table 2.6, and the

saving that makes it possible for investment to occur without inflation is shown in

Table 2.7. Investment has grown as a percent of GOP from 14.5 percent in 1974,

which was low by international standards, to 20.7 percent of GOP currently (Wor!d

Bank, 1987, p. 210 and Table 2.6). This 20.7 percent of GOP invested in physical

capital in Nepal is high, however, in relation to the 15 percent average in the 29

other lowest income countries in the world.

It is investment, rather than saving, that contributes to productivity growth by

providing more physical capital, tools, equipment, and human capital skills for each

worker. But a fiow of saving, which involves refraining from consumption, is what

permits investment to grow without generating excess total demand and hence

inflation. Real Public Investment grew from 1974 through 1986, using the GOP

deflator shown in Table 2.8, by 13.3 percent per annum. Private investment grew

by 3.8 percent annually during the same period. This gives an overall growth rate

of 6.6 percent. In the more recent 1983-1986 period real investment in physical

capital has grown at about the same rate (7 percent), composed of a lower growth

rate for pubHc investment (2.2 percent) and a higher growth rate for private

investment (11.9 percent).
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Table 2.6

Investment In I)hyslcal Capital: 1979-1986

(millions or 1984-1985 rupees)

197~ 1980 1981 1982 1983 1984 1985 1986

GDP at Market
Price 23,351 27,307 30,988 33,761 38,148 41,738 50,124 56,013

Less Exports
of Goods and
Non-factor
Services 695 3,523 3,592 3,455 4,196 5,372 6,488

PI us Imports
of Goods and
Non-factor
Services 4,375 5,357 5,823 7,196 7,661 9,317 11,221

Total Available
Resources 17,311 25,031 29,141 33,224 37,502 41,649 45,408

Investment 2,402 4,270 4,808 5,098 6,799 7,402 8,636 10,372
Gross Fixed

Capital
Formation 2,223 3,681 4,299 5,249 6,747 6,958 8,148 9,814

-- Public 505 1,466 1,823 2,487 3,306 3,340 3,543 4,267
-- Private 1,718 2,215 2,476 2,672 3,441 3,618 4,605 5,547
Change in

Stocks 179 589 509 -151 52 444 488 558

Investment as
a Percent
of GOP 14,5% 18,3% 17,6% 16.5% 20,1% 19.4% 20.7% 20,7%

Source: Based on CBS and NRB Data; Ministry of Finance (1986 and 1987, p. 3 of Tables)

The low rate of domestic saving shown in Table 2,7 is supplemented by an

amount equal to about 30 percent of this domestic saving that is transferred from

abroad. The desire to maintain investment and the momentum for growth, faced

with insufficient domestic savings and other resources, has contributed to the 14.3

percent inflation rate in 1985-1986 and the 9.28 percent jnfZation rate in 1987,
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Table 2.7

Domestk Savini plut4 Net Transfer from Abroad

(millions of 1984·1985 rupees)

1974 1979 1980 1981 1982 1983 1984 1985

Gross N~Jlolial

Savings

Gross Domestic
Product 16,571 23,351 27,307 30,988 33,761 38,184 41,738

At Market
Price Less
Private and Govt.
Consumption
Expenditure 14,909 20,761 24,333 28,126 30,703 34,247 36,772

Gross Domestic
Savings 1,662 2,590 2,974 2,862 3,058 3,937 4,966

Plus Net
Transfers
from Abroad 354 844 951 1,228 1,373 1,703 1,512

Plus Net Factor
Income from
Abroad 267 494 587 615 697 625 651

Gross National
Savings 2,283 3,928 4,512 4,705 5,128 6,265 6,854 7.157

Gross National
Savings as
a Percent
of GDP 13,8% 16.8% 16,5% 15,2% 15,2% 16.4% 16.4% 14,3%

Source: Based on CBS and NRB Data; Ministry of Finance (1986 and 1987, p, 3 of Tables)
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Table 2.8

1964-1965 to 1986-1987 lIIr1atlon Rates

as Measured by the GDP Deflator (1984-1985 • 100)

RIl te of Non- Rate of OOP Rate of
Yenr Agrie. Growth ARrie. Growth Totnl Growth

1964/65 0.2585 0.2503 0.2539
1965/66 0.3036 1.174 0.2769 1,106 0.2926 1.153
1966/67 0.2835 0.934 0.2663 0.962 0.2756 0.942
1967/68 0.3208 1.132 0.2855 1.072 0.3064 1.112
1968/69 0.3417 1.065 0.3053 1,069 0.3266 1.066
1969/70 0.3651 1.069 0.3249 1.064 0.3486 1.067
1970/71 0.3697 1.013 0.3361 1.035 0.3556 1.020
1971/72 0.4322 1.169 0.3613 1.075 0.4043 1.137
1972/73 0.3960 0.916 0.3617 1.001 0.3811 0.943
1973/74 0.4983 1.258 0.4006 1.107 0.4603 1.208
1974/75 0.5678 1.139 0.4989 1.246 0.5396 1.172

New Series
1974/75 0.5678 0.4989 0.5396
1978/79 0.6687 1.042 0.5731 1.035 0.6293 1.039
1979/80 0.7106 1.063 0.6286 1.097 0.6772 1.076
1980/81 0.7378 1.038 0.7169 1.140 0.7309 1.079
1981/82 0.8057 1.092 0.7862 1.097 0.7992 1.093
1982/83 0.8773 1.089 0.9239 1.175 0.8975 1.123
1983/84 0.9270 1.057 0.9648 1.044 0.9419 1.050
1984/85 1.0000 1.079 1.0000 1.036 1.0000 1.062
1985/86 1.1619 1.162 1.1165 1.116 1.1430 1.143
Source: Ministry of Finance (1987)

Another important part of total investment is the investment in

human capital formation that also contributes to growth. Focusing on

education, Table 2.9 shows the government investment in education

through both the regular and development budgets increasing from 9.39

percent of GOP in 1980-1981 to 11.1 percent in 1985-1986. To this must

be added the private investment made by families in the form of forgone

earnings (i.e., forgone production) shown further down in Table 2.9.
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'fable 2.9

Public: And Prhate l ..veMtme.. t In Ed.u:AUon:

1980-1981 tllroulh 1987-1988&

(mlillonM of current price rupeel)

----------------------,----------------
1080/81 1081/82 1082/88 10S8/84 10S4/8& 108&/86 1086/87 1087/884

Public Inveltment In Educatlon l

Education Expendlturel

(Re.ular Budlet)
Iliducatlon Expenditure.

(Dflvelopment Dud.et)

Total Public Inveetment
In Education

A. a %of Total Oovt.
Expenditure

Houlehold Invllltment In Education

Feel, Unlforml, Materlal12

For.one Earnlngl3

Totallnveltment In Education

Public plul H.H. Inveltment ae

a %ofODP

011.6

2S/).6

38·402

0.30%

113

7.0%

106.8

510.1

0.68%

106

1,432

2,066

6.4%

120.•

604.6

734.0

!0.1I2%

146

2,739

137.2

678.0

816.8

10.07%

163

2,120

161.4

30U

0.00%

100

7.5%

207.6

870.4

11.10%

227

2,906

4,210

7.9%

200

1,021

1,126

(267)

(:I, lOS)

(4,581)

(7.7%)

211

(202)

(3,603)

(8.0%)

Sourc8l: 1Minietry oC Finance (10S7, pp. 54, 54, and p. 1 oC the Tabllll).

2Eetlmate baeed on Feel and UnlCorm

multiplied by 1/4 primary enrollment

enrollment. Cram Section 2.6.1.2.

COltl

plu"

in Section 2.6.3.1 of thll

total lIecondary plul total
lector
higher

allellment

education

3Thil il bued on per capita income (GDP) in conltant 10S4-S6 pricel, Cram Table 2.6,

Section 2.2.2.4, Ume. the GDP denator Ihown in Section 2.2.2.4. Thill average per
capita income i. uled ae an elltimate of what Ichool-age children could earn or produce

in real terrol in agriculture, or in urban employment, if not in Ichool. The relult ie

multiplied by enrollment (1/4 primary plul total ..condary plu. higher education
enrollment.). Thil ulumel lero Carlone eaminlll for primary children in Gradel 1-4,
even thoulh etrictly Ipeakinl the production il not lero, but il .mall. In Gradel 15

and above, Corgone eaminge (or Corgone production) COltI borne by the family are

.ubltantial. Thil allume. that children are ae productive ae adult., and a chanle in

thil ulumptlon would produce different relultl.

"Eltimatel Cor 10S6-87 are bued on the amountl budgeted reduced by 23 percent. Actual
expenditurel .hown in the reet oC the table have been about 87 percent oC the amount

budleted in mOlt recent yearl.

I neme in parenth.... are eetimet.. bued on extrapolatione of enrollment growth.
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This Invcstmcnt in hUltH1'1 clIpitul I1I,m mUAt be financed with suvlng. The

government portion of' the sllvi:,g occurs IlS tIl"es nrc collected. inducing reduced

consumption. The fHII/lng by the f.lmlly occurs liS pnrcnts forgo the production the

child could contribute through wMk In ugrlcuhure or lit home.

Tnblc 2.9 shows thut the household's investment in pr/mllry nnd sccondory

cducntion. even if fees were negligible. is many times lurger than the investment by

government. This is becuuse one child's pro-rutn shure of the cos~~ of education paid

by government is considcrubly less thnn the real value of what the ~.~\lild could produce

helping at home or in the fields. This is important because the high costs of basic

primary and lowcr secondary education to the family arc one factor eltplaining why

rural children arc withdrawn from school at an early age. Another reason why parents

somctimes withdraw children from school is because the perceived value of additional

education is below the costs. Thus, raising the quality of education can increase the

amounts parents arc willing to spend (or forgo) for education.

Forgone earnings costs arc the major and (for non-land owners) almost the only

form of saving done by families in subsistence agriculture. As government invests

more in education (e.g., by reducillg supplementary primary charges and secondary

school fees), this encourages parents to send their children to school.

The II percent that education receives as a share of the current government

budget (Table 2.9) is low in relation to the fastest gro wing countries in the world, but

is about the same as the 11.5 percent share of education in the public budgets of the

56 midGle income economics worldwide (World Bank, 1987, p. 246). The large

percentage increases in the 1986-1987 budget (e.g., the 35 percent increase for primary

education) needs to be interpreted with care because actual expenditures from the

development budget tend to be considerably below those budgeted: about 30 percent of

the development budget has not usually been spent in recent years. Total investment

in human capital formation via education, shown at the bottom of Table 2.9, has risen

from 7.0 percent of GOP in 1980-1981 to approximately 8.0 percent of GDP in 1987

1988.

2.2.2.6 Trade Flows and Foreign Exchange Rates. An effective way to achieve

faster economic growth, that also reduces the unequal distribution of real income, has

involved investment in physical and human capital that raises productivity, and that

simultaneously improves the competitiveness of exports (McMahon, 1987). These

investment policies need to be supported by other policies, such as avoiding

overvaluation of the Nepalese rupee, that also promote exports and foster export-driven

growth.
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The currency in NcplIl often hecomcs over-priced. This tcnds to bUllefit urb!!n

dwellers, who import consumption goods from abroad and enjoy inexpensive

agricultural products lit the expcnse of farmers who Cllnllot export becnuGc their crops

arc not competitive in world markets. It also harms IIgriculturally·busr,d industrieo,

such as leather goods, whose exports declined furthcr in 1986-~987 (M1:1istry of

Finance, 1987, p. 8). An over-priced currency slows the dcvi,~I(.\pment of :~griculture

and tends to crcate large tradc deficits, both of which nrc problrm::l ill Nepal (see

Table 2.10, line I, and the slow growth of agriculture in Tllblc 2.1 aiJove). An over

priced cmrency also benefits industries that import their raw ma~c' iuls i\nd wl~ich may

have more politi,cal influence. It is also disadvantageous tv those ",1dustricg that

develop domestic sources for their raw materials with a larger ·,u.uc added. The

parents' capacity to save (forgo earnings) and invest in education i:l the rural areas is

thereby advernely affected, as those farms suffer that have a marketable surplus.

In January 1986 the Nepalese currency was devalued by 14.7 percent, and a scr;,e!i

of regulations was imposed on domestic credit used by lower priority public and private

sectors for imports. This docs not yet appear to have reduced the trade deficit, since

in the first nine months of 1986-1987 it was 5,202.1 million rupees, whereas in the first

nine months of 1985-1986 it was a somewhat smaller 4,523.9 million rupees. Imports

are up, encouraged by an overvalued rupee that lowers their effective price to

importers, and partially due to increases in the priee of oil. Exports so far have failed

to recover, partly because markets once lost take a long time to regain.

The inflation rate has slowed, with the national urban price index increasing 2.6

percent during the first nine months of 1986-1987, compared to 14.8 percent during the

same period in the previous year, as reported by the Ministry of Finance (1987, p. 61

of Statistical Appen(;:x). But the 11.5 percent increase in the Consumer Price Index

during 1986 has not t...;en accompanied by c commensurate devaluation. Hard currencies

are being bought on the black market (a free market) at a non-official rate at about

14 percent above ~lle ~~,ti:cial rate, and the trade deficit remains large. Both indicate

that the Nepalese CUl;<'I:~y is still somewhat over-priced in spite of the new market

basket of currencies approach.

Despite the contim:ing deficits in the balance of trade, and the continuing current

account deficits shown in Table 2.10, Nepal has received a counterbalandng flow of

capital movr.ments due largely to development grants and loans from active external

assistance agency countries and multilateral agencies. These resulted in a temporary

net balance of payments surplus in 1985-1986 which has turned negative more recently

with the net loss of reserves during the first nine months of 1986-1987.
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Expenditure

Regular

Development

Table 2.10

Governmellt I£xpelldlture and Sources or Finance:

1980·1981 through 1985·1986

(millions or rupees)

1:lwtl.- IL..:9:.w,8¥,.j0IUj8:.,j,,1_.a...I9~8u.l"'_l/8u2"---I.1~981U21lJ./.w..83..:.-~1L..:9~83of.j/:..w8:.:J,4_.a...19~8t.=l4.L.1/8"..S:"--I.1 ,iCJ281t15u.Jl./86,

4,092.3 5,361.3 6,979.2 7,437.3 8,395.0 9,797.1

1,361.2 1,634.4 1,997.1 2,273.5 2,906.2 3,584.0

2,731.1 3,726.9 4,982.1 5,163.8 5,488.8 6,213.1

Receipts 3,288.1 3,672.8 3,93 I.7 4,~85.9 4,840.1 5,8 I7.4

Revenue 2,4 I9.2 2,679.5 2,841.6 3,409.3 3,916.6 4,644.5

Foreign Grants 868.9 993.3 1,090.1 676.6 923.5 1,172.9

Overall Surplus (+)

or Deficit (-) -804.2 - I.688.5 -3,047.5 -3,151.4 -3,554.9 -3,979.7

Source of Financing

Deficit

Foreign Loan 693.3 729.9 985.8 1,670.9 1,752.9 2,501.1

Internal Loan 250.0 500.0 .,000.0 .,576.8 .,802.0 .,403.4

Bonds and

Bills etc. .,076.8 .,302.0 903.4

Bonds (For

Non-Banking 500.0 500.0 500.0

Sector only)

Cash Balance

Surplus(+) -139.1 458.6 .,061.7 -96.3 75.2

or Deficit(-)

Source: Ministr i of Finance (.987)
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Forcign debt, incurred almost cntirely on eonccssionary terms and mostly from

IDA and ADD louns, hab increased dramatically. Debt service now requirr.s about 10

percent of the total (regular plus development) budget, an amount that will increase

if U.S. arId other interest rates increase. Preliminary indications hre that borrowing

during 1986·1987 will be significantly higher.

Under the IMF-sponsored economic reform program, the government has

committed itself to (I) periodic review of thc need for further devaluation and

continued expansion of the flexible exchange rate management policy, (2) continued

restraint on public deficit expenditure, including increased public revenue generation

through improved tax administration, (3) reduction of administered prices, (4) a limit

on external commercial borrowing, and (5) reduction of the regulations on trade,

such as import and export licenses and customs, and further identification and

encouragement to exports to strengthen the trade regime.

2.2.3 National Budget

This section covers the national budget revenue and expenditures, as well as

some aspects of the most current budget (1987-1988) available at the time this

report was prepared.

2.2.3.1 Revenue. Total internal revenue of the government has been increas-

ing steadily. Total revenue increased from Rs 2,419.5 million ill 1980-1981 to Rs

4,644.5 million in 1985-1986 implying an average increase of 13.9 percent per year

(Table 2.11). The revenue generated in 1985-1986 constituted 9.3 percent of GDP

for that year. The internal mobilization of revenues as a proportion of GDP is low

compared to the experience of several other developing countries. The rate of

increase of internal revenue is also low in relation to the annual rate of increase of

total government expenditure, which during 1980-1981--1985-1986 was an average of

28 percent per year (Table 2.10).

The total revenue of the government is comprised of tax revenue and non-tax

sources as shown in Table 2.11. In 1985-1986, tax revenue amounting to Rs 3,755

million constituted 81 percent of the total revenue worth Rs 4,644.6 million. The

major proportion of tax revenue is accounted for by customs, and excise and sales

taxes, followed by the taxes on property, profit, and income. Land revenue and

registration, which in the past was a major source of revenue, contributed 5.3

perce'at of total revenue in 1985-1986. Indirect taxes thus are the predominant

sources of revenue (Table 2.11).
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To ble 2.11

TlIX Ilnd Non-Tax Revenue: 1980-1981 through 1985-1986
(millions or rupees)

Revenue Source 1980/8J J981/82 1982/83 !983/84 J984/35 J985/J986 J985/86

Tax Revenue:
Customs 815.8 825.J 760.9 825.9 J,064.5 1,231.0 26.5%

Tax on Consump- 866.7 J,006.3 J,213.6 J,365.2 1,523.4 1,757.4 37.8%
tion & Prod uction
of Goods & Services

Land Reven ue J78.5 170.0 17 J.5 2J2.2 tJ8.6 /.~,~.3 5.3%
& Registration

Tax on Property, lHJ. llU llU lli.l 426.7 ~
Profit & Income

Tax Total 2,035.7 2,2 J J.3 2,421.J 2,737.0 3,151.2 3,659.4 78.7%

Non-Tax Revenue:
Charges, Fees, 48.7 56.9 7 J.5 170.4 283.2 20J.9 4.3%
Fines & Forfeiture

Receipts from J72.0 189.4 162.9 225.7 253.1 305.6 6.6%
Sales of Commodi-
ties & Services

Dividend 87.3 106.5 JJ9.1 109.0 86.2 J10.1 3.4%

Royalty & Sale 8.0 J6.8 9.2 40.4 30.7 32.6 0.7%
of Fixed Assets

Mint 21.3 5.3 6.9 3.7 0.9

Principle and 30.1 29.J 47.6 117.4 10J.6 324.5 7.0%
Interest Payment

Miscellaneous !QJ. 64.2 3.3 II 2..2- 10.5 ~

Non-Tax Total J.8.U 468.2 420.5 §1U ~ 2.8.U JOI.O%

Total Revenue 2,419.2 2,679.5 2,841.6 3,409.3 3,916.8 4,644.6

Source: Ministry of Finance, Economic Survey, 1986/87
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The m)f/-tllx sources of revenue consist of receipts from sales of commodities

and serviccs, repayment of principal, interest, dividends, fineti and charges, fees,

minting profits, etc. In 1985-1986, the salc of commoditics and services fIlised Rs

305.6 million (6.6 pcrcent of total revenue) (Table 2.11). These items include

drinking water charges, irrigation charges, elcctricity fIltes, postal services, and

income from agricultural, educational, forestry, and transportation sectors. In

recent years, the government has raiscd the charges for utility services, partly to

m~et thcir rising costs of expansion and maintenancc.

2.2.3.2 Go'VernlDent Expenditures. The composition of government expend-

itures, by regular and development kinds, is given in Table 2.12 for 1985-1986. The

actual expenditures by category, from 1980-81 through 1985-1986, are given in Table

2.13. The public expenditures of the government have increased sharply in recent

years to finance administrative and investment activities. Government expenditures

are divided into "Regular" and "Development" categories, the regular being largely

recurrent expcrditures of the administrative system, and the development being

expenditurcs on new program activities. Annual development expenditures, in effect,

constitute yearly plan outlays. The regular expenditures increased from Rs 1,354.3

miliion in 1980-1981 to Rs 3,583.9 million in 1985-1986, being an average increase of

21.5 percent per year as shown in Table 2.13. Similarly, the development

expenditures increased from Rs 2,731.1 million in 1980-1981 to 6,213.1 million in

1985-1986, comprising an average increase of 17.9 percent per year. In 1980-1981,

the development expenditures cOJ'lstituted 66.8 percent of total governmcnt

expenditures. In 1985-1986, development expenditures constituted a somewhat

smaller 63.4 percent of the total government expenditure (see Table 2.13).

With respect to the Regular Expenditure in 1985-1986 (Rs 2,584 million), 14.4

percent was for general administration, 16.9 percent for defense, 6.5 percent for

economic service, 13.g percent for social services, and 28.4 percent for loan and

interest payments. The higher proportion of the :-egular expenditure for loan and

interest payments is especially notable. It indicates a mounting burden of internal

and external debt on the economy. Only 6 percent of the regular expenditures were

for education (included among the social services in Table 2.12).

With respect to actual expenditures from the Development Budget in 1985-1986,

of the total development expenditures amounting to Rs 6,213.3 million, 27.4 percent

was for social services, 71.1 percent for economic activities, and the rest for other

activities. : :l'-~ education sector received 14.l percent of the development
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expenditures in that year. The education sector expenditure hus grown from Rs

285.6 million in 1980-1981 to Hs 879.4 million in 1985·1986. Development

expenditures for economic services have increased from Rs 2,101 million in 1980

1981 to Rs 4,414.6 million in 1985-1986 (Table 2.13).

Table 2.12

ComlJOsltlon of Government Expenditures: 1985-1986

(millions of rupees)

A£1.yal Expenditure Amount Percent
1. Regular

a. Constitutional Organs 113.0 3.2
b. General Administration 516.1 14.4
c. Revenue Administration 75.4 2.1
d. Economic Administration 31.5 0.9

and Planning
e. Judicial Administration 51.6 1.4
f. Foreign Service 71.6 2.0
g. Defense 606.2 16.9
h. Social Services 493.1 13.8
i. Economic Services 232.3 6.5
j. Loans and Investment 9.0 0.3
k. Loan and Interest Payment 1,019.3 28.4
I. Miscellaneous JML8. ~

Sub-Total 3,583.9 100.1

2. Development
a. General Administration 10.3 0.2
b. Economic Administration 4.0 0.1

and Planning
c. Social Services 1,699.9 27.4
d. Economic Services 4,414.6 71.1
e. Miscellaneous 84.5 !A

Sub-Total 6,213,3 100.2

Total (Lines I + 2) 9,797.2

Source: Ministry of Finance (1987)
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Table 2.13

Actual Expenditures by Category: 1980-1981 through 1985-1986

(millions of rupees)

Regular Budget 1980/8J 1981/82 1982/83 1983/84 1984/85 1985/86

Constitutional Organs 61.9 60.3 54.5 57.9 60.9 113.0

General
Administration 218.8 253.2 323.6 351.1 411.3 516.1

Revenue
Administration 35.8 43.9 54.7 58.7 63.0 7':-',.-

Economic
Administra t ion
and Planning 6.7 12.0 24.2 25.0 28.0 31.5

Judicial
Administration 18.5 25.8 38.6 39.9 43.9 51.6

Foreign Services 38.8 50.1 52.5 54.8 62.3 71.6

Defence 258.9 282.8 392.4 453.6 507.9 606.2

Social Services 210.2 249.6 320.4 360.5 410.6 493.1

Economic Services 110.1 130.6 165.7 174.6 199.4 232.3

Loans and Investment 11.3 7.9 3.3 11.1 9.0

Loan Repayment and
Interest 216.3 256.7 307.0 497.6 678.2 1,019.3

Miscellaneous .!.21.Q 254.2 252.4 12M ~ ~

Sub-total 1.354.3 1.627.1 1.989.3 2.273.5 2.906.2 3.583.9
(table continued)
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With respect to the financing of expenditures, the government budgets hllvc

relied heavily on foreign grunts and louns over the past several yean;. In 1985·

1986, 12 percent of the total expenditures of Rs 9,797.1 million was met by foreign

grants, 25.S percent by foreign 10llns, nnd 14 percent by internlll IOllns. Intertlnl

resources (government revenues) met only 47.4 percent or the expenditures. A Inrge

portion of the internnl loans were mobiliz,ed from the banking sector, lending to

increases in the money supply.

External and internnl loan financing has been used to fill the Inrge gap

between receipts (revenue and foreig'n grants together) nnd expenditures. The

absolute nmount of the deficit (the gnp between receipts and expenditures) has

grown during the past several years, and is n major source of inflationary pressure.

If the deficit could be reduced, then the interest rates would not have to be so

high. This would stimulate private investment, lower the price of the rupee, nnd

hence stimulate exports. However, the volume of foreign loans has been increasing

significantly (Table 2.10).

2.2.3.3 The 1987-1988 Budget. The budget for 1987-1988 was presented July

9, 1987. The revised estimate for 1986·1987 shows that Rs 1,187.2 million were

slJ~nt, 63.6 percent of it for development expenditure. Internal revenues have

covered 49 percent of the total expendHure. Foreign grants and loans together

accounted for 36.5 percent of total el<.penditure. Internal loans were used for

meeting 14.5 percent of expenditure.

The budget estimate for 1987·1988 put expected expenditures at Rs 15,188

million, 63.3 percent being devoted to development expenditures. Internal revenue

and foreign assistance (grants and loans together) are expected to meet 48.4 percent

and 43.4 percent of the proposed expenditures, respectively. The balance is to be

covered by internal loans.

Fiscal policies in recent years have emphasized the following six measures for

greater mobilization of resources: (1) increasing income elasticity in tax revenue;

(2) improving revenue administration; (3) streamlining public enterprise:); (4) raising

taxation rates on luxury items (imports); (5) broadening of the tax bas~ on urban

houses and all land; and (5) raising rates on public utility services, such as water

and electricity.

2.2.4 Development Plans and Education Expenditures

The two sections immediately below cover the first six plans with a brief

overview for each of them, followed by a more detailed presentation of educational

aspects of The Seventh Plar..
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2.2.4.1 The Flut Six l'IIlIl8. The following purllgruphs prcsc;f1t brief summllr

ies of education expenditures under the first six development plnns.

T~IC Flut 1)1'1I1 (1956-1961): Nepal's first development plun was designed to

mise living stnndurd!l und to promote employment. The Report of the Nepal

National Education Planning Commission (1956) guided most of the activities in the

education sector during the period. Rs 210 million was spent implementing the plan.

Substantial progress was attained in the establishment of schools, partly due to the

great enthusiasm for education shown by people. The shortage of trained mllnpower

was keenly felt during the plan period. The establishment of Tribhuvan University

in 195Q was a significant landmark of this period. Also, normal schools were

established throughout the country for training primary school teachers. A College

of Education was also established in Kathmandu.

Thtl Second 1)lan (1~62-196S): This plan aimed at creating an economic

inL'a:Jtructure for development. Rs 596 million was spent implementing the plan.

The growth in the number of schools and enrollments continued. It is estimated

that by 1965 about 27 percent of the primary school age children were in ~he five

grade primary schools. By 1964, there were 220 high schools and 30 colleges.

The Third Plan (1965·1970): The Third Plan aimed at further developing the

infrastructure, incrcas~ilg agricultural production, and diversifying trade. R!I 1,780

million was spent 'Jn public sector programs. It is estimated that the number of

primary schools increased to 7,000, and the percentage of primary school age

children in schooh! rose to 32 percen t by 1969-1970.

One importan~ deve!opment was that free ~,nd c,1mpulsory primary education

was introduced within two districts, and in ov(:r 100 village panchayats in the

remaining districts, financed mainly by local taxation. In the late 1960s, 29

multi·purpose schools were established, offering a range of vocation~l subjects.

The main developments in education duril~g 1960-1970 included rapid growth of

school enrollments, due mainly to strong socialdema.nd; extensive participation of

local communities in establishing schools; estabHshment of primary teacher training

facilities; setting up of multi-purpose schools; and initiation of free and compulsory

primary education. Compulsory education did not mean, however, that primary

education became universal. The multi-purpose secondary schools and compulsory

education were terminated with the implementation of the NESP in 1971.
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The ft'ourth .)Inll (1970-1975): Th" Fourth Plan llimed llt illcrenslng ugriculturnl

and industrinl production, development of the infrastructure, muximum usc of the

lubor force, control of populntion growth, nnd cstablishment of the pre-conditions

for n society without exploitlltion. Rs 2,040 million was spent in the public sector

in ~hl: first four ycnr!! of the plnn.

The National Educntion System Plnn (1971-1976) wns introduced In the second

yenr of the Fourth Plnn period, and took precedence over the education sector

component of the Fourth Plnn. The NESP objectives guided the activities in

education during this nnd the subsequent Fifth Plnn period.

The NESP initialed a number of important chmnges in the educntlonal system.

Some of these arc that it:

• Introduced a short cycle primary education (Grades 1-3) in place of the
formr.r Grades 1-5, thus causing a sudden steep risc in the reported
enrollment ratio

• Introduced vocational education in all secondary schools

• Provided special facilities for remote areas

• Stressed technbal education at the higher education level

e Led to the overhauling of the curriculum at both primary and secondary
sch()()ls and higher education levels

By i:114·j975, 0.458 million students were enrolled in the primary grades (1-3).

The primary ~'!rollment ratio target for 1976 was 64 percent, which was not

re~...;h.ed. Th~:i target was then fixed for the subsequent plan perbd. During 1971

19"12 to 1975-1976, a total of Rs 708 million was budgeted for the education sector

in annual b!.!dgets, compared to the NESP (1971-1976) budgeted expenditure of Rs

590 million. This formed 9 p~rcent of the total government budget for the five

year period.

Th~ Fifth Plan (1975-1980): This plan aimed ~t increasing production to meet

the essential needs of the people, maximizing the use of the labor force, and

attaining balanced regional development. Rs 8,860 million was spent in the public

sector (at current prices) compared to the planned outlay of Rs 6,170 million at

1974-1975 prices.

The declaration of free primary education and the provision of free primary

textbooks for Grades 1-3 caused sharp increases in primary enrollments during this

period; the primary enrollment ratio (students in Grades 1-3 relative to the: age 6-8
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year old population) reached 87,9 percent by the end of the plan period. J)urlng

the plan period, prim!!fy enrollments increullcd hy 127,5 percent os shown In Table

2,14, lower secondary enrollments by 134,4 percent, and secondary enrollments by

79,8 perccni. Similarly, us shown in Tobie 2,15, the totul higher education

cnrollment incrcased by 8~.2 pcrcent during the Period,

Severnl programs of tho NESJl, that were being executed consistently Lut that

had several difficulties relating to implementatioil, were critically assessed during

the final YCllrs of the plnn, "A Full Term Evaluation" of the NESP was undertaken

by the National Education Committee in 1979, Further, the Research Contre for

Educational Innovation llnd Development (CERID) undertook a critical analysis of the

vocational education program in 1978.

The Full Term Evaluation made wide ranging recommendations rcgarding all

aspects of school nnd higher education. Among the major recommendations mado

were the restructuring of the secondary curriculum, remodelling of the supervision

system, changing the university institute structure, and implementing a system of

financing to be based more on local resources.

The Sixth Plan (l980~1985): This plan had three objectives: increasing

production at a rapid rate, increasing opportunities for productive employment, and

fulfilling the minimum basic needs of the people. During the plan period, Rs 22,000

million was spent in the public sector. Development expenditures in the education

sector amounted to Rs 2,703 million during the period.

The beginning of the plan coincided with important changes in the educational

system. The primary cycle of Grades 1·5 was reinstated, and the lower secondary

cycle was reduced to Grades 6 and 7. Vocational education content in secondary

schools waH reduced drastically. 'The secondary school curriculum was thoroughly

revised.

The government adopted the system of lump sum grants to schools, in line

with the policy of gradually reducing the dependence on government financing

mentioned in the education policy in the plan.

A separate stream of vocational education (the trade schools). coinciding with

the same grades as secondary general education, was developed to provide vocational

education to youths. Enrollment ratio targets were specified for the primary, the

lower secondary, and the secondary leve·ls. As may be calculated from Table 2.16,

from 1979·1980 to 1984-1985 primary ~l1rollment increased by 43 percellt, lower

secondary enrollment by 87 percent, and secondary enrollment by 89 percent.
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Table 2.14

IMucatloli I-f(lgreu durlllg the I'llth PIAII 097S-I~80)

- ---Education Leyel 1971-75 1912-&0
1. Primury (Grades 1-3)

Schools 8,314 10,136
Enrollment 458,516 1,043,332
Teachers 18,874 27,384

2. J~ower Secondary (Grades 4-7)
Schools 1,893 3,261
Enrollment 174,143 408,907
Teachers 6,496 i 1,294

3. Secondary (Grades 8-10)
Schools 479 704
Enrollment 67,214 120,838
Teachers 3,45 I 4,610

4. Total (Lines I + 2 + 3)
Schools 10,686 14, 101
Enrollment 699,873 1,573,077
Teachers 28,821 4),288

Source: National Planning Commission, The Sixth Plan (1980-1985)
in Nepali, p. 80

Table 2.15

Higher Education Enrollm..nts during the Fifth Plan (1975-1980)

Institutes
1. Technical 5,207 8, I 81

a. Medicine 1,120 1,'153
b. Foresll"Y 190 283
c. Agriculture and Animal Science 378 1,094
d. Engineering 759 1,584
e. Science and Technology 2,760 3,467

2. Professional 7,891 16,030
a. Education 4,014 6,178
b. Management 3589 7,374
c. Law 288 2,4ib

3. General 8,662 15,652
a. Humanities and Social Science 8,387 15,186
b. Sanskrit 275 466

Tota; (Lines 1 + 2 + 3) 21,760 39,863

Source: National Planning Commission, The Sixth Plan (1980-1985)
in Nepali, p. 81
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1'abl" 2.16

Education ProgreNM during the Sixth I'IAII (J980-198S)

Educntioo Leyel J979-80 1984:81
1. Primary

n. Schools 10,404 11,704
b. Enrollment 1,317,068 1,833,655
c. Teacher 28,353 49,305

2. Lower Secondary
a. Schools 2,223 3,502
b. Enrollment 142,271 266,639
c. Teachers 11,145 11,037

3. Secondary
a. Schools 785 1,280
b. Enrollment 121,007 228,502
c. Teachers 4,683 7,882

Source: National Planning Commission, The Seventh Plan
(1985-1990) in English, p. 743

Note: Primary and Lower Secondary data in this table vary
from data in Table 2.14 due to adjustments to take
care of structural changes in levels (e.g., primary 1-5
grades are lower secondary 6-7 grades from 1980
onward).

By 1984-1985, the enrollment ratios at primary, lower secondary, and secondary

levels had reached 78 percent, 34.5 percent, and 24 percent, respectively. At the

primary level, this measure of enrollment exceeded the target slightly, but evidence

suggests that actual attendance later in the year is significantly below this

enrollment figure due to high drop outs.

A number of education projects were initiated during the plan period. These

were the Education for Rural Development (Seti Zone) Project, the Primary

Education Project, the Science Education Project, the Functional Adult Education

Project, and the Population Education Project.

Tribhuvan University trained 14,677 persons at various levels in several

technical areas through its technical institutes during the plan period as shown in

Table 2.17. The total number of students admitted during the period was 34,315.
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Table 2.17

Higher Education ProKress (Technical Institutes)

during The Sixth Plan (1980-1985)

Institute
1. Medicine

a. Certificate
b. Graduate
c. Post Graduate
d. Low Level

Subtotal a + b + c + d

2. Forestry
a. Certificate
b. Graduate
c. Training

Subtotal a + b + c

3. Agriculture and Animal Science
a. I.Sc. Agri. Science
b. B.Sc. Agri. and Vet.
c. J.T.A.
d. Agri. Training
e. In-Service Training

Subtotal a + b + c + d + e

4. Engineering
a. Certificatf~

b. Graduate
c. Low Level (Trade Training)

Subtotal a + b + c

5. Science and Technology
a. Certificate
b. Graduate
c. Post Graduate
d. Ph.D.

Subtotal a + b + c + d

Total
Admission

1,500
300

30
l&ll
3,455

990
200
.!QQ

1,290

610
650

2,040
450
ill

3,870

3,282
288

.l...!aQ
5,050

15,100
4,000
1,500

JQ
20,650

Total
Production

785
ISO
20

.woo.
2,055

700
175
.M
955

530
400

1,800
450
ill

3,300

1,463
131
m

2,497

3,020
1,600
1,200

10
~

6. Total (Lines 1 + 2 + 3 + 4 + 5) ~.....3u.I.rc.S -",,-14:.a;,6x.:7~7._

Source: National Planning Commission, the Seventh Plan
(in English) p. 769-771
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2.2.4.2 The Seventh Plan (1985-1990). This plan set the same three objec-

tives as the Sixth Plan, namely: to attain a high growth rate in production, to

increase productive employment opportunities, and to fulfill the minimum needs of

the people which, among others, includes primary and skill based education. The

plan called for total expenditures of Rs 50,410 million (at 1984-1985 prices) of which

Rs 29,000 million was to be accounted for by the public sector. Of the public

sector outlay, a sum of Rs 3,010.2 million (approximately 10 percent of the total

public sector outlay) has been allocated for education.

The planned allocations for different subsectors and programs within the total

allocation for education are shown in Table 2.18.

Table 2.18

Education Budget under the Seventh Plan (1985-1990)

Area (Rs in Million) Percent

Primary and Adult Education 302.4 10.0
Other Educational Programs 526.0 17.5
Art and Culture 17.0 0.6
Higher EduC""tion 750.0 24.9
District Level Projects 1,341.6 44.6
Science an~ Technology - 73.2 2.4

Total 3,010.2 100.0

Source: National Planning Commission, The Seventh Plan, pp. 126 and 771

The major programs and targets of the Education Sector Plan within each

sub-sector are as follows:

Prim:ary Education

Provision will be made for enrolling 87 percent of the 6-10-year-old

population. For this purpose, 1,000 new primary schools will be established and an

additional 12,838 teachers will be recruited.

Some town Panchayats will introduce compulsory primary education on their

own initiative. Some primary schools will be set up with the mobilization of

educated youths. Pre-primary education will be encouraged.
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The Primary Education Project will be implemented in six districts. This

project intends to improve the Quality of teaching in primary schools through

teacher training at the ~esource Center level, improve supervision, improve

provision of better reading materials, and develop physical facilities.

Another project, the Ejucation for Rural Development (Seti Zone) Project, that

has been in operation since 1980, will be continued in an expanded form. This

project uses the Resource Center approach as the main mechanism for training and

other activities.

Secondary Education

The policy will be to gr::.dually integrate lower secondary and secondary

grades, and have a system of secondary education comprising Grades 6-10. However,

ihe plan has specified gross enrollment ratio targets for the lower secondary and

secondary levels separately; which are 45 percent for lower secondary, and 36

percent for secondary.

The pla'1 also mentions that an adc'itional 450 lower secondary and 900

secondary schools will be granted approval. Moreover, the plan calls fm the

establishment of model schools at the regional level. Such schools will provide

teacher training services for the imprc,vement of Quah~" in neighboring schools.

Technical Education

Six new trade schools, including the Women's Technical School at Sanothimi,

Bhaktapur, will be established. The Directorate of Technical and Vocational

Education of the MOEC will also be strengthened.

Girls' and Women's Education

The plan mentions that special arrangements will be made for the promotion of

ft.~male education. For this purpose, a number of activities will be carried out.

These included the implementation of the Access of Girls and Women to Education

Project, which has since been cancelled. Construction of a central hostel and

feeder hostels for girls being trained to become primary teachers will be completed.

The primary teacher training for girls will also be continued under this project.

Sdence Education

This project, designed to improve science and mathematics teaching at the

secondary level, will be implemented in 2S districts. The components include

teacher training, production and distribution of science education materials,

construction of science laboratories, and other activities.
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T~acher Traininl

The MOEC will make arrangements for providing inservice training to 2,895

primary teachers, 1,035 lower secondary teachers, and 825 secondary teachers.

Special training programs will be started for training teachers of 18 remote

districts. Radio Education Teacher Training will provide training for 6,000 teachers.

Higher Education

The focus of the program will be on quality improvement of higher education

by strengthening the existing campuses. Emphasis will also be placed on increasing

the outputs of middle and higher level manpower in technical areas.

Steps are to be taken to improve the teaching process in order to complete

courses in the standard time. Capacity and range of subject offerings of the

technical institutes will be increased. With regard to the technical institutes, the

targets shown in Table 2.19 for enrollment and output have been set.

Table 2.19

Higher Education Targets under the Seventh Plan

-,

Field

Medicine
Forestry
Agric\':~t1re and Animal Science
Engir.eering
Science & Technology

Admission
Target

3,455
1,290
3,870
5,050

20,650

Output
Target

2,055
955

3,300
2,497
5,870

Source: National Planning Commission, The Seventh Plan (1985-1990)
in English, p. 762

2.2.5 Education and Economic Growth

This section gives a brief overview of the contributio~s of e<}uca tion to per

capita economic growth. It covers the measures of the overall contributions of

education to industrialization and growth, some illustrations of successful

investments in eduction, and estimat~s of rates of return to investments in

education.

2-38

.. ,tI



2.2.5.1 Introduction. "Rising living standards," which is a clear goal expressed

in many official pronouncements by the government, requires that there be economic

growth in per capita terms. Per capita growth requires that adults now

underemployed be drawn into the labor force, the productive skills of the entire

population be utili~ed more effectively, and the accelerating rate of population

growth be reduced. Education plays a vital role in each of these matters.

2.2.5.2 Overview. A brief overview of ~vidence for the effects of edur.ation

on development is given here. The high payoff for investment in primary education

is common sense and the evidence for this is widely known and accepted by

educators worldwide. The evidence for the effects of alI levels of education on

earnings is based on microeconomic data estimating the contribution to earnings

made by primary education, 1C"""er secondary education, upper secondary education.

and higher education.

The evidence measures the relative contribution t", growth of different levels

of education, and of different types of education at each level. This evidence

demonstrates that the largest contribution ~o per capita growth is made by

investment in primary education. When too much is spent on the higher education

of too many per~ons, leaving the mass of the labor force semi-literate without even

lower secondary education, these in specific skill areas and with advanced education

remain unemployed or emigrate, and per capita growth rates remain low.

2.2.5.3 Contributions of Education. As summarized in Table 2.20, education

alone has been found to explain directly 25-33 percent of the differences in per

capita ~ncome. This does not include its indirect contributions to per capita income

through its effect on lowering fertility rates (Schultz, 1974, pp. 3-22), through its

positive effects on longevity and hence lifetime productivity, or through it's effects

on assimilating a larger fraction of the female population into the market economy.

Indirect effects are found by Krueger (1968) to explain about another 25 percent as

shown in the first c')lumn of Table 2.20. This adds up to the 50-58 percent of the

growth in per capit~ income shown in Table 2.20 explained by these direct plus

indirect contributions of education.
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Table 2.20

Effects of Education on Industrialization

Return
Per per
Capita Growth of Output year per

Effects of Education Income per Worker in "Dollar"
Growth! Agriculturel & ~ Invested!

Direct Effects of Basic
Education 25-33% 7-15% 17-41% 21.2%

Indirect Effe.;ts Via:
Better Health and

Increased Age
Reduced Population

Growth Ra tes 25%
Absorption of a Larger

Percent Into Industry
Advanced Technical

Education that Embodies
New Technology 15-25% 25.6%

Direct Plus Indirect Effects
Total Percent of Per Capita

Income Differences
Explained by Education 50-58% 30-32%

Total Return Per Year Per
Unit Invested 46.8%

Sources: 1

2

Krueger (1968)

Yamada and Ruttan (1980, p. 560), accounting for differences
between the U.S., Argentina, India, Denmark, and Turkey (Column ~).

Jamison and Lau (1982, pp. 10-11). Assumes an average educational
attainment of farmers in Korea, Malays!::, lind Thailand, the
countries studies, of 8 years (Column 3).

McMahon (1987, Table 5)

Other evidence cited in Table 2.20 suggests direct and indirect independent

returns of 21.2 percent to basic education and 25.6 percent to higher education, the

latter with a 10- to IS-year delay. The latter included investment in higher

education abroad, the effects of which take time but also facilitate technology

transfer.
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2.2.5.4 Illustrations of What Works. It is interesting to consider examples of

these different investment strategies to try to see whether either investment in

physical capital in isolation, or investment in education in isolation, can lead to

growth, or whether it would appear that the two kinds of investment are comple

mentary. The rate of return evidence is also relevant to the issue of investment

strategies addressed here. It would be expected to reveal the highest social rate of

return to that factor in relatively shortest supply in Nepal (e.g., rates of return to

primary or lower secondary education, for example, vs. rates of return to physical

capital investment), with diminishing returns affecting the returns to whatever level

or type of education or other input that is not the growth bottleneck at the time.

The four groups of countries (I-IV) in Table 2.21 are selected from the 128

countries in the 1986 World Development Report Annex of Statistical Indicators (pp.

180-241) for which data are available. Group I, the lowest income economies, has

the lowest real per capita growth rates of any group from 1965 to 1985. Group II

has stressed education. It consists of the three countries that are the only ones

with over 25 percent of their government budgets currently spent for education and,

as would be expected, they also have Quite high enrollment rates in primary

education going back to 1965. Group III consists of those 10 countries (four are in

Group IV) that have increased physical capital investment most rapidly since 1965.

This often has been with far less attention to investment in human capital. Group

IV (which also contains four countries from Group III) are the nine countries with

the fastest real per capita growth in the world since 1965.

The pattern that emerges is that investment in human capital and in physical

capital appears to make a complementary contribution to per capita growth and to

the beginnings of industrialization. The poorest countries with an overwhelmingly

illiterate labor force (60 percent or so without primary education and over 80-84

percent without secondary education), and relatively low rates of increase in

investment in physical capital, all have very low rates of per capita growth

averaging only 0.9 percent per year since 1965.

2.2.5.5 Rates of Return. The foregoing discussion suggests that the

contribution to growth will be the largest when scarce resources are invested in a

balanced way, emphasizing investment where the rates of return are the highest in

order to retain this balance. Rates of return are not perfect, but they are the best

single measure available of the contribution of any given investment to growth.

including investment in education.
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Table 2.21

What Works and What Doesn't: Illustrations

Indica of Education Invatment Grou Domatic Per C.pit. Growth
Investment!

Percent Percent1 Percent1 Education GDI Averace Annual
Dlit- Not Enrolled Not Enrolled Exp.... ~ Growth of ... % Growth Rate of
erate in Primary in Secondary of Total Govt. GDI (%) ofGDP, GNP per Capita
1985 1965 1983 Budget 1983 1965-1973 1984 1965-198~

I. Slow Growth: Basic Education Not Stressed (at Least Prior to 1983). Plus Slow Growth oj Physical
Capital Investment:

Pakistan 74% 60% 84% 3.19li .4% 17% 2.5%
Nepal5 8S% 80% 78% 7.2% n.•. 10% .2%
Ethiopia 94%5 89% 87% 14.4% 1.5% 11% .4%
34 Lowest Income 56% 80% 9.9% 3.2% 16% .9%

Economies4

I I. Limited Success: The 3 Countries Most Stressing Education (over 25% of GOl':. Exp.) but with
Relatively Slow Growth oj Physical Capital Investment:

I

Bolivia
Ecuador
Philippines

65%
47%
37%

26.9%

26.0%
25.6%

6.9%
6.0%
4.4%

18%
10%
18%

Ill. Mixed Success: The 10 Countries that Increased Physical Capital Investment Fastest Since 1965 I
(i.e.• > 14.4%: Four are in Group IV):

Panama 0% 41% 11.0% 15.4% 18% 2.6%
Dominican Republic 13% 55% 11.7% 19.2% 21% 3.2%
Kenya 46% 82% 20.6% 15.9~ 15.9% U~

Malawi 56% 95% 13.4% 16.0% 16% 1.7%
Haiti 50% 87% n.a. 1404% 16% 1.0%
Nileria 68% 80%5 4.5% 15.2% 12% 2.8~

IV. Success Stories: The 9 Countries with the Highest Sustained Per Capita Growth in the World,
1965-1985 (Growth oj 4.7% or Faster, Excluding Arab Oil Exporters):

Korea, Rep. of 0% 11% 20.6% 19.7% 29% 6.6%

HonlKonl 0% 32% n.a. S.7% 24% 6.2%
Sinlapore O~ SI% 21.6% 22.1% 47% 7.8%
Japan 0% 6% 12.0%7 14.1;6 28% 4.7%
Taiwan6 1% 26% 18.0% 14.1% 28% 4.7%
Bobwana 36% 79% '1Il.4% 48.1" 21% 8.4"
Indonesia 28% 63% IU% 17.6" 21% 4.9"
Lesotho 6% 81% 17.4" 11.0% 14% 5.9%

Jordan 5% 22% 11.5% n.a. 32% 4.9%

ISource: World Bank, World Development Report, 1986, pp. 222, 236.
2Source: World Bank, World Development Report, 1986, pp. 186, 188.

SSourc.: World Bank, World Development Report, 1986, p. 180.
·Not includinr China and India.
SE8t1mate bued on data tor earli.r y.an.
6Sourc.: S. Kuo, G. Ranis, and J. Fei, The Taiwan Success Story, We.tview Pre••, Boulder, CO, 1981, p. 40.

Th. percental' in Secondary Schools i. an extrapolation bued on data for 1978, and Gov't. Exp. on

Education is tor 1971.
1Por 1ge5. IG1S n.••
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There is now extensive evidence on rates of return to investment in education

for a very wide range of developed and industrialized countries developed by

Psacharopoulos (1973, 1981, 1984, 1985) and others so that patterns are readily

apparent. This evidence is widely known and accepted. The results for the social

rates of return for 100-125 studies that cover most of the developing countries are

summarized by Psacharopoulos (1985, Appendix Table). These social rates of return

are the ones most relevant to development strategies since they show where the

relative growth payoffs are largest. Standard social rates of return reflect, in

addition to the private costs to families that are included in the private rates of

return, the costs to external assistance agencies and tax costs to the public. The

social rate of return thus includes the total resource costs to the society.

The rate of return evidence based on 100-125 studies is summarIzed in Table

2.22. It shows that the rates of return to investment in primar:,' education are

more than twice as high as the rates of return to investment in phrsical capital in

the developing countries. Annual growth payoffs of 28 percent (in investment in

primary education in 26 developing countries, well above the 13 percent rate of

return to investment in physical capital in Table 2.22, indicate that the investment

pays for itself in earnings and hence in national income per person employed within

four years of the time the student enters the labor force.

Rates of return to investment in secondary education of 17 percent can also be

seen in Table 2.22 to be higher than the 13 percent rate of retur'l1 to investment in

physical capital. Rates of return to secondary general education are higher (16-19

percent), on the average, than rates of return to secondary vocational education (12

percent) in developing countries.

The annual rates of return for higher education always tt':nd to be somewhat

lower than those for primary and secondary, again mostly bt;cause each year of

higher education costs more. There is also widespread evidence, observable in Table

2.22, that the rates of return to all capital, both human and physical, are somewhat

lower in the more advanced countries where all capital is relatively more plentiful.

Primary education is a particularly advantageous investment, therefore, with a

high growth payoff. It does not use very much of scarce foreign exchange, apart

from occasional foreign support for some teacher training, and it is relatively labor

intensive and low cost per child.
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Table 2.22 I
Social Rates of Return to Investment in Education and

in Physical Capital

Social Rates of Return Rates of
by Level of Education l Return to

Physical
Country Group Primary Secondary Higher Capital4

Industrial Market
Economies (10
Countries) 15%2 11% 11% 11%

Developing Countries
(4 exporters of
manufactures)' 15% 13% 9% n.a.

Developing Countries
(26 countries) 28% 17% 14% 13%

All Developing
Countries Studies!
(30 countries)
Secondary level
school only 16% 16% 13%

Secondary Voca tional+
Technical Schools 12% 12% 13%

Sources:

1 Arithmetic mean of studies reported in Psacharopoulos (1985) using latest year
observations for each country where primary, secondary, and higher social
rates of return are avaHable (secondary and higher in the case of advanced
countries). Most, but not aU. of the approximately 125 studies on which these
averages are based refere to the 1970s and early 1980s.

2 Estimate based on the return in the intermediate countries. The lack of a
control group of illiterates in the industrialized countries prevents a direct
computation there.

S India, Israel, Singapore, and Yugoslavia.

4 Psacharopoulos (1985, p. 591).
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2.3 FISCAL CAPACITY ANALYSIS

This section covers national development goals for education. It includes

projections of population and school-age cohorts, economic growth, Basic Needs

Strategy requirements, enrollments, education expenditure, and fiscal capacity and

educational expenditure.

2.3.1 National Development Goals

This discussion of national development plans covers constitutional provisions,

development plans, and national goals for educational development.

2.3.1.1 Constitutional Provisions. The foals for national development have

been identified by the constitution. The Directive Principles of the Constitution of

1962 specify the following goals (in paraphrased translation from Nepalil:

1. Promote the general welfare of the people by establishing a democratic,
just, and dynamic society without ex~loitation

2. Enhance the participation of the common people in the establishment of a
society, as conceived above

3. Establish harmony among interests of different groups

4. Promote national integration by fostering mutual good will among the
people and by fostering Nepalese culture and values

5. Help people of different regions attain comparable standards of living by
promoting balanced regional development

6. Encourage private and cooperative initiative and entrepreneurship in
economic activities

7. Promote economic development by giving priority to the fulfillment of the
basic needs of the rural people

Education can contribute significantly to the attainment of these goals.

Support for primary education and literacy is important for enabling people to play

their role as citizens who are conscious of their rights and duties. Curricula taught

in schools and colleges can foster attitudes of tolerance and good will among

different groups in the country. Provision of educational opportunities in different

parts of the country is an essential component of balanced, regional development.
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2.3.1.2 National Goals. Education contributes significantly to national

development. It is a major instrument for bringing about change and modernization,

and for providing trained workers for different production activities. Clarity of the

national objectives for education is needed to guide the education system so that

the goals of the society are met.

The National Education System Plan (1971-1976) explicitly stated the national

goals of education for the first time. Briefly, the NESP set the national goals as

(I) producing citizens loyal to the nation, crown, and national sovereignty; (2)

prO!l1oting the learning of science technology and skills needed for the development

of the country and producing a cadre of workers needed for development; (3)

instilling in the students the qualities of moral integrity, habits of work, self

reliance, creativity, a scientific approach, appreciation skills, aesthetic awareness,

and c03mopolita~ism; and (4) the development of the national language, literature,

culture, and arts.

In accordance with the above goals, the NESP emphasized technical and

vocational education, improvement of the quality of education, expansion of

education opportunities, improvement of the curriculum and instructional materials,

and the upgrading of the teaching profession. The most recent Seventh Plan (1985

1990) has adopted national goals similar to those set forth in the NESP, with only a

light change in wording. The Seventh Plan elaborates various working policies to

meet its priorities. These are given below for several topics.

Primary Level

• The objective of primary education will be to make students literate and
develop in them habits of being healthy.

• Free primary education and free textbooks (up to Grade 3) will be
provided.

• Pre-primary education will be developed with People's Participation.

• Some Town Panchayats will initiate compulsory primary education.

Secondary Lenl

• The objective of lower secondary education will be to build character,
and develop dignity of labor and habits of working; and that of secondary
level will be to prepare citizens capable of contributing to national
development, and to prepare a base for higher education.

• Government will provide grants to ~econdary schools that are established
with People's Participation, only after successful operation for a specified
period.
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Vocational Education

• Trade schools will be expanded in various zones.

Adult Education

• Functional adult education, with an aim to provide skills to adults in
addition to providing literacy, will be given priority.

• Adult Literacy Centers will be run by the local panchayats.

Girls' Education

• Scholarships and hostel accommodations will be arranged for the
development of female education.

Curriculum and Materials

• Population and environmental education will be integrated with formal and
non-formal education.

• Writers of good textbooks will be rewarded.

• Good question papers will be developed and a question bank will be
established.

I

• Extracurricular activities will be systematized.

• Essential facilities (laboratories, equipment, etc.) will be provided for the
improvement of science and technical education.

Schooling Facilities

• In granting permIssIon for the establishment of schools, a needs criteria
will be followed, giving priority to areas without schools at a particular
level.

• Educational facilities will be eXi)anded for people in rural areas, and for
those places which are educationally tess developed.

• People's Participation will be mobilized for providing physical facilities in
schools.

Quality of Education

• Attempts will made for reducing educational wastage. Pre-primary
education and girls education will be emphasized for this purpose.

• Educational standards of schools will be evaluated, and worthy schools
will be rewarded.

• Additional equipment and suitable training will be arranged for improving
the teaching of science, English, and mathematics.

• Regional model schools will be established.
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Higher Education

• Campus autonomy and self reliance will be emphasized for decentralization
of university administration.

• Measures will be taken for providing higher education through open media
like radio and correspondence.

School Management

• School Management Committees will be activated to run schools according
to the expectations of the people.

The above working policies recognize the need for expanding primary

education, functional adult education, and technical and vocational education. The

policies stress raising the Quality of education ~hrough provision of physical

facilities and teaching materials, and through creation of a climate of competition

among schools. The role of the private sector is stressed for providing secondary

and higher education. The need to reform the examination system (paper setting

and scoring) has also been mentioned. This is important since the examination

system might be partly responsible for the high failure rates at the school and

higher education levels. The need to improve special education facilities for remote

regions has be~n recognized. Regarding girls' education, some facilities have been

mentioned. A broader public participation in the running and financing of the

schools has been stressed. Management aspects have received attention. However,

some aspects (e.g., teacher training) are missing.

2.3.2 Popula tion and Cohort Projections

This section reviews the past and projected population growth and considers

the implications of alternative population growth rates on the school-age cohorts.

As shown in Table 2.23, the population of Nepal was relatively stable prior to 1952.

Since the early 1950's, the population has followed a path typical of many countries.

Although the earlier censuses may contain substantial errors, the available data

suggest that the population growth rate has increased substantially over the years,

reflecting substantial declines in mortality rates, continued high rates of fertility,

and some migration.
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Table 2.23

Population Size and Growth:

Census Years 1911-1981

Year
1911
1920
1930
1941
1952/1954
1961
1971
'981

Population
5,638,749
5,573,788
5,532,574
6,283,649
8,256,625
9,412,996

11,555,983
15,022,839

Growth Rate

- 0.13
- 0.07
+ 1.16
+ 2.30
+ 1.65
+ 2.07
+ 2.66

Source: Population Monograph of Nepal (1987), National
Planning Commi'ision Secretariat

Like many developing countries, Nepal is in the early ~t:lges of demographic

transition where declines irt fertility are not yet manifest. The r(:cent Demographic

Sample Survey 1986-1987 (p. 57) reports i:lcreases in the age-specinc: fertility rate

for females 15-19, and virtually no change in the total fertility rate, of

approximately 6.3 live births per female, over the 1976-1986 period. The rise in the

age 15-19 .ertiBty rate may be due to improvement in maternal health care. The

failure of the fertility rate to decline is significantly affected by the fact that very

few females complete lower secondary education.

The Central Bureau of Statistics has projected the population to the year 2000

A.D. using several sets of assumptions. The official population projection, the

Medium Variant case, assumes the Total Fertility Rate of 6.3 in 1981 will decline as

follows: 6.00 (1986), 5.44 (1991), 4.64 (1996), and 3.84 (2001).

An alternative projection, the High Variant case, assumes the current fertility

rate will continue to the year 2001. The 1986 Demographic Sample Survey does not

report any change in the fertility rate. It thus seems reasonable to consider both

scenarios in projecting the school-age cohorts.

As shown in Table 2.24, the total population of 15.0 million in 1981 is

projected to grow to 23.6 million in 2001 according to the Medium Variant case, and

to 26.2 million according to the High Variant case. The 11 percent difference in

the 2001 total population according to the two projections does not reflect the even

more significant differences projected for the school-age cohorts, especially the

primary school-age cohort of age 6-10. According to the Medium V:uiant case,

there would be 2.93 million children aged 6·10 in 2001, while for the High Variant

case the corresponding projectl.'ld age cohort is 3.57 million. This is over 21.8

percent higher for the High Variant case.
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Table 2.24

Medium and High Variant

Population Projections (millions)

Medium High
Year TQtal Age 6-10 TQtal Age 6-10
1981 15.0 1.97 15.0 1.97
1986 17.1 2.25 17.2 2.25
1991 19.4 2.69 19.8 2.73
1996 21.5 2.91 22.7 3.15
~ 23,6 2,93 26,2 3.57
Source: Population Projections oj Nepal

By the year 2001, accQf{Ung tQ the declining fertility and mortality rates of

the Medium Variant case, the demographic parameters WQuid reach levels that would

lead to a stable PQPulation of about 30 million by the year 2030. That is reflected

in the primary school-age cohorts of virtually the same size in 1996 and 2001 as

shown for the Medium Variant case in Table 2.25.

The High Variant case projections assume a constant annual population growth

rate of 2.81 percent over tlie period to 2001. Projected past the year 2001 at those

rates, the population would be approximately 58.5 million in the year 2030, almost

twice that of the Medium Variant case and almost four times the 1981 populP,tion.

The implications of such rapid population growth projections, based on either

the Medium or the High Variant ca,;e, cannot be over emphasized. Over the period

to 2001, such growth places added burdens on the population's ability to sustain

itself, let alone increase its efforts to raise the standard of living. The greater the

rate of population increase the greater will be the burden of caring for young

children, feeding them, educating them, and providing them with health care and

other basic needs.

Table 2.25 presents the projections for the primary, lower secondary, and

secondary school cohorts, aged 6-W, 11- I2, and 13-1 S, respectively, for both the

Medium and High Variant population growth assumptions. There are only minor

differences in the two projections until after 1991. The most striking diffcrences

betwecn the two projections occurs for children aged 6-10 in the ycar 2001. The

High Variant population projection yiclds over 12 percent more than the Medium

Variant projection for the lower secondary cohort in 2001, and 5.2 percent more

than the secondary cohort in 200 I.
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These differences correspond to the differences in the fertility rate

assumptions between the two cases that take six years to be reflected in the

primary school-age cohort, II years for lower secondary cohort, and 13 years for

the secondary school cohort.

Also presented in Table 2.25 are the annual percentage growth rates over the

1981 to 2001 period rG:' th; various school-age cohorts under the two alternative

projections. The High Variant population projection, of course, gives rise to higher

growth rates for all cohorts. But, the most striking difference is for the growth

rates of the primary school-a~e cohorts. In the Medium Variant population

projection, that cohort would grow an average of 2.01 percent per annum; for the

High Variant case, the rate would be 3.03 (over 50 percent higher).

Table 2.25

Medium and High Variant School-Age Cohort Projections

(millions)

Medium Variant
Age

Year 6-10 11-12 13-15 6-10

1981 1.97 .69 .96 1.97
1986 2.25 .82 1.12 2.25
1991 2.69 .93 1.29 2.73
1996 2.91 1.12 1.54 3.j5
2001 2.93 1.16 1.72 3.57

Annual Percent Rate of Growth 1981-2001
Age 6-10 11-12 13-15 6-1(;
Percent 2.01 2.64 2.95 3.03

High Variant
Age
11-12 13-15

.69 .96

.82 1.12

.93 1.28
LIS 1.56
1.30 1.82

11-12 13-15
3.19 3.27

Source: Population Projections of Nepal

These data also illustrate that the lower secondary and secondary school-age

cohorts are projected to grow relatively more rapidly than~ile primary school-age

cohort for both scenarios. This reflects the high and rising fertility rates, and

declines in infant and child mortality rates, that have. been achieved in recent

years. There is a fairly substantial amount of built-in population growth momentum

within the demographic structure and patterns.
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The Medium Variant case projects the total secondary level school-age cohort

(aged II-IS) to grow from 1.65 million in 1981 to 2.88 million in 2001. According

to this projection the total secondary level school-age cohort will be virtually the

same size as the primary school-age cohort in 2001. By comparison, the High

Variant case projects the total secondary cohort will grow to 3.12 million by 2001,

but would still be 0.45 million less than the primary school-age cohort.

The total school-age population (aged 6-15) is projected to increase from 3.62

million in 1981 to 5.81 million in 2001 according to the Medium Variant case, and to

6.69 million according to the High Variant case. The High Variant case projects

0.88 million (15 percent) more school-age persons than the Medium Variant case. In

either case, there will be substantial increases in the school-age population by 2001.

2.3.3 Economic Growth Projections

Predicting economic growth is complex and involves many variables and factors

that are extremely difficult to forecast. External factors, acts of God or nature or

other men, and the economics of nearby countries and/or trading partners, can

affect the level of economic activity. There is thus a high degree of uncertainty

for economic predicfons; these uncertainties become greater the further into the

future I;hat predictions are made. Thus, cautious judgement should be applied to the

results and analyses of economic growth projections.

The uncertainties of longer run economic forecasts do not reduce the need for,

and the importance of, such efforts. Estimates of future levels of economic activity,

and of resources required and available, are crucial to support rational and effective

planning, programming, budgeting, and implementation of development efforts.

There are two basic forecasts of macroeconomic activity considered in this

section. The first involves projections of GDP for the agriculture and non

agriculture sectors of the economy, and the second concerns projections of

employment and manpower requirements derived from the projected levels of

economic activity.

The economy of Nepal has not grown very rapidly, in real terms, over the

period from 1964 to 1986. As shown above in Table 2.3, real GOP measured in

1984-1985 prices has grown at an average annual growth rate of 2.75 percent, with

agriculture GOP growing only at a rate of 2.11 percent, and non-agriculture GOP at

3.84 percent. Over that entire period, the rate of growth of real GDP barely

exceeded the rate of growth of population. The result is th::t the standard of

living, measured by per capita GDP, was virtually unchanged (see Table 2.5 above).
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Compared to economic growth, employment growth has been more favorable.

According to the 1971 and 1981 population censuses, the economically active

population had work opportunities expand at an annual average rate of 3.51 percent

over the decade, with the annual growth of agriculture employment averaging 3.1

percent and that of non-agriculture employment 8.26 percent as shown in Table 2.5

above.

The increase in employment reflected in the census data does not indicate the

adequacy of the employment opportunities being created, either in terms of earnings

by workers or in terms of utilization \If labor. In fact, the decline in

manufacturing, construction, and transport emvioyment probably reflects the 1981

worldwide recession following the second oil price shocks il1 January 1979. The

relatively higher rate of growth of elllplorment com::,ared to GOP growth implies

th~t labor productivity per work~r has declil.ed over the period. This suggests that

population growth is exceeding human and ph;si~'&1 capital formation so that not

much total capital deepening per worker is occurring, and that many of the jobs

being created are marginal.

The nation has ambitious development plans that call for rapid economic

growth to achieve objectives of the Basic Needs Strategy by the year 2000 A.D. In

support of those targets, the development plans contain a variety of projects and

programs to promote agricultural development and industrial growth (especially in

the cottage industries), as well as employment creation. There are special projects

for small farmer development, production credits for rural females, and intensive

banking for employment creation. The:': aiso are other projects in education,

training, health, transportation, and ~.ther ar'.:as, to pI' 'mote rapid economic growth

and the expansion of income producing opportunities.

On the basis of these development :-rojects and programs, the economy is

forecast to grow at an average ann 1Jai rate of 5.7 rercent between 1985 and 2000.

The agriculture sector is expected to ha':c an annual growth rate of 3.5 percent

over the period, and the non-agricultl1re sector ~~ e.;;pe.:::ted to grow at 8.4 percent.

As presented in Table 2.26, real GDr" in t98-i ! 9'15 prices is projected to grow

from Rs 43.4 billion in 1985 to RS 99.2 billb~l 10 2000, an increase of over 129

percent. The relatively higher projected growth rate for the non-agriculture sector

means that it would be larger than the agriculture sector by the mid-1990s, and the

country would have undergone one of the major structural transformations involved

in national economic development.
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Table 2.26

Basic Needs Projections: GDP In Constant 1984-1985 Prices

Percent Non- Percent GOP Percent
Agric. Rate of Agric. Rate of Total Rate of

Year ('OOOl Growth ('000l Growth ('000l Growth
1984 24,641 2.36% 17,097 3.96% 41,738 3.01%
1985 25,730 4.42% 17,686 3.45% 43,416 4.02%
1986 25,983 0.99% 18,460 4.37% 44,443 2.37%
1987 26,893 3.50% 20,011 8.40% 46,903 5.54%
1988 27,834 3.50% 21,691 8.40% 49,525 5.59%
1989 28,808 3.50% 23,514 8.40% 52,322 5.65%
1990 29,816 3.50% 25,489 8.40% 55,305 5.70%
1991 30,860 3.50% 27,630 8.40% 58,490 5.76%
1992 31,940 3.50% 2),951 8.40% 61,891 5.81%
1993 33,058 3.50% 32,467 8.40% 65,524 5.87%
1994 34,215 3.50% 35,194 8.40% 69,409 5.93%
1995 35,412 3.50% 38,150 8.40% 73,56;~ 5.98%
1996 36,652 3.50% 41,355 8.40% 78,0('6 6.04%
1997 37,935 3.50% 44,828 8.40% 82,76J 6.10%
1998 39,262 3.50% 48,594 8.40% 87,856 6.15%
1999 40,636 3.50% 52,676 8.40% 93,312 6.21%
2000 42,059 3.50% 57,101 8.40% 99,159 6.27%
2001 43,531 3.50% 61,897 8.40% 105,428 6.32%

Source: NPC, Economic Survey 1986-1987

The projected growth rate for the economy would exceed the growth rate for

the population, and lead to substantial increases in per capita income. Table 2.27

shows the Medium Variant population projections and the real per capita GDP levels

to the year 2000 A.D. Both the more rapid growth in GDP and the slowdown in the

growth rate of prpulation would complement each other and result in increasingly

rapid growth in per capita income levels. From 1986 to 2000, per capita GDP in

constant 1984-1985 prices is forecast to grow from Rs 2616 to Rs 4,280, an annual

increase of 3.4 percent.

The economic growth projections presented here are very optimistic for a

nation whose development history has yet to demonstrate any comparable

performance and where human capital investment (especially in the education of

women which reduces fertility rates as well) and physical capital investment remains

no higher than for average-growth middle income countries. Underlying these

macroeconomic projections are more detailed sectoral analyses that are based on

specific development plans and programs. The growth rates projected for the

agriculture and non-agriculture sectors are plausible ~n the sense that similar

growth rates have been achieved by other countries in Asia, but such growth has

always been accompanied by much higher rates of human and physical capital

investment than historically has been the case for Nepal.
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Table 2.27

Basic Needs ProJections: Real per Capita GDP

In Constant 1984-1985 Prices

Real per Percent
Population Capita Rate of

Year ('000> GOP Growth
1986 16,986 2,616
1987 17,438 2,690 2.80%
1988 17,903 2,766 2.85%
1989 18,379 2,847 2.91%
1990 18,868 2,931 2.96%
1991 19,37\"1 3,020 3.02%
1992 19,786 3,128 3.59%
1993 20,210 3,242 3.65%
1994 20,644 3,362 3.70%
1995 21,087 3,489 3.76%
1996 21,539 3,622 3.81%
1997 21,935 3,773 4.18%
1998 22,338 3,933 4.24%
1999 22,749 4,102 4.29%
2000 23,167 4,280 4.35%

Source: NPC, Population Projections oj Nepal

Achieving these economic targets will be difficult. It will require the effective

implementation of a major supporting group of development projects, the

development of more highly skilled and motivated human resources, and the forgoing

of current consumption by those at higher income levels so there can be sufficient

resources to invest in the physical and human capital needed for economic growth.

The employment projections that accompany the Basic Needs economic

forecasts assume that the need for manpower grows in proportion with the output

of the sectors of the economy. The record of the past employment growth suggests

that employment could grow even more rapidly than output, albeit with decreases in

labor productivity. Most other developing countries have typically experienced

employment growth that is relatively lower than output growth.

Many factors influence the relationship between employment growth and GOP

growth. Rates of technological progress, relative prices of labor and other inputs,

tax and other incentives, improvements in labor quality, and other factors can all

influence how rapidly employment opportunities expand.
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The relatively low cost of labor in Nepal may keep the employment elasticity

near to unity. This would mean that for everyone percent increase in sectoral

GDP, employment opportunities would also expand by one percent. As with mosl

employment projections, too much confidence should not be placed in either of

these growth or employment projections. Most likely, such projections can serve as

goals for policy makers.

Table 2.4 above presented the basic employment data by sector from the 1971

and 1981 censuses, along with the Basic Needs forecast of employment for the year

2000 A.D. Assuming that employment opportunities in agriculture will grow 3.51

percent annually to the year 2000 A.D., approximately 5.76 million additional jobs

will be available in the agriculture sector, compared to the 1981 level. Employment

growth in the non-agriculture sector would provide an additional 2.8 million jobs

over the 1981 level, if the 8.26 percent annual rate of growth is achieved. The

percent allocation of employment among industries implied by the Basic Needs

projection shows the percent in agriculture decreasing from 91.1 5 percent to 81

percent, but the percent in manufacturing remaining fairly constant.

There were 10.532 million persons aged 10 and over in 1981, of whom 6.85

million were economically active. The Medium Variant population projection

estimates imply that the population aged 10 and over will be approximately 17.4

million by the year 2000 A.D. The Basic Needs employment projections of 14.8

million jobs available in the year 2000 A.D. imply that labor force participation

rates will rise from about 65 percrnt in 1981 to 85 percent in 2000 A.D.; or that

utilization of the labor force, if the same participation rates prevail, will need to

rise by over 30 percent. In either event, the Basic Needs employment projections

involve substantial improvements in the opportunities for labor by the year 2000

A.D.

2.3.4 Basic Needs Strategy Projections

This section gives an introduction to the Basic Needs Strategy projections,

foHowed by a discussion of the nation's current situation with respect to the

fulfillment of basic needs. Programs needed to fulfill the Basic Needs by the year

2000 A.D. are then presented.
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2.3.4.1 Introduction. The emphasis on fulfillment of basic nel"-Is appeared in

the literature on development planning in the mid-1970's. Development planners

became aware that the aggregate growth of national income in developing countries

was not solving the problems of mass poverty. Concern regarding the fulfillment of

Basic Needs in Nepal can be traced to 1975. The Fifth Plan (1975-1980) mentioned

thai one of its goals was to raise production so that the essential needs of the

people would be met. Further, the 1976 NPC study Employment. Income Distribution

and Consumption Patterns revealed that 40 percent of the people were below the

poverty level and not able to meet their minimum subsistence needs.

The Sixth Plan (1980-1985) laid down fulfillment of the basic minimum needs as

one of its objectives. The basic services identified were food, clothing, fuelwood,

drinking water, primary education, skill-based education, primary health care,

sanitation, and minimum rural transport facilities.

The Seventh Plan mentioned the following steps to meet the Basic Needs for

the plan period 1985-1990.

1. Raising food production at an average annual rate of 4.1 percent

2. Developing the textile industry in the country

3. Launching a massive reforestation program to plant trees on 1,750,000
hectares

4. Increasing the proportion of the population with access to clean drinking
water facilities to 69 percent of the population (67 percent in rural areas,
and 94 percent in urban areas)

5. Providing more extensive health services in rural areas by setting up an
additional 1,400 health sub-centers

6. Improving the quality of health services in rural areas

7. Expanding primary education to raise the gross primary enrollment ratio
to 87 percent, and making provision for the required additional schools
and teachers for attaining this target

8. Expanding skill-based education by increasing basic level vocational
training facilities

9. Increasing employment in agriculture and non-agriculture sectors

10. Expanding adult literacy programs, and raising the literacy rate to 38.9
percent

2 - 57



2.3.4.2 Fulfillment of Basic Needs. The following sections briefly summarize

Nepal's current basic needs status with respect to per capita income, food supplies,

clothing, housing, health conditions, education, and drinking water.

Per capita income: In 1984-1985, the per capita income (at current prices) was

estimated at Rs 2,540. Because there is considerable disparity in the income dis

tribution, this figure does not accurately represent the poor economic conditions of

the vast majority of the population. An estimate for 1987 prepared by the National

Planning Commission indicated that about 42.5 percent of the population is at the

poverty level (National Planning Commission, Program for the fulfillment of basic

needs. 19115-2000; figures quoted in other sub-sections are from this document.)

Food supplies: The volume of food produced in 1984-1985 was estimated at 3,073

thousand metric tons. Of this, 2,843 thousand metric tons were available for

domestic consumption after taking care of exports and animal feed. The requirement

for 1984-1985 (on the basis of need of 1964 calories per person per day) was

estimated to be 3,716 thousand metric tons. Thus, the availability of food was well

below the needs of the people. An estimated 170.37 kg of food was available per

person in that year, which is 24 percent below the estimated requirelrtent of 223 kg.

Clothing: The textile industry is comprised of cottage industries and a few modern

mills. It is estimated that 46.2 percent of cotton cloth needs are fulfilled by in

ternal production. The fulfillment of clothing needs depends very much on purchas

ing capacity. Persons in very poor economic status do not have adequate clothing.

Housing: It is estimated that 93.6 percent of the people live in their own houses,

and the rest live in houses of close relatives. Even though a large majority of

people have their own houses, the quality of housing is very poor. In rural areas,

most houses are of a rough and temporary nature, without essential facilities like

toilets and drinking water. The houses are crowded, and several family members

share rooms.

Health conditions: There are only 89 hospitals and 814 health posts in the country,

the latter mainly in rural areas. The population served by each hospital and health

post is very large. Communicable diseases are widespread, but there are signs of

improvement in life expectancy and infant mortality rates. Life expectancy was 51

years in 1984-1985, and infant mortality was 111.5 per 1,000 live births.
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Education: There has been significant progress in education during past three

decades. Primary enrollment has expanded dramatically, and the gross primary

enrollment ratio reached 82.8 percent in 1985. However, this over estimates actual

attendance, and participation of girls and socio-economically disadvantaged groups is

still quite low. The literacy rate is about 30 percent and is increasing rather

slowly.

Drinking water: Many health problems are related to impure water and lack of

sanitation. Piped drinking water facilities are available for only about one quarter

of the population. Many people, mostly women, spend considerable time fetching

water. Drinking water scarcities are noted in urban as well as rural areas.

2.3.4.3 Basic Needs Projections. The overwhelming current concern of plan-

ners and the government is to design and implement programs for fulfillment of the

basic needs by the year ,000 A.D. A program was developed by the National Plan

ning Commission in April 1987, and presented in a document for meeting basic needs

(1985-2000). The main projections given in the document are briefly presented here.

Population projections: The population projected for the year 2000 A.D. is

23,167,076. The target annual rate of population growth by the turn of the century

is 1.9 percent as shown in Table 2.28. All calculations of requirements for goods

and services over the period of 15 years are based on these projections.

Table 2.28
Population Projections: 1980 - 2000

Year
1980
1985
1990
2000

Source:

Total Population Annual growth rate (%)

14,633,607 2.66
16,687,124 2.52
18,900,289 2.21
23,167,076 1.90

National Planning Commission, (1987), Program for Meeting
Basic Needs 1985-2000, (in Nepali), Kathmandu, p. 17

Food requirements: In order to fulfill a minimum requirement of 2,250 calories per

person per day for the projected population in the year 2000 A.D., the country

would need an annual growth rate of 4,6 percent for food production over the 15

year period. The gross volume of food production would have to more than double
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over this period. This would require increasing the investment in irrigation to

extend the area under irrigation by over eight fold. expanding the use of improved

seeds by over 8.60 percent, raising the use of fertilizers by 15.3 percent, and

increasing agricultural loans by 12.2 percent over the levels in 1984-1985. Further.

the achievement of the target will require the assistance of significant numbers of

additional trained agricultural workers.

Education: The target for the year 2000 A.D. is universal primary education for

children in the 6-10 year age group. and this means 2,928,984 children will need

primary education facilities by that year. This will require the number of schools to

increase to 17,713. and the number of teachers to 88,566 by that year.

The three five-year targets are as follows:

Enrollment
Plan Enrollment Ratio Schools Teachers

Seventh Plan 1985-1990 2.257,151 87% 13,931 69.505
Eighth Plan 1990-1995 2.720,941 95% 16.413 82,065
Ninth Plan 1995-2000 2.928,984 100% 17,713 88,565

Further. in order to rapidly increase the literacy rate, and to enhance adults'

participation in development, adult education programs will be conducted effectively.

Health: The population growth rate will be reduced to 1.9 percent per year, infant

mortality to 45 per 1,000. and life expectancy will be raised to 65 years. There will

be a trained physician for every 3,000 persons. a trained nurse for every 600, and a

voluntary health worker for every 500. Primary health care will be provided by

integrating various services at the health post levels.

Shelter: It is estimated that 1.320 thousand new houses will be needed by the year

2000 A.D. A floor space of 30 square meters per family has been taken as a base.

Measures to be taken are provision of loans. development of housing technology,

improvement of housing in rural areas. and production of housing materials.

Income generation and employment: Disparities in income distribution will be

reduced. In 1985-1986, people below the poverty level only received 12.6 percent of

nominal income. By 2000 A.D.• it is planned that their proportional share of national
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income will b,~ raised to 23 percent. The NPC program does not give estimates for

the decline in the proportion of people below the poverty line. The labor force

above 10 years of age was estimated to be 7.95 million in 1985, of which about 5

percent were unemployed, and about 40 percent were underemployed.

The macroeconomic annual growth rate planned for the agriculture sector

throughout the 1985-2000 period is 3.1 percent, and for the non-agriculture sector is

8.3 percent. If these rates are attained, it is estimated that five million new full

time jobs will be created. A wide range of employment creation measures are

mentioned in the NPC document.

Per capita income: The per capita income will be raised to Rs 4,219 by the year

2000 A.D. at 1984-1985 prices. Disposable per capita income will be Rs 4,093 by the

target year, and for those below the poverty line this amount will be Rs 2,212. Thus

by 2000 A.D., despite these ambitious goals, considerable income disparities will

remain.

2.3.5 Enrollment Projections

Four scenarios of primary and secondary level enrollments were prepared to

examine some effects that population growth, Basic Needs targets, and the existing

structure of the school system will have on the education sector over the next 15

years.

The projection used for school enrollments needed to achieve Basic Needs

targets is the official forecast of the government. This requires having total

enrollment in Grades 1-5 in the year 2000 A.D. equal to the projected size of the

6-10 age cohort for that date (2.93 million). Achieving primary enrollment in this

way does not imply that all children of primary school age will be in school.

Rather, the enrollment of some under-age and over-age children will offset those

school-age children who will not have entered, or who may drop out of, the system.

Compared to the primary enrollment of 1.81 million in 1985, the Basic Needs

enrollment target of universal primary education implies an annual growth ratc of

3.26 percent.

The ba.::;ic education system enrollment projection model begins with an initial

group of students in Grades I to 10, introduces a group of new entrants at Grade I,

and traces them through the system as they repeat or drop out from a certain

grade or progress to the next grade. To use ;luch a model to forecast enrollments,

it is necessary to have estimates of (I) new entrants to Grade I, (2) repetition

rates by grade, (3) drop-out rates by grade, and (4) progression rates from primary

to lower secondary, and from lower secondary to secondary.
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Data on examination pass rates at various levels, student/teacher ratios, and

unit costs can be entered into the model to project internal efficiency measures,

teacher requirements, and education budgets. These additional aspects of education

projections are reported in other sections of this chapter.

Estimates of the various education system parameters, such as new entry rates,

repetition rates, drop-out rates, continuation rates, and examination pass rates, were

derived from official sources whenever possible. In a few cases, small sample

survey results were used to obtain estimates of some parameters. Where possible,

these estimates were cfoss-checked against related data and discussed with MOEC

officials to ascertain their suitability.

Repetition rates are very high for all grades, and exct;:>tionally high in the

primary grades. For Grade I, the repetition rate has been estimated to be 39

percent. This amounts almost literally to having a grade that takes two years to

complete.

The drop-out rates were also found to be quite high in Grade 1; about 22

percent of all Grade students drop out. Based on the MOEC statistics for

progression rates, and a 1972-1973 study, drop-out rates for Grades 6-9 were

estimated to be 1O~12 percent. These, too, are fairly high; but they may be highlY

influenced by school fees. The MOEC education statistics for 1981-1985 also were

used to estimate the continuation rates from Grade 5 to 6, and from Grade 7 to 8.

For the Basic Needs enrollment projections, it was assumed that these parameters

would remain unchanged to the year 2000 A.D.

For the Basic Needs enrollment scenario, it was assumed that the annual

primary enrollment growth would be 3.26 percent from 1985 to 2000 A.D. Given the

initial students in the primary system, and the assumed rates of repetition, drop

out, and progression, th~ number of new entrants required to achieve the enrollment

target year by year was estimated. Tables 2.29 to 2.34 present the summary of the

Basic Needs enrollment projection model for selected years. Table 2.29 gives the

Medium Variant population projections disaggregated to the various school age

cohorts, as well as the population aged less than 15.

The primary school cohort (age 6-10) as a proportion of the total population is

forecast to rise through 1991, after which the declines in fertility will lead this

cohort to become a smaller and smaller percent of the total population. With a lag,

similar demographic patterns are projected for the lower secondary and secondary

school-age cohorts, respectively.
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Table 2.29

Medium Variant D6saggregated Population Projection

Age 1981 1986 1991 1996 2000 2001

0 524,675 648,381 604,008 612,512 586,740 :114,281
I 506,866 609,926 611,563 607,024 586,506 583,326
2 489,340 576,175 613,328 602,695 586,819 583,093
3 472,145 546,692 609,959 599,200 587,500 583,404
4 455,328 521.039 602,110 596,214 598,379 584,081
5 438,937 498.778 590,436 593,411 593,018 584,945
6 423,022 479.474 575,592 590,466 588,789 585,818
7 407,628 462,687 558,231 587,055 585,374 586,521
8 392,806 447,982 539,009 582,851 582,457 586,876
9 378,602 434,921 518,581 577,531 588,341 586,704
10 364,971 423,670 496,630 571,842 585,421 585,763
11 351,869 414,396 472,841 566,534 582,039 583,810
12 339,808 403,643 452,721 555,912 577,872 580,989
13 329,023 389,767 438,866 537,504 572,597 577,253
14 319,282 374,140 429,020 514,206 566,547 572,228
15 310,062 359,758 418,513 491,098 561,287 566,353

School Age Cohorts
Age 1981 1986 J991 1996 2000 2001
6-10 1,967,029 2,248,735 2,688,044 2,909,746 2,930,383 2,931,681
11-12 691,677 818,040 925,562 1,122,445 1,159,911 1,164.,799
13-15 958,367 1,123,665 1,286,399 1,542,807 1,700,431 1,715,.833

Total Population
1981 1986 1991 1996 2000 2001

15,022,839 17,131,277 .19,370,405 21,539,081 23,167,081 23,592,956

Share of Population
0-14 0.4123 0.4257 0.4188 0.4098 0.3842 0.3765
6-10 0.1309 0.1324 0.1388 0.1371 0.1284 0.1261
11-12 0.0460 0.0481 0.0478 0.0529 0.0508 0.0501
13-15 0.0638 0.0662 0.0664 0.0727 0.0745 0.0738

Source: lEES Economists' Calculations

Table 2.30 presents the basic educa',tion system model parameters used to

forecast enrollments in Grades I through 10. These are assumed to remain constant

throughout the period in this scenario, although they will be varied in two scenarios

presented later. As noted earlier, and shown more fully in Section 2.6 dealing with

unit and cycle costs, the current estimates of these education system parameters

imply that the school system is very inefficient.
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Table 2.30

Basic Needs Projections: Education System Parameters

(Repetition Rate)

Grade 1981 1986 1991 1996 2000 2001

I 0.390 0.390 0.390 0.390 0.390 0.390
2 0.230 0.230 0.230 0.230 0.230 0.230
3 0.180 0.180 0.180 0.180 0.180 0.180
4 0.190 0.190 0.190 0.190 0.190 0.190
5 0.170 0.00 0.170 0.170 0.170 0.170
6 0.100 0.100 0.100 0.100 0.100 0.100
7 0.150 0.150 0.150 0.150 0.15(j 0.150
8 0.100 0.100 0.100 0.100 0.100 0.100
9 0.100 0.100 0.100 0.100 0.100 0.100
10 0.200 0.200 0.200 0.200 0.200 0.200

Drop-out Rate
Grade
1 0.220 0.220 0,220 0.220 0.220 0.220
2 0.050 0.050 0.050 0.050 0.050 0.050
3 0.020 0.020 0.020 0.020 0.020 0.020
4 0.080 0.080 0.080 0.080 0.080 0.080
5 0.070 0.070 0.070 0.070 0.070 0.070
6 0.120 0.120 0.120 0.120 0.120 0.120
7 0.110 0.110 0.110 0.110 0.110 0.110
8 0.100 0.100 0.100 0.100 0.100 0.100
9 0.100 0.100 0.100 0.100 0.100 0.100
10 0.530 0.530 0.530 0.530 0.530 0.530

Continuation Rate
Grade
5 to 6 0.830 0.830 0.830 0.830 0.830 0.830
7 To 8 0.900 0.900 0.900 0.900 0.900 0.900

SLC Graduation Rate
0.370 0.370 0.370 0370 0.370 0.370

Source: MOEC Report on Drop-out and Repeaters, 1986

Table 2.31 shows the estimated gross enrollment ratios for primary, lower

secondary, and secondary schools. The gross enrollment ratio measures the ratio of

all students enrolled at a given level of the education system to the corresponding

school-age cohort. By the year 2000 A.D., the target enrollment ratio of 100 percent

is achieved, while the ratios for lower secondary and secondary schools, given

const'int continuation rates to those levels, are projected to reach 44.3 percent and

31.3 percen t, resoecti vely.
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Table 2.31

Basic Needs Projections: Enrollment Model

1981 1986 1991 1996 2000 2001

Primary
Enrollment
Target 1,871,104 2,196,235 2,577,862 2,930,383 2,931,681

New Entrants
to Grade 1
Required 391,380 431,492 528,739 613,488 696,756 625,218

Grade Actual Projected
1 599,610 717,908 847,268 984,626 1,120,182 1,062,0892
2 277,596 366,036 408,394 77,587 544,818 562,179
3 232,695 300,184 340,370 403,891 460,157 475,097
4 153,873 273,090 322,551 385,099 436,403 451,042 •5 124,228 213,885 277,652 326,659 368,823 381,274
6 94,892 153,279 210,028 240,518 272,477 281,330
7 74,672 123,840 185,697 210,819 241,391 248,741
8 61,028 99,930 146,896 172,178 198,552 204,519
9 46,452 83,097 119,779 48,747 170,299 175,872
10 36,851 77,708 107,883 145,458 162,759 168,791

Graduates 13,635 28,752 39,917 53,819 60,221 62,453

Enrollment Sub-totals
Grades
1-5 1,388,002 1,871,104 l,196,235 2,577,862 2,930,383 2,931,681
6-7 169,564 277,119 395,725 451,337 513,868 530,070
8-10 144,331 260,735 374,558 466,382 531,611 549,182

Total 1,701,897 2,408,958 2,966,517 3,495,581 3,975,861 4,010,934

Gross Enrollment Ratios
Grades
1-5 0.706 0.832 0.817 0.886 1.000 1.000
6-7 0.245 0.339 0.428 0.402 0.443 0.455
8-10 0.151 0.232 0.291 0.302 0.313 0.320

Source: lEES Economists' Projections
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The implications of the Basic Needs projection, for the required number of new

entrants to Grade I, is quite striking in the context of the assumed constant repetition

rates, drop-out rates, and continuation rates. To achieve the enrollment target of 2.93

million by the year 2000 A.D., 0.696 million new entrants for Grade I will be required.

At that date, the number of children aged 6 will be 0.597 million. The education system

will •• ~t:d to induct 16.6 percent more children into primary s,:hcul than will be

available. Similar results also occur for the immediately preceding years, which points

to a contradiction in the Basic Needs projection.

In the context of the current education system parameters, the Basic Needs

targets will require year after year finding more children to enter Grade I than will be

available which, of course, is not possible. If the targets are to be achieved, there

must be some changes in the system parameters. Basically, this implies that the high

drop-out rates must be reduced.

Table 2.32 shows the expected levels of repeaters from 1981 to 2001. As expected,

with the underlying system parameters constant, the numbers of repeaters will rise

dramatically as total enrollment expands to achieve the Basic Needs target. From 1986

to 2000 A.D., as total primary enrollment is forecast to increase 56.6 percent from 1.87

million to 2.93 million, the number of repeaters in primary schools is projected to rise

60.8 from 0.574 million to 0.924 million. Because repetition is a major clement of

wastage, this implies that the internal efficiency within the primary system will remain

low unless some improvements in drop-out and repetition rates are effected.

Table 2.32

Basic Needs Projections: Repeaters

Grade 1981 1986 1991 1996 2000 2001

I 233,848 279,984 330,435 384,004 436,871 414,215
2 63,847 84,188 93,931 109,845 125,308 129,301
3 41,885 54,033 61,267 72,700 82,828 85,517
4 29,236 51,887 61,285 73,169 82,917 85,698
5 21,119 36,360 47,201 55,532 62,700 64,817
6 9,489 15,328 21,003 24,052 27,248 28,133
7 11,2')1 18,576 27,855 31,623 36,209 37,311
8 6,.!O3 9,993 14,690 17,218 19,855 20,452
9 4,645 8,310 11,978 14,875 17,030 17,587
10 7,370 15,542 21,577 29,092 32,552 33,758

Total 428,743 574,201 691,219 812,109 923,51 'I 916,789
Total 1-5 389,935 506,453 594,117 695,250 790,624 779,548
Total 6-7 20,690 33,904 48,857 55,675 63,456 65,444
Total 8-10 18,118 33,844 48,244 61,184 69,437 71,797

Source: lEES Economists' Projections
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Table 2.33 presents the estimates of the number of drop-outs from the system

through the 1981-2001 period. The growth in the number of drop-outs closely

follows the growth in enrollments. Drop-outs from the primary system, if no

improvement is made in the rate, would increase 56.9 percent from 219,064 to

343,614.

Using student/teacher ratios of 33:1, 23:1, and 33:1 for the primary, lower

secondary, and secondary levels, respectively, teacher requirements projections are

derived for the Basic Needs case and are presented in Table 2.34. Over 22,000

additional primary school teachers will be required to achieve the Basic Needs

enrollment target; and over 10,000 additional lower secondary and 8,000 additional

secondary teachers will be needed if the current progression and continuation rates

are not improved. The 23:1 ratio use1 for lower secondary may possibly be too low

and seems out of line with the primary and secondary ratios. Because lower

secondary schools often are not separate, but are extensions of existing primary

schools, they often use some of the same teachers for primary and for lower

secondary grades. This may cause some difficulties and errors in calculating full

time equivalents of lower secondary teachers. If these figures are not correct, the

projections based on them will not be accurate.

One alternative scenario to the Basic Needs projections would involve assuming

that the current system will continue to absorb and process students through the

various grades and levels just as it is doing now. Such a scenario would amount to

a Base Case, and would serve as a useful point of reference to compare with the

optimistic Basic Needs projections (which nevertheless assume no improvement in

internal efficiency) and other more optimistic simulations of the education system's

development.

Table 2.35 presents the assumptions that underlie a Base Case model. The

parameters for repetition rates, drop-out rates, and continuation rates are the same

as those used in the Basic Needs projections. The new entry rates, which measure

the proportion of children of each age who enter Grade I, were estimated on the

basis of a MOEC survey which yielded data on the age distribution of Grade 1

students, including repeaters and those who dropped out. The data on non

repeaters in Grade I were used to derive the estimated new entry rates. The new

entry rates were truncated at age 10, and those under age 5 were combined with

the age 5 group.
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Table 2.33

Basic Needs Projections: Drop-Outs

Grade 1981 1986 1991 1996 2000 2001

1 131,914 157,940 186,399 216,618 246,440 233,660
2 13,880 18,302 :!O,420 23,879 27,241 28,109
3 4,654 6,004 6,807 8,078 9,203 9,502
4 1,231 21,847 25,804 30,808 34,912 36,083
5 8,696 14,972 19,436 22,866 25,818 26,689
6 11,387 18,394 25,203 28,862 32,697 33,760
7 8,214 13,622 20,427 23,190 26,553 27,361
8 6,103 9,993 14,690 17,218 19,855 20,452
9 4,645 8,310 11,978 14,875 17,030 17,587
10 19,531 41,185 57,178 77,093 86,262 89,459

Total 221,334 310,568 388,341 463,486 526,012 522,662
Total 1-5 171,454 219,064 258,866 302,249 343,614 334,043
Total 6-7 19,601 32,016 45,630 52,052 59,250 61,121
Total 8-10 30,279 59,488 83,845 109,185 123,148 127,498

Source: lEES Economists' Projections

Table 2.34

Basic Needs Projections: Teacher Requirements

1981 1986 1991 1996 2000 2001

Primary 42,061 56,700 66,553 78,117 88,799 88,839

Lower
Secondary 7,372 12,049 17,205 19,623 22,342 23,047

Secondary 4,374 7,901 11,350 14,133 16,109 16,642

Total 53,807 76,650 95,108 111,873 127,251 128,527

Source: lEES Economists' Projections
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Table 2.35

Base Case Enrollment Projections: System Parameters

New Er.try Rate: Year
Age 1981 1986 1991 1996 2000 2001
<5 0.170 0.170 0.170 0.170 0.170 0.170
6 0.330 0.330 0.330 0.330 0.330 0.330
7 0.330 0.330 0.330 0.330 0.330 0.330
8 0.080 0.080 0.080 0.080 0.080 0.080
9 0.020 0.020 0.020 0.020 0.020 0.020
10+ 0.010 0.010 0.010 0.010 0.010 0.010
Sum 0.940 0.940 0.940 0.940 0.940 0.940

Repetition Rate:
Grade 1981 1986 1991 1996 2000 2001
1 0.390 0.390 0.390 0.390 0.390 0.390
2 0.230 0.230 0.230 0.230 0.230 0.230
3 0.180 0.180 0.180 0.180 0.180 0.180
4 0.190 0.190 0.190 0.190 0.190 0.190
5 0.170 0.170 0.170 0.170 0.170 0.170
6 0.100 0.100 0.100 0.100 0.100 0.100
7 0.150 0.150 0.150 0.150 0.150 0.150
8 0.100 0.100 0.100 0.100 0.100 0.100
9 0.100 0.100 0.100 0.100 0.100 0.100
10 0.200 0.200 0.200 0.200 0.200 0.200

Drop-out Rate:
Grade 1981 1986 1991 1996 2000 2001
1 0.220 0.220 0.220 0.220 0.220 0.220
2 0.050 0.050 0.050 0.050 0.050 0.050
3 0.020 0.020 0.020 0.020 0.020
4 0.080 0.080 0.080 0.080 0.080 0.080
5 0.070 0.070 0.070 0.070 0.070 0.070
6 0.120 0.120 0.120 0.120 0.120 0.120
7 0.110 0.110 0.110 0.110 0.110 0.110
8 0.100 0.100 0.100 0.100 0.100 0.100
9 0.100 0.100 0.100 0.100 0.100 0.100
10 0.530 0.530 0.530 0.530 0.530 0.530

Continuation Rate:
Grade
5 to 6 0.830 0.830 0.830 0.830 0.830 0.830
7 to 8 0.900 0.900 0.900 0.900 0.900 0.900

SLC Graduation Rate:
0.424 0.431 0.370 0.370 0.370 0.370

Source: lEES Economists' Projections
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The overall level of new entry rates was adjusted slightly so that the total

enroliment in 1985, less estimated repeaters, would correspond to the new entrants

that would be forecast using those new entry rates and the projected populations at

those various ages. Over a period of several years, the sum of these estimated new

entry rates would imply that 94 percent of each age cohort would enter primary

school.

Table 2.36 presents the Base Case enrollment projections from 1986 to 2001.

According to that projection, primary enrollments would only grow to 2.52 million in

the year 2000 A.D., yielding a gross enrollment ratio of 86 percent, only slightly

higher than estimated for 1986. New entrants to Grade 1 level off in the mid-1990's,

and with that also the total enrollment in the primary system.

Enrollments in lower secondary and secondary schools would continue to rise

throughout the period, although at slower and slower rates. Compared to the Basic

Needs projections for the year 2000 A.D., the Base Case forecasts of primary

enrollments would only be 86 percent as large. Likewise, the estimated teacher

requirements of 76,374 in 2000 A.D., as shown in Table 2.37, would only be 86

percent of the Basic Needs requirements.

A third education system scenario was prepared using decidedly more optimistic

assumptions regarding improvements in new entry, repetition, drop-out, and

continuation rates. It is not very likely that these assumptions will be met. This

Optimistic Case has new entry rates that concentrate new entry on children aged 6

and 7, and by the year 2000 A.D. increase sufficiently so that all children will be

entering Grade 1 by the time they reach age 8.

With regard to the repetition and drop-out rates, the Optimistic Case assumes

dramatic reductions across all grades especially after Grade 1, as shown in Table

2.38. This would markedly improve the internal efficiency of the education system

at all levels. Continuation rates from primary to lower secondary, and from lower

secondary to secondary, are assumed to increase to a very optimistic 96 percent and

94 percent, respectively, by the year 2000 A.D. It is also assumed that the pass rate

for the SLC examination rises dramatically to 75 p~rcent by the year 2000 A.D.

This does not have any effect on enrollments in the education system, but it

certainly would have a very positive psychological effect on those who would have

completed high school successfully, even though most of them do not plan to

continue to college.
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Table 2.36

Base Case Enrollment Projections: Enrollment Model

1981 1986 1991 1996 2000 2001

New Entrants to
Grade 1 391,380 444,479 532,994 553,359 552,505 550,854

Grade Actual Projected (including repeaters)
1 599,610 730,895 854,855 908,575 906,494 904,387
2 277,596 366,036 413,460 460,444 459,908 459,312
3 232,695 300,184 347,374 400,384 404,335 403,914
4 153,873 273,090 330,848 387,169 399,167 399,309
5 124,228 213,885 283,013 329,899 350,440 350,967
6 94,892 153,279 211,495 243,544 266,781 268,096
7 74,672 123,840 185,697 214,548 241,014 244,241
8 61,028 99,930 146,896 176,018 200,039 204,380
9 46,452 83,097 119,779 151,921 172,216 177,253
10 36,851 77,708 107,883 147,232 165,230 170,819

Graduates 15,608 33,454 39,917 54,476 61,135 63,203
Sub-Totals

Grades
1-5 1,388,002 1,884,091 2,229,550 2,486,471 2,520,344 2,517,888
6-7 169,564 277,119 397,192 458,092 507,795 512,338
8-10 144,331 260,735 374,558 475,171 537,485 552,451

Total 1,701,897 2,421,945 3,001,300 3,419,734 3,565,624 3,582,677

IGross Enrollment Ratios
Grades 1981 1986 1991 1996 2000 2001

1-5 0.706 0.838 0.829 0.855 0.860 OJ~59

6-7 0.245 0.339 0.429 0.408 0.438 0.4':0
8-10 0.151 0.232 0.291 0.308 0.316 0.322

Source: lEES Economists' Projections

Table 2.37

Base Case Enrollment ProJections: Teacher Requirements

Level 1981 1986 1991 1996 2000 2001

Primary 42,061 57,094 67,562 75,348 76,374 76,300
Lower

Secondary 7,372 12,049 17,269 19,917 22,078 22,276
Secondary 4,374 7901 11,350 14,399 16,287 16,741
Total 53,807 77,043 96,182 109,664 114,740 115,316

Sour~e: lEES Economists' Projections
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Table 2.38

Optimistic Case Enrollment Projections: System Parameters

New Entry Rate: Year
Age 1981 1986 1991 1996 2000 2001
<5 0.170 0.170 0.120 0.098 0.080 0.080
6 0.330 0.330 0.400 0.444 0.480 0.480
7 0.330 0.330 0.360 0.371 0.380 0.380
8 0.080 0.080 0.080 0.069 0.060 0.060
9 0.020 0.020 0.010 0.004 0.000 0.000
10+ 0.010 0.010 0.000 0.000 0.000 0.000

Sum 0.940 0.940 0.970 0.987 1.000 1.000

Repeti tion Ra te:
Grade 1981 1986 1991 1996 2000 2001
1 0.390 0.390 0.300 0.244 0.200 0.200
2 0.230 0.230 0.160 0.116 0.080 0.080
3 0.180 0.180 0.160 0.116 0.080 0.080
4 0.190 0.190 0.160 0.116 0.080 0.080
5 0.170 0.170 0.160 0.116 0.080 0.080
6 0.100 0.100 0.070 0.053 0.040 0.040
7 0.150 0.150 0.120 0.087 0.060 0.060
8 0.100 0.100 0.070 0.053 0.040 0.040
9 0.100 0.100 0.070 0.053 0.040 0.040
10 0.200 0.200 0.150 0.122 0.100 0.100

Drop-out Rate:
Grade 1981 1986 1991 1996 2000 2001
1 0.220 0.220 0.160 0.104 0.060 0.060
2 0.050 0.050 0.030 0.024 0.020 0.020
3 0.020 0.020 0.020 0.020 0.020 0.020
4 0.080 0.080 0.030 0.024 0.020 0.020
5 0.070 0.070 0.030 0.024 0.020 0.020
6 0.120 0.120 0.080 0.058 0.040 0.040
7 0.110 0.110 0.080 0.058 0.040 0.040
8 0.100 0.100 0.080 0.058 0.040 0.040
9 0.100 0.100 0.080 0.058 0.040 0.040
10 0.530 0.530 0.350 0.239 0.150 0.150

Continuation Rate:
Grade
5 to 6 0.830 0.830 0.900 0.933 0.960 0.960
7 to 8 0.900 0.900 0.920 0.931 0.940 0.940

SLC Graduation Rate:
0.424 0.431 0.500 0.639 0.750 0.750

Source: lEES Economists' Projections
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The Optimistic Case projections are presented in Table 2.39 below. Primary

enrollment would grow at an annual rate of 3.4 percent from 1.88 million in 1986 to

3.01 million in the y(;ar 2000 A.D. Even more striking enrollment growth would

occur at the secondary levels with lower secondary growing at a 9 percent annual

rate from 0.277 million to 0.924 million over the same period. Enrollment in Grades

8-10 would increase at a 10.5 percent annual rate from 0.261 million to 1.051

million.

Table 2.39

Optimistic Case Enrollment Projections: Enrollment Model

1981 1986 199' 1996 2000 2001

New Entrants
to Grade 1 391,380 444,479 550,359 581,033 587,450 586,078

Grade Actual Projected
1 599,610 730,895 800,969 785,064 747,174 735,513
2 277,596 366,036 480,283 572,049 595,583 600,555
3 232,695 300,184 420,010 543,591 576,479 582,143
4 153,873 273,090 372,026 513,643 555,995 563,311
5 124,228 213,885 319,957 475,912 534,651 543,168
6 94,892 153,279 235,593 385,800 476,983 491,283
7 74,672 123,840 206,796 340,032 447,029 465,646
8 61,028 99,930 160,140 272,041 387,995 410,515
9 46,452 83,097 128,224 225,680 344,701 370,743
10 36,851 77,708 111,962 198,933 318,672 348,992

Graduates 15,608 33,454 55,981 127,096 239,004 261,744

Sub-Totals
Grades
1-5 1,388,002 1,884,091 2,393,245 2,890,259 3,009,881 3,024,689
6-7 169,564 277,119 442,389 725,831 924,012 956,929
8-11 144,331 260,735 400,326 696,654 1,051,367 1,130,250
Total 1,701,897 2,421,945 3,235,9~0 4,312,743 4,985,261 5,111,868

Gross Enrollment Ratios
Grades

1-5 0.706 0.838 0.890 0.993 1.027 1.032
6-7 0.245 0.339 0.478 0.647 0.797 0.822
8-10 0.151 0.232 0.311 0.452 0.618 0.659

Source: lEES Economists' Projections
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The gross enrollment ratio of the primary system would exceed 100 percent by

the year 2000 A.D., while those of lower secondary and secondary would reach 80

percent and 62 percent, respectively. These results under the Optimistic Case would

require substantial improvement in the internal efficiency of the school systems.

Compared to the Basic Needs projections, greater total enrollments would be

achieved, all children would have participated in the educational system, and more

of them would have progressed through all levels in less time.

Table 2.40 presents the teacher requirements derived from the enrollment

projections of the Optimistic Case. By the year 2000 A.D., teacher requirements for

all levels would exceed 163,000; 91,200 for primary, 40,200 for lower secondary, and

31,900 for secondary. This would compare with the total teachers required of

127,300 in the year 2000 A.D. for the Basic Needs projections, and 114,700 teachers

required in the Base Case projections.

Table 2.40

Optimistic Case Enrollment Projections:

Teacher Requirements

Level 1981 1986 1991 1996 2000 2001

Primary 42,061 57,094 72,523 87,584 91,209 91,657
Lower

Secondary 7,372 12,049 19,234 31,558 40,174 41,606
Secondary 4,374 7,901 12,131 21,111 31,860 34,250

Total 53,807 77,043 103,888 140,252 163,243 167,513

Source: lEES Economists' Projections

The fourth scenario presented utilizes the High Variant population projections

shown in Table 2.41. Much like the Optimistic Case above, this fourth scenario

assumes substantial improvements in the education system. As the data in Table

2.41 show, the High Variant population projects very high rates of growth of the

various school age cohorts that all exceed the annual popu~ation growth rate of 2.84

.percent.
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Table 2.41

High Variant Population Projections: Disaggregated

Age 1981 1986 1991 1996 2000 2001

0 524,675 675,167 698,981 817,651 910,741 943,328

1 506,866 629.482 688,434 784,400 875,732 905.442

2 489,340 589.805 674,496 754,792 843,584 870,636

3 472,145 555,581 657,656 728,396 814.059 838,675

4 455.328 526,253 638,401 704,781 798,785 809,322

5 438,937 501,267 617.220 683.517 766.302 782,340

6 423,022 480,066 594.601 664,173 737.377 757.493

7 407,628 462,095 571,032 646,318 711.590 734.544

8 392,806 446.797 547,002 629,522 688,519 713,257

9 378,602 433,617 522,999 613.354 677,677 693,394

10 364.971 422,722 498.594 598.410 658,498 6!4,632

11 351,869 414,278 473,356 585,286 640,796 656.645

12 339,808 404,118 452,364 568,419 624,143 639,638

13 329,023 390.241 437.941 545.323 608,113 623,552

14 319,282 374,259 427,823 518.649 592.868 607.885

15 310,062 359,758 417,604 493.130 579.866 592,806

School Age Cohorts
6-10 1.967,029 2.245,298 2,734,228 3.151,775 3.473,661 3,573,320

11-12 691,677 818,395 925,720 1.153,705 1.264,939 1.296,283

13-15 958.367 1,124,258 1.283.368 1,557.103 1,780.847 1,824,243

Total 15.022,83 17.252,037 19,758,408 22,787,264 25.541,1\81 26,280.427

Population

Share of
Population

0-14 0.4123 0.4235 0.4302 0.4320 0.4287 0.4281

6-10 0.1309 0.1~01 0.1384 0.1383 0.1360 0.1360

11-12 0.0460 0.0474 0.0469 0.0506 0.0495 0.0493

13-15 0.0638 0.0652 0.0650 0.0683 0.0697 0.0694

Source: lEES Economists' Projections

The primary school age cohort is projected to grow at an annual rate of 3.03

percent from 1.967 million in 1981 to 3.573 million in 2001. The lower secondary

school age cohort would increase at an annual rate of 3.19 percent from 0.692

million in 1981 to 1.296 million in 2001. And the secondary school age cohort of

persons aged 13-15 is forecast to grow at an annual rate of 3.27 percent from 0.958

million in 1981 to 1.824 million in 2001.
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The assumptions underlying this projection are shown in Table 2.42. New

entry rates are assumed to concentrate around the age 6 and age 7 cohorts, and

over the population aged 5 to 8 sum to unity by the year 2000 A.D.

Table 2.42

High Variant Population Projections:

System Parameters

New Entry Rate Y~ar

Age 1981 1986 1991 J996 2000 2001

<5 0.140 0.120 0.100 0.072 0.050 0.050
6 0.300 0.285 0.270 0.270 0.270 0.270
7 0.300 0.380 0.460 0.554 0.630 0.630
8 0.100 0.090 0.080 0.063 0.050 0.050
9 0.050 0.040 0.030 0.013 0.000 0.000
10+ 0.020 0.020 0.020 0.009 0.000 0.000
Total 0.910 0.935 0.960 0.982 1.000 1.000

Repetition Rate
Grade 1981 1986 1991 1996 2000 2001
1 0.390 0.340 0.290 0.240 0.200 0.200
2 0.230 0.215 0.200 0.J44 0.100 0.100
3 0.180 0.150 0.120 0.087 0.060 0.060
4 0.190 0.155 0.120 0.087 0.060 0.060
5 0.170 0.145 0.120 0.087 0.060 0.060
6 0.100 0.090 0.080 0.069 0.060 0.060
7 0.150 0.135 0.120 0.098 0.080 0.080
8 0.100 0.090 0.080 0.069 0.060 0.060
9 0.100 0.090 0.080 0.069 0.060 0.060 P'

-
10 0.200 0.180 0.160 0.138 0.120 0.120

Drop-au t Ra te
Grade 1981 1986 1991 1996 2000 2001
1 0.220 0.180 0.140 0.090 0.050 0.050
2 0.050 0.040 0.030 0.024 0.020 0.020
3 0.020 0.020 0.020 0.020 0.020 0.020
4 0.080 0.060 0.040 0.029 0.020 0.020
5 0.070 0.055 0.040 0.029 0.020 0.020
6 0.120 0.110 0.100 0.089 0.080 0.080
7 0.110 0.095 0.080 0.069 0.060 0.060
8 0.100 0.090 0.080 0.069 0.060 0.060
9 0.030 0.030 0.030 0.030 0.030 0.030
10 0.000 0.000 0.000 0.000 0.000 0.000

Continuation Rate
Grade
5 to 6 0.830 0.850 0.870 0.887 0.900 0.900
7 to 8 0.900 0.900 0.900 0.900 0.900 0.900

Source: lEES Economists' Projections
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Repetition rates and drop-out rates are assumed to steadily decline for all

grades over the period, while the continuation rate from primary to lower secondary

is assumed to rise to 90 percent.

Table 2.43 presents the enrollment projections for the High Variant population

case. Total enrollment is projected to grow to 3.48 million at the primary level,

0.929 million at the lower secondary level, and 0.956 million at the secondary level

by the year 2000 A.D. The gross enrollment ratio at the primary level would

exceed 100 percent by the year 2000 A.D., while those ratios for lower secondary

and secondary would be 73.4 percent and 53.7 percent respectively.

Table 2.43

High Variant Population Projections:

Enrollment Model

1981 1986 1991 1996 2000 2001

New Entrants
to Grade I 376,156 438,578 554,361 640,406 720,134 742,066

Grade Actual Projected
1 599,610 695,618 779,927 851,959 907,202 923,506
2 277,596 414,759 512,819 647,633 728,890 753,291
3 232,695 300,316 418,429 564,059 655,953 680,780
4 153,873 273,000 385,545 524,039 615,437 640,403
.5 124,228 220,(;44 348,118 474,824 576,898 600,816
6 94,892 158,315 272,876 379,810 493,890 517,689
7 74,672 124,595 228,442 323,887 434,954 459,542
8 61,028 100,457 167,920 260,945 357,494 381,591
9 46,452 83,960 137,279 224,513 308,050 333,078
10 36,851 82,849 126,663 217,819 290,073 315,134

Sub-Totals
Grades
1-5 1,388,002 1,904,337 2,444,838 3,062,514 3,484,380 3,598,795
6-7 169,564 282,910 501,317 703,697 928,844 977,231
8-10 144,331 267,265 431,862 703,~78 955,617 1,029,803

Total 1,701,897 2,454,512 3,378,017 4,469,489 5,368,840 5,605,830

Gross Enroll-
ment Ratios

Grades
1-5 0.706 0.848 0.894 0.972 1.003 1.007
6-7 0.245 0.346 0.542 0.610 0.734 0.754
8-10 0.151 0.238 0.337 0.452 0.537 0.565

Source: lEES Economists' Projections
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Table 2.44 gives the teacher requirements associated with this High Variant

population projection. This scenario not only yields the highest forecast of total

teacher requirements, a total of 174,930 teachers required, but also has those

requirements still growing quite rapidly at the turn of the century, at an annual

growth rate of approximately 4.5 percent.

Table 2.44

High Varian t Populatlon Projections:
Teacher Requirements

Level 1981 1986 1991 1996 2000 2001

Primary 42,061 57,707 74,086 92,803 105,587 109,054
Lower

Secondary 7,372 12,300 21,796 30,596 40,385 42,488
Secondary 4,374 8,099 13,087 21,311 28,958 31,206

Total 53,807 78,107 108,969 144,710 174,930 182,749

Source: lEES Economists' Projections

2.3.6 Education Expenditure Projections

The growth of ech~~ation expenditures will depend primarily on the growth of

enrollments at the various levels of the education system, and on the unit costs of

education at each level. In Section 2.3.5, several alternative enrollment projections

were developed. In this present section, estimates of unit costs for the different

subsectors are given. These two sets of data are brought together in this section

to derive projections of education budgets.

Budget projections in this section are based upon several simplifying

assumptions. Unit costs per student at the primary, secondary, higher, and

technical/vocational levels are assumed to remain constant in real terms over the

projection period. For primary and secondary, the 1985·1986 estimated unit costs are

used (expre~sed in 1984-1985 prices). For higher education and technical/vocational

education, the 1984-1985 unit costs are used.

The per student administrative and overhead costs of the MOEC. to support

the primary and secondary systems, are also assumed to be constant in real terms.

These costs include the following budget categories (1) Curriculum, Textbook &

Educational Materials, (2) Miscellaneous Education Projects, (3) Education

Administration, (4) Education Research & Statistics, (5) Scholarship and Student

Welfare, and (6) Supervision, Training and Publicity. The distribution of these
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overhead costs across all MOEC budget items is assumed to remain as it was in

1911.5-1986; that is, all of the overhead budget items related to primary and

secondary education are assumed to change in the same proportion over the

projection period.

For want of better information, various budget items are assumed to remain

constant in real terms in 1984-1985 prices. These budget items include (1) Adult

Education, (2) Physical Education & Sports, (3) Archeology, (4) Special Education,

(5) Tribhuvan Univer~ity, (6) Science and Technology, (7) Integrated Rural

Development, (8) Cultural Corporation, (9) Vocational Education, and (10) Others.

Table 2.45 below presents the budget forecast that corresponds to the Basic

Needs enrollment projections. The funds to support the projected expansion of the

primary system, with constant unit costs, would rise from Rs 387 million in 1985

1986 to Rs 626 million in the year 2000 A.D. in 1984-1985 prices. This would amoun t

to a 61.7 percent real increase in resources spent for primary education.

Table 2.45

Regular and Development Projected Budget Expenditure in Education:
Basic Needs Case (Constant 1984-1985 Prices -- '000)

Lower
Second. Tech.
and Tribhuvan and Adminis-

Year Primary Second. Univ. Vocat. Tration Other Total

1985 387,024 165,239 362,663 13,568 40,462 116,518 1,085,474
1986 399,626 171,773 308,276 13,568 42,215 117,622 1,053,081
1987 412,639 183,895 308,276 13,568 43,948 118,714 1,081,040
1988 426,075 198,652 308,276 13,568 45,860 119,919 1,112,351
1989 439,949 214,622 308,276 13,568 47,875 121,188 1,145,478
1990 454,275 231,441 308,276 13,568 49,973 122,510 1,180,043
1991 469,067 246,003 308,276 13,568 51,986 123,778 1,212,678
1992 484.341 257,919 308.276 13,568 53.893 124.980 1.242,977
1993 500,112 267.634 308.276 13.568 55.720 126.131 1.271,440
1994 516.397 276,161 .'08,276 13.568 57.524 127.267 1,299,194
1995 533.212 284,384 308,276 13.568 59,355 128.421 1.327,215
1996 550,574 293,089 308,276 13.568 61.257 129.619 1.356,384
1997 568.502 302,605 308,276 13.568 63.250 130.875 1.387,076
1998 587.014 312,765 308,276 13.568 65.326 132.183 1.419,133
1999 606.128 323.258 308,276 13,568 67,471 133,534 1,452.235
2000 625.865 333,891 308,276 13,568 69,673 134.922 1,486,196
2001 626.143 344.678 308,276 13,568 70,288 135.309 1.498.261

Source: Ministry of Finance, projection by the lEES economists

Note: Cost per student used in projection: primary Rs 213.58; total secondary Rs
332.59; total school level Rs 239.19; including overhead Rs 267.75; average
overhead per student Rs 28.56; higher education Rs 5.571.39;
technical/voca tional Rs 18,598.34
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The secondary system's expansion is gre~ter percentage-wise, based on assumed

constant continuation rates from primary '..1 lower secondary, and from lower

secondary to secondary. This greater percentage increase occurs because the initial

base is smaller for the secondary cycle. The budget for lower secondary and

secondary is projected to rise from Rs 165 million in 1985-1986 to Rs 334 million in

the year 2000 A.D., or a 102 percent increment (compared to the 61.7 percent

increase for primary expenditures).

The budget for educational administration is projected to increase 72 percent

in real terms between 1985-1986 and 2000-2001. Overall, for the Basic Needs

scenario, the primary and secondary education budget would increase 73 percent,

and the total education budget including higher education is projected to rise 36

percent from Rs 1,085 million in 1985-1986 to Rs 1,486 million by the year 2000

A.D.

Table 2.46 shows budgetary estimates for the Base Case enrollment projections.

The Base Case enrollment projections are more conservative and assume a

continuation of the current patterns for entry of children into primary school; and

their repetition, drop-out, and continuation. The budgetary estimates for the Base

Case forecast are, therefore, lower than those of the Basic Needs projection.

For the Base Case, the primary budget in constant 1984-1985 prices would only

increase to Rs 538.3 million by the year 2000 A.D., compared to the Basic Needs

projected primary budget of Rs 625.8 million. The total education budget, for the

Base Case forecast, would be 6.7 percent lower than that of the Basic Needs

projection for the year 2000 A.D.

A third enrollment projection, based upon the Medbm Variant Population

Projection, assumes substantial improvements in entry of the age 6-10 cohort into

primary school, reductions in repetition and drop-out rates, and increases in

continuation rat.:s from primary to lower secondary and from lower secondary to

upper secondary. The budgetary forecasts in Table 2.47 are based on these

assumptions.

This more optimistic scenario produces larger total enrollments at both the

primary and secondary levels, with relatively larger increases at the secondary level.

Total budgetary implications for this scenario would exceed those of the Basic Needs

case by over 23 percent by the year 2000 A.D., being Rs 1,829 million compared to

Rs 1,486 million for the Basic Needs case.
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Table 2.46

Regular and Development Projected Budget Expenditure in Education:

Base Case

(Constant 1984-1985 Prices -- '000)

Lower
Second. Tech.
and Tribhuvan and Adminis-

Year Primary Second. Univ. Vocal. Tration Other Total

1985 387,024 165,239 362,663 13,568 40,462 116,518 1,085,474
1986 402,400 171,773 308,276 13,568 42,442 117,766 1,056,225
1987 418,567 183,895 308,276 13,568 44,434 119,020 1,087,761
1988 433,306 198,652 308,27(J 13,568 46;453 120,293 1,120,549
1989 447,274 214,622 308,276 13,568 48,476 121,567 1,153,782
1990 461,496 231,441 308,276 13,568 50,565 122,883 1,188,229
1991 476,183 246,471 308,276 13,568 52,595 124,162 1,221,256
1992 49<1,879 259,511 308,276 13,568 54,517 125,373 1,252,124
1993 504,628 270,580 308,276 13,568 56,252 126,466 1,279,770
1994 516,298 280,209 308,276 13,568 57,738 127,402 1,303,491
1995 525,306 289,107 308,276 13,568 58,965 128,175 1,323,398
1996 531,055 298,053 308,276 13,568 59,928 128,782 1,339,663
1997 535,148 307,387 308,276 13,568 60,776 129,316 1,354,471
1998 537,478 316,874 308,276 13,568 61,488 129,764 1,367,448
1999 538,260 325,911 308,276 13,568 62,048 130,117 1,378,180
2000 538,290 333,828 308,276 13,568 62,484 130,392 1,386,839
2001 537,765 340,058 308,276 13,568 62,783 130,581 1,393,032

Source: Ministry of Finance, and lEES economists' projections

Note: Cost per student used in projection: primary Rs 213.58; total secondary Rs
332.59; total school level Rs 239.19; including overhead Rs 267.75; average
overhead per student Rs 28.56; higher education Rs 5,571.39;
technical/vocational Rs 18,598.34
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Table 2.47

Regular and Development Projected Budget Expenditure in Education:

Optimistic Case (Constant 1984-1985 Prkes -- '000)

Year

Lower
Second.
and

Primary Second.

Tech.
Tribhuvan and
Univ. Vocat.

Adminis-
tration Other Total

1985 387.024 165,239 362,663 13,568 40.462 116,518 1,085,474
1986 402.400 171.773 308,276 13.568 42.442 II 7,766 1.056,225
1987 4 I 9, 184 183,895 308,276 13.568 44.485 119,052 1,088,460
1988 437.808 200.179 308,276 13,568 46,906 120,578 1, I 27,316
1989 458,740 220,267 308,276 13.568 49,726 122,355 1,172,933
1990 483.174 243,961 308,276 13,568 53,03 I 124,437 1,226,447
1991 5Il,144 269,136 308,276 13.568 56.707 126,753 1,285,584
1992 539.980 297.957 308,276 13,568 60.655 129,240 1,349,676
1993 565,932 331,239 308,276 13,568 64,610 131,732 1,415,358
1994 588,004 368.187 308,276 13,568 68,449 134,150 1,480,633
1995 605,228 409,366 308,276 13,568 72,122 136,464 1,545,024
1996 617,296 454,295 308,276 13,568 75,577 138,641 1,607,653
1997 626,777 500,857 308,276 13,568 78,910 140,741 1,669,130
1998 633,821 546,787 308,276 13,568 82,008 142,693 1,727,153
1999 638,840 590,619 308,276 13,568 84,825 144,467 1,780,597
2000 642,844 630,871 308,276 13,568 87,362 146,066 1,828,988
2001 646,007 666,576 308,276 13,568 89,58 I 147,464 1,871,472

Source: Minjstry of Finance, plus lEES economists' projections

Note: Cost per student used in projection: primary Rs 213.58; total secondary Rs
332.59; total school level Rs 239.19; including overhead Rs 267.75; average
overhead per student Rs 28.56; higher education Rs 5,571.39;
technical/voca tiona I Rs 18,598.34

The fourth budgetary estimate (Table 2.48) is based on a more rapidly growing

population as assumed in the High Variant Population Projection. It does not assume

the decline in fertility rates used by the Optimistic Case budget projection. For this

scenario the primary school-age cohort would continue to grow rapidly, and assumed

improvements in entry into, and progression through, the primary system would lead

to substantial budgetary increases.
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Table 2.48

Regular and Development Projected Budget Expenditure in Education:

High Variant Case

(Constant 1984-1985 Prices -- '000)

Lower
Second. Tech.
and Tribhuvan and Adminis-

Year Primary Second. Univ. Vocat. Tration Other Total

1985 387,024 165,239 362,663 13,568 40,462 116,518 1,085,474
1986 406,724 175,708 308,276 13,568 43,013 118,125 1,065,415
1987 429,044 192,527 308,276 13,568 45,767 119,860 1,109,043
1988 451,982 213,089 308,276 13,568 48,778 121,757 1,157,450
1989 476,055 235,844 308,276 13,568 52,002 123,788 1,209,533
1990 498,228 266,485 308,276 13,568 55,502 125,993 1,268,053
1991 522,164 298,027 308,276 13,568 59,197 128,321 1,329,552
1992 548,404 328,424 308,276 13,568 63,018 130,728 1,392,418
1993 576,057 358,047 308,276 13,568 66,912 133,182 1,456,043
1994 603,568 388,083 308,276 13,568 70,818 135,642 1,519,955
1995 630,216 417,762 308,276 13,568 74,633 138,046 1,582,501
1996 654,086 449,341 308,276 13,568 78,324 140,372 1,643,967
1997 677,002 484,159 308,276 13,568 82,115 142,760 1,707,880
1998 699,297 521,984 308,276 13,568 86,019 145,220 1,774,364
1999 721,196 561,614 308,276 13,568 89,991 147,722 1,842,367
2000 744,187 601,835 308,276 13,568 94,084 150,301 1,912,251
2001 768,623 640,981 308,276 13,568 98,237 152,917 1,982,603

Source: Ministry of Finance, plus lEES economists' projections

Note: Cost per student used in projection: primary Rs 213.58; total secondary Rs
332.59; total school level Rs 239.19; including overhead Rs 267.75; average
overhead per student Rs 28.56; higher education Rs 5,571.39;
technical/voca tional Rs 18,598.34

In this High Variant scenario, the primary system budget, in real terms, would

increase from Rs 387 million in 1985 to Rs 744 million in the year 2000 A.D., mainly

because of the greater number of children. With assumed improvements in

continuation rates from primary through the secondary system, the budget for lower

secondary and secondary schools would need to rise from Rs 165 million in 1985 to

Rs 602 million in the year 2000 A.D., an annual increase of 9 percent. The total

budgetary implications of the High Variant projection would exceed those of the

Basic Needs case by 28.7 percent by the year 2000 A.D.
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2.3.7 Fiscal Capacity and Educational Expenditures Projections

The expansion and improvement of the educational services required by the

Basic Needs goals discussed above ultimately depends on the capacity of the

government to mobilize resources, not only nationally but also at the local level.

Any community support based on local taxes to pay for some costs of schools would

require that the tax system be effectively and fairly administered and that there be

an equitable "tax handle" (i.e. the object to be taxed).

2.3.7.1 Central GOl'ernment Resources. Several sources of finance available to

the central government are discussed below. These sources are domestic tax and

non-tax revenues, income of public enterprises, and public borrowing.

Domestic Tax and Non-Tax Revenues

The tax revenue was Rs 3,659.4 million in 1985-1986. Tax revenue comprised

79 percent of government revenues. This suggests that there is little opportunity

for increasing government expenditures for schools as long as tax revenues are not

raised.

Indirect taxes dominate the tax revenue collections, as was shown above in

Table 2.11. Custom duties and sales tax are the major sources of revenues. Income

and urban property taxes are a small proportion of the total, and have increased

only slowly. Urban property tax revenue has not increased in amounts commensurate

with the large scale urban housing construction by private households, and income

tax collections on interest, rent, and profits from medium and higher income

individuals and firms appear to be considerably below their potential. Land tax

revenue now (1985-1986) accounts for only 1.5 percent of total revenue and has

declined over the past few years. House and land registration has grown, but only

to 4 percent of the total. A registration tax on houses is extremely regressive (i.e.

it mainly taxes the poor) unless there is an adequate system to appraise the value

of the urban houses and express the taxes as a percent of that value.

For every year from 1980-1981 to 1985-1986 the actual revenue realized was 20

to 40 percent lower than the budgeted revenue. Similarly, the actual foreign aid

grants have been lower than the budgeted amounts.
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Income of Public Enterprises

There are 53 public enterprises. cover"ng commercial, industrial, service

oriented, and infrastructure oriented activities. The contribution of the public

enterprises to the total national product is about 2.1 percent at present. The

government has invested large amounts in these enterprises. The equity investment

of the government in all of these enterprises was Rs 2.2 billion in 1983-1984.

Besides, every year the government has to provide in annual budgets more than Rs

one billion as equity, loans, and subsidies to the enterprises (The Seventh Plan, p.

242).

The enterprises contribute to the government revenue through indirect tax,

income tax, dividends, interest, and principal repayment. These payments have every

year been lower than the annual cash flow (in equity, subsidy, and loans) from the

government to the enterprises. This is partly due to the weak financial status of

the enterprises and partly to management difficulties; it is also due to the inability

of the enterprises to set prices commensurate with their rising production costs.

Public Borrowing

As indicated previously, the Central Government has used internal loans to

meet budget deficits. During the 1979-1980 to 1984-1985 periods (the Sixth Plan),

the government borrowed Rs 5.839 billion. This is higher than the revenue savings

of Rs 4.865 billion utilized for financing the plan. A major portion of the internal

loans has been financed with money created by the banking sector. This has led to

large increases in the money supply with consequent upward pressure on prices,

especially in 1985-1986 when the inflation rate was 14.8 percent (Ministry of

Finance 1987, p. 61). Since July 1986 the expansion of the money supply has slowed

and the inflation rate has dropped to 2.6 percent.

2.3.7.2 Local Resources. The local bodies, the village and town panchayats

and the District Panchayats, have been given the authority to impose several local

taxes such as a tax on professions, on commodities brought in for sale, on vehicles,

on houses, etc. The town panchayats could introduce an education tax using one or

another of these tax handles to finance compulsory primary education in its area.

None of the 33 town panchayats has so far taken any initiative in this direction,

possibly because each one is reluctant to be the first to do so and is waiting for a

lead from the Ministry of Finance and the MOEC with respect to how the local

schools can best be more adequately financed.
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The Decentralization Act of 1982 emphasizes mobilization of resources at the

local level, and government leaders continue to emphasize this. Besides the regular

local taxes, the local bodies have also been empowered to mobilize resources from

the beneficiaries of the local projects such as drinking water improvement,

irrigation, etc. The Act also allows the village and town panchayats to impose

Panchayat Development and Land Taxes (PDLT), with permission from Government

and after submission of a detailed program of the work to be accomplished and the

financing procedure.

The PDLT was implemented in a few districts in late 1960s and mid 1970s.

Although still on the statute books, the tax is unused since its suspension in 1979

1980. This tax has now been reemphasized, beginning with its mention in the

Decetralization Act of 1982. The tax is primarily based on land, and will replace the

present Land Tax wherever it is implemented. The Act provides that 85 percent of

the proceeds of the tax will remain with the local panchayat, 10 percent will be

shared with the District Panchayat, and 5 percent will be set aside for the Central

Government. The concerned village or town panchayat imposing the tax is required

to usc the proceeds to finance projects of priority importance for the local people.

The Act also lists priorities to be adopted in local level plans. Among the specified

priorities are projects that will directly benefit common people and meet minimum

needs; will raise agricultural production, productivity, and employment; will ensure

the natural environment; and projects that are listed as "Priority Projects" at the

national level. It is noteworthy that primary education is one of the nationally

designated "Priority Projects."

The PDLT, if imposed by the local panchayats, could lead to greater

mobilization of resources at the local levels. However, there are several difficulties

with its implementation such as lack of current land records, lack of systems for

valuation or assessment, and lack of adequate administration for collection of the

tax, including lack of proper accounting and control systems. All these have led to

misuse and wastage of the proceeds of those taxes that were imposed earlier during

the mid 1960s to mid 1970s.

Under the new Decentralization Act no village or town panchayat yet has come

forward with proposals for re-imposition of the tax. It seems that the essential

conditions for collection and utilization of the tax are still lacking in the local

panchayats. However, the Budget of 1987-1988 has again referred to the option

available to the local panchayats for raising resources by developing assessment

procedures that place a value on local real estate and imposing a tax on this

property.

2-86



2.3.7.3 Resource Mobilization and Fina:lcing Plans. The patterns for fin:mcing

development plans indicate that the country is becoming increasingly rr: e

dependent on external resources for financing development programs. The problem of

inadequate domestic resource mobilization is due to several factors such as the

following:

• A low per capita economic growth rate of about 0.1 percent per year
during 1970-1980 and one which currently is negative

• A more sharply declining per capita growth rate in agriculture

• A low rate of industrialization

• Poor performance of public enterprises

• Existence of a large non-monetized sector

• Inefficient tax administration

• Inadequate utilization of natural resources (water resources mainly), and
excessive use of forest resources

• Lack of effective adequate returns to investment in the public sector

The country has had shortages of resources for financing development

beginning with the first five-year plan (1956-1961). Domestic tax resources have

met the following proportion of total expenditures in different plans, and the

remainder has been met by external assistance agency loans and grants:

Second Plan (1962-1965)
Third Plan (1965-1970)
Fourth Plan (1970-1975)
Fifth Plan (1975-1980)
Sixth Plan (1980-1985)

- 23 percent
- 47 percent
- 47 percent
- 33 percent
- 49 percent

The Seventh Plan proposes to spend Rs 29,000 million in public sector

development programs. Of this amount Rs 20,480 million (70.6 percent) is to be met

with foreign assistance (grants and loans together). Internal resources will be used

for meeting the balance of Rs 8,520 million. The pattern of internal financing is

projected to be as follows:

Revenue savings
Additional tax mobilization
Internal loans
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2.3.7.4 Tax Reforms. The tax policy statement in the Seventh Plan makes the

following recommendations with regard to various tax reforms:

Income Tax: Facilities and exemptions to individuals should be reduced; the high tax

exemption for individual income is causing too much revenue loss. Capital gains

should be treated as income and be duly taxed. Income from agriculture should also

be included as income tax, and should be taxed at the same rate as other income.

Urban House and Land Tax: Exemption limits on hotels and industrial properties

should be removed; the property should be revalued, and all exemptions reduced.

Land Tax: The rate of the land tax should be raised, as the present rates were set

about two decades ago. The land tax should be converted into a property tax that

reflects the value of the property more accurately.

Sales Tax: Sales taxes should not be used to protect industries. Essential goods

should be exempted on grounds of equity. Sales taxes should be imposed on

services as well as telephones, telecommunications, non-life insurance, and tourist

package services.

Excise Duties: The policy of allowing exemptions from excise duties on the basis of

utilization of production capacity should be reviewed, with a view to making

profitable industries contribute to revenues.

Custom Duties: At present the custom duties serve many purposes such as raising

revenue. protecting domestic industries. and raising prices of those imported goods

consumed by the rich. The plan suggests that the custom duties need to be reviewed

to make them serve primari!y the objective of protecting indigenous industries from

competition of foreign indm;tries.

In addition to providing indicative directions regarding tax reform, the Seventh

Plan also stresses the need for strengthening tax administration by having programs

such as training of tax administrators. improving the organization of tax

administration, preventing leakages in taxation, and preventing misutilization of the

tax incentives provided by the Industrial Enterprises Act of 1981.
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The government thus proposes changes in tax rates, exemption limits, and

deductions to derive a greater volume of revenue. Professionalization of tax

administration has also been stressed. The government has also emphasized the

need for streamlining the public enterprises to make them function efficiently and

develop self-reliance. The governmen t also expects more revenue from them.

2.3.7.5 Fiscal Capacity and Educ&tion Expenditures. During the past year the

government has devoted about 10 percent of its budget (regular and development

together) to the education sector. The capacity of the government to allocate

additional resources to education will obviously depend on its revenue. The

revenues have been increasing slowly due to the constraints mentioned earlier. The

principle problems are a slow increase in production and inadequate tax

administration. Higher produ.:tivity and employment levels would raise the taxable

capacity of the people and better enforcement would encourage voluntary tax

compliance, which is now lacking. By contributing to raising national production,

the education sector can thereby help enhance future national revenues, on which it

then can depend for financing further expansion of educational opportunities.

Meanwhile, given the insufficient finances in the public sector, the government

has been stressing private sector participation in education. Privatization is

strongly endorsed for establishing and operating schools and colleges and for

providing training facilities on-the-job. An equitable local tax source, such as a tax

based on the value of urban and rural real estate, could help provide financial

resources for schools to meet the goals of the Basic Needs Strategy by the year

2000 A.D.

At present the resource recovery from higher education is very low. Greater

mobilization of resources for higher education is needed. One way to do this is by

rationalization of fees so that those easily able to pay are required to do so, and

those from poor families continue to benefit from low tuition and other current

subsidies. Implementation of cost sharing measures in higher education would not

only provide more resources for all education, including the expansion of higher

education, but also would increase the internal efficiency and equity of the higher

education system. At the present, however, it is clear that no cost recovery at the

higher education level is feasible for the immediate future. The most likely course

of action is that there will be no increases in public support for higher education.

No new publically supported campuses will be established, for example, except

possibly for technical education and training.
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Local sources for financing education have historically been of great

importance in Nepal. The school system has mobilized local resources for providing

physical facilities and furniture to the schools to a considerable extent, and senior

education officials express great confidence that local support will be forthcoming

to assist with meeting objectives of the Basic Needs Strategy.

Local resources could also be used to replace lower secondary school fees,

such as textbook fees, registration fees, admission fees, examination fees, sports

fees, and building fees, all of which cause the children from poor families to drop

out. There are clear limits to local level financing, however, because the local areas

themselves have only limited resources, especially financial, and other local

programs besides education have claims on these resources. A policy of grants from

the central government that would provide for a floor level of education (and other

services) for each child in the poorest districts would be helpful, since the central

government can use sales and income tax sources that are not feasible for the

communities.

2.4 MANPOWER SUPPLY AND DEMAND

2.4.1 The Manpower Situation

This section presents briefly some outstanding features of the manpower

situation in Nepal. The areas covered include the labor force participation rate,

structure of employment, manpower stock, supply-demand imbalance, and manpower

availability for the private sector.

The census of 1981 has reported labor force participation rates that include

the population 10 years of age and over, since many people in the age group 10·14

and over 60 years are engaged in paid work. The labor force participation rate in

1981 was 65 percent for the population 10 years and over; the size of the labor

force was 6.85 million. About 200 thousand people are currently added to the labor

force each year, mainly due to the high rate of population growth (over 2.6 percent

annually) since as early as 1971. This addition to the labor force has significant

implications for the creation of employment opportunities.

The labor force is overwhelmingly dependent on agriculture. Diversification of

occupations is V"ly limited. In 1981, the labor force engaged iQ agriculture,

fisheries, and forestry was 91.39 percent; the manufacturing industry provided jobs

for 3.12 percent; and service activities employed 3.8 percent. The service sector is

growing at a faster pace ~ltan the manufacturing sector.
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The continued high dependance on agriculture for employment is partly due to

the slow e). ::ansion of non-agriculture sector activities. Further, Nepalese mar,power

have not been able to take full advantage of the new jobs created by develo: nent

activities because they have not had sufficient opportunities to learn the requisite

skills.

The manpower stock, which here refers to more highly skilled labor, is

comprised of (I) employment of educated persons in the civil service, public

enterprises, and educational institutions, and (~) technical manpower as estimated by

the National Planning Commission.

The Civil Service employed 84,484 persons in 1984-1985, including 21,428 in

peon status (i.e., unskilled and casual labor). Over 33,000 of the total Civil Service

staff belonged to the Technical Service, which includes agriculture, medicine,

engineering, forestry, education, mining, etc. Educational institutions (schoole; and

colleges together) provided employment to 80,000 persons in 1984-1985. And the 53

public enterprises provided jobs for 40,000 persons in the same year. The public

sector, comprising the Civil Service, public enterprises, and publicly supported

educational institutions, accounted for nearly 200,000 workers. The public sector is

thus the largest employer of educated manpower.

The National Planning Commission has presented the stock of technical

manpower in the country f'Jr 1984-1985 (Table 2.11 above). The high, middle, and

basic levels of technical manpower totaled 30,674 persons, ns shown in Table 2.49,

most of whom are believed to be emf'toyed in the public sector. The Seventh Plan

document stated that there was a shortage of 8,788 persons when compared with the

estimated requirements for the Sixth Plan (1980-1985). It was observed that the

gap between the estimated requirements and actual supply was widening.

An important feature of the country's manpower situation is the uneven

distribution of educated manpower. Most trained persons are in urban areas. The

rural areas have manpower shortagt:s at all three levels, especially the middle and

high levels. This makes implementation of several development programs difficult,

especially those that focus on rural development.
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Table 2.49

Manpower Stock 1984-1985

'L~vels Engi- Medicine Agri- Forestry Science & Total
neering culture Technology
(a) (b) (c) (d) (e) --~,:- --

High 2,155 965 1,537 204 465 5,326
Middle 4,517 1,996 2,353 442 655 10,023
Basic 5,935 2,627 M2!. l...ZM .u12. 15,325

Total 12,667 5,588 7,351 2,372 2,696 30,674

Source: National Planning Commission, The Seventh Plan
(1985-90) Kathmandu, 1985, p. 140-145

Notes:
a. Engineering manpower includes Civil, Electrical, Mechanical and

other Engineering

b. Medical manpower includes Doctors, Nursing, Pharmacy, Medical
Technology, Ayurved

c. Agricultural manpower includes Agricultural Science, and Animal
Science, and Extension

d. Forestry manpower includes Forestry, Water and Soil Conservation
and Wildlife

e. Science and Technology manpower includes General Science and
Technologies

The manpower situation in the private sector has not yet been systematically

assessed. Private sector activities include a wide range of occupations such as

farming, trading, service work, transportation, manufacturing, construction, food

processing, garment making, handicrafts, tourist activities, inn and hotel catering,

and many others. These varied activities are served by people with various levels

of skills. It seems that the manpower stock available for the private sector is

deficient in quality and quantity. The conditions of employment in the private

sector ar~ generally not as attractive as in the public sector. In recent years,

educated persons have been r.ompelled to seek private sector employment in larger

numbers because of the difficulties getting civil service or public enterprise jobs.
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The manpower available for the panchayat sector (local government institutions)

has also been deficient. To address the general scarcity of trained persons in rural

areas, the government has adopted the policy of establishing educational and training

institutions in the more rural locations. Training activities for preparing basic level

manpower at local levels are being conducted under the various Integrated Rural

Development Projects.

2.4.2 Determinants of Demand

The target economic growth rate is the main factor determining manpower

demand. The scale of production activities in agriculture, industry, transportation, and

other sectors is determined by the target economic growth rate. Sectoral growth rates

are adopted in preparing development programs in different sectors. The Seventh Plan

(1985-1990) aims at an annual growth rate of 4.5 percent in national income. The

agriculture sector annual growth rate target has been set at 3.5 percent for the plan

period, and the non-agriculture sector rate at 5.7 percent. Industrial production will

grow at an annual rate of 12.7 percent. The sectoral growth rates help determine the

scale of the various programs, which then become the basis for the manpower

estimates.

Another determinant of manpower requirements is the nature of development

activities. To meet basic needs by the year 2000 A.D., programs of sectoral ministries

need to be oriented towards the fulfillment of these needs. A greater emphasis is

called for on agricultural extension, primary education, primary health care, skill

training, and rural development. To help implement these programs, basic- and middle

level manpower extension workers, health workers, primary teachers, skill instructors,

and overseers have to be trained in larger numbers, and they should be provided with

sufficient incentives for them to work in rural areas.

Another determinant of the requirement for new manpower is the need for

replacements. The manpower stock is gradually depleted by attrition for variolls

reasons. The replacement need in the past has been disregarded in manpower plans.

There is also a need to plan for the replacement of the many foreign workers in

Nepal. This can be done by training the domestic labor force in the appropriate skills.

Manpower needs of the private sector must also be taken into account in

planning the total manpower needs of the country. The Seventh Plan has envisaged

that about 42 percent of the proposed investments will be made by the private sector.

Accordingly, various industries to be established by the private sector have been

mentioned specifically. Manpower is obviously needed for all of these activities, as

well as for the existing establishments.
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Rural development activities are being implemented in all the districts to

increase agricultural production, raise employment, and promote a favorable

environment. These activities have created a demand for manpower of different

categories and levels in the rural areas.

2.4.3 Determinants of Supply

Manpower supply is determined basically by the range of the education and

training programs, the size of enrollment, the quality of the education and training,

and the efficiency of the education and training system. The manpower supply in

Nepal is determined by (1) informal training activities in family situations,

(2) formal training and instruction, (3) nonformal training activities, and (4) higher

education and training in foreign countries.

Informal training activities are found primarily in the areas of agriculture,

cottage crafts, masonry, carpentry, and several other areas of self-employment. The

formal education and training system is the main producer of manpower, and

secondary education is of vital importance in this respect. Though a ve.y high

proportion of SLC (School Leaving Certificate) completing students proceed to

higher education, many of them seek employment instead. The provision of

facilities for study in the morning and the evening, and for private examinations,

has facilitated concurrent pursuit of higher education and employment.

Tribhuvan University is the main producer of middle and higher level

manpower. During 1975-1981 the University produced a total of 4,602 persons with

Certificate level education in the fields of Engineering, Agriculture, Medicine, and

Forestry, and 404 persons with Bachelor level education in Agriculture (Table 2.50).

Manpower of various other disciplines has also been produced in considerable

numbers.

Manpower production by Tribhuvan University is constrained by several factors.

The enrollment levels of the technical institutes have remained more or less static

during 1981-1984, for example, except for the Institute of Engineering. The

manpower policy mentioned in the Seventh Plan calls for increasing the enrollment

capacity of the technical institutes.
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Table 2.50

Manpower Production from Tribhuvan University Technical

Institutes: 1975-1981

1.
2.
3.

4.
5.

Institute

Engineering Certificate
Medicine Certificate
Agriculture/Animal Science

Certificate
Diploma (Bachelor)

Forestry Certificate
Science

Certifica te
Diploma (Bachelor)
Degree (Masters)

Total Output

2,340
1,096

799
404
367

3,326
1,105

477

Source: Ce:ltre for Economic Development and Adminis
tration "Development of Human Resources," CEDA,
Tribhuvan University, 1984

Another crucial factor is the low internal efficiency of the University

institutes. It takes students an average of four years of study to complete most

two-year programs, a pattern encouraged by the high subsidy received by the

students. This inefficiency is also reflected in the high failure rates in the

University examinations within all of the institutes except the Institute of Medicine.

The trade (technical) schools are important for preparing basic level manpower

to support rural and urban development activities. The Mechanical Training Centre

(MTC), under the trade schools scheme, produces basic level manpower in the

mechanical trades. Some other trade schools also prepare new manpower. The

graduates of trade schools have faced difficulties finding jobs in the initial stages

after completing training. It would be helpful if contacts would be developed with

prospective public and private sector employers during training. It is also important

that these trade schools be required to survey job openings and relate their

programs to actual job market needs. Further, the student/teacher ratios in all

trade schools are quite low, which greatly increases the unit costs of such

programs. The completion times necessary to estimate cycle costs could not be

obtained, but if experience elsewhere is any guide this is a potential additional

source of internal inefficiency. Student intake could be increased to attain a Blore

economical student/teacher ratio.
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The nonformal training system covers the following:

1. Training provided to literate adults for a period of 3 to 12 months by the
Department of Cottage and Village industries, in areas such as textiles,
weaving, ceramics, electricity, mechanics, and carpentry.

2. Training provided for adults at five locations by the Labour Supply
Centres under the Department of Labour, in elementary skills such as
press compositing, road works, house wiring, and brick making.

3. Training for periods of one to six months provided to women by the
Women's Training Centre at Kathmandu, and three regional centres, in
various household skills and income generating skills.

4. Training provided at field levels by seven of the Integrated Rural
Development Projects, for preparing rural people for local development
activities.

5. Functional adult education of the MOEC, which provides orientation for
various functional areas, primarily in agriculture.

The nonformal training activities need more skilled instructors, many of the

trainees lack essential literacy skills, and there are shortages of finance and

equipment. A basic problem for all types of nonformal training is the difficulty of

absorption in thc labor market soon after the completion of training.

2.4.4 Manpower Imbalances

There are three types of imbalances relating to manpower demand and supply.

The first is the imbalance between outputs of the education system and the types of

persons needed by the economy. The education system before 1971 was criticized

for failing to provide the types of knowledge and skills needed for development.

The NESP (1971-1976) tried to remedy this situation by introducing vocational

education into secondary schools and by establishing technical institutes within

Tribhuvan University. Vocational education in secondary school, as a way to

prepare manpower, was abandoned in 1981 after a decade of trial. At that time an

extensive curricular change was introduced. The technical institutes have now been

expanded and provided with extensive financial and technical support. They have

begun to train graduates who can be directly employed in relevant areas. There is

still an imbalance in the total university system, as higher education mainly

emphasizes non-technical areas, and the enrollment capacity for technical education

is limited.
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The second imbalance is between the estimated manpower needs and the

expected supply, as identified by the National Planning Commission. Table 2.51

presents the manpower demand and supply estimates for technical manpower during

the Seventh Plan period, 1985·1990. These estimates show substan tial shortages in

high, middle, and basic level manpower in several different areas. Shortages of

high level engineers, agricultural specialists, forest specialists, middle level

overseers, middle level and basic level agriculture manpower (junior technicians and

junior technical assistants), and basic engineering workers (sub overseers) are

particularly noted. It is noteworthy that the technical institutes of Tribhuvan

University could adopt measures for relieving the shortages of middle and basic

level manpower. Shortages in many high level manpower areas now have to be met

by sending qualif!ed people abroad for training.

The third kind of imbalance is the lack of jobs for trained persons, especially

in urban areas. For instance, many positions in primary and secondary school

teaching are unfilled while qualified graduates for such jobs are unemployed. Even

engineers have complained about long job searches and waiting periods. Part of the

reason for the growing unemployment among educated persons is the inadequate

base of primary and secondary school graduates necessary to provide the appropriate

infrastructure to support their employment. Another reason is the reluctance of

many educated persons to move to the rural areas where some of these jobs are

located because they are not attractive places to live and do not provide

opportunities for further personal development.

2.4.5 Manpower Development Planning

Manpower estimates have been incorporated in development plans since the

Fifth Plan (1975-1980). Even before then the NESP document included a manpower

planning model, apparently as the basis for its rationale to develop basic and middle

level manpower through the education system. Manpower planning is now a regular

part of development planning. The National Planning Commission (NPC) is

responsible for estimating manpower needs for development programs in the periodic

plans. The NPC assesses manpower needs by conducting studies and surveys, and by

soliciting manpower information from the ministries, departments, and public

enterprises. The estimates in development plans are mainly for manpower needs for

development programs, as submitted by the concerned ministries.

2-97
,\ ,/



Table 2.51

Public Sector Demand and Supply or Technical Manpower

under the Sennth Plan (2042-2047)

Total Demand Total Supply
during the during the Surplus (+)

Manpower Category Plan Plan Deficit (-)

High Level 1lU b2ll -~
1. Science and

Technology 283 235 48
2. Engineering 1,291 710 581
3. Medicine 550 386 164
4. Agriculture 1,498 1,093 405
5. Forestry 259 231 28

Middle Level 1M.1 ~ - 2.782
1. Science and

Technology 399 362 37
2. Engineering 3,232 2,229 - 1,003
3. Medicine 1,497 959 538
4. Agriculture 2,347 900 - 1,447
5. Forestry 392 635 + 243

Basic Level 2a.!lQ Ulf. - .l..ill.
1. Science and

Technology 963 670 293
2. Engineering 3,357 1,862 - 1,495
3. Medicine 1,473 1,105 368
4. Agriculture 3,295 2,015 - 1,280
5. Forestry -ll ---8Q + 58

20,858 13,472 - 7,286

Source: National Planning Commission, The Seventh Plan (p. 137)

Note: Total demand includes shortfall during Sixth Plan

Manpower planning objectives are to: (1) utilize available manpower to the

maximum; (2) maximize productivity and employment prospects of technical

manpower; and (3) remove imbalances between demand and supply of manpower.

To meet these objectives, the NPC will adopt the following policies:

1. Determine student enrollment in technical institutes in accordance
with projected manpower demand

2. Expand capacities of technical institutes and, if necessary, establish
new institutes
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3. Obtain more scholarships from abroad to increase the supply of high
level technicians

4. Conduct formal and nonformal training to remedy the shortage of
basic and middle level manpower

5. Help mobilize and utilize technical manpower by improving career
development prospects, benefits, facilities, and recruitment
procedures

6. Ensure the employment of technicians in related fields

7. Secure the services of foreign advisers only in areas where Nepalese
technicians are not available

The above policies stress the correspondence between enrollment in technical

institutes and manpower needs, extension of the capacity of technical institutes,

expansion of basic and middle level manpower training, and proper utilization of

manpower.

There are six major limitations to the manpower projections included in

development plans. First, they do not consider the costs. Simple adherence to

manpower goals without regard to the costs can waste resources and reduce the

rate of growth. Second, they disregard manpower needs for administration

management, teaching, and other non-technical areas. Third, they do not

necessarily reflect the financial abilities of minic;tries and departments to hire new

personnel. Fourth, they only focus on public sector needs. Fifth, they do not

imply the immediate creation of posts in civil service or public enterprises. And

sixth, as the latter points imply, such "goals" are often only "wish lists" that can

lead to serious mismatches with the actual realized needs of the economy as

bottlenecks emerge, and are reflected in the demands for more graduates and higher

earnings.

Despite these limitations, the projections can provide broad guidelines for long

run planning for the expansion of technical education. These projections also stress

the importance of proper manpower assessments within individual sectors by

concerned ministries, and the importance of continuing annual monitoring and

adjustments in response to new job market information and the results of tracer

studies.
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2.4.6 Employment and M~npower Development Policies

The employment situation shown by the 1981 census has the following striking

features:

1. The labor force has grown at a higher rate than the population during
the 1971-1981 period.

2. The labor force participation rate of children 10 to 14 years of age has
increased from 50 percent in 1971 to 57 percent in 1981.

3. A very large proportion of the labor force is engaged in agricultural
work. Despite a slight decline in the proportion engaged in agriculture
over the 1971-1981 period, the absolute number of agricultural laborers
has increased from 4.2 million in 1971 to 5.9 million in 1981.

4. There was a slight increase in the proportion of people engaged in
Personal and Community S~rvices which include administration, health.
education. and welfare services.

5. Over 85 percent of the labor force are self-employed.

6. One fifth of the labor force has no schooling. as shown in Table 2.52.
and more than half have educational levels below the SLC. The labor
force therefore has a higher education level than the population as a
whole.

7. The overall unemployment rate is 1.6 percent; 2.8 percent in urban areas
and 1.5 percent in rural areas.

The unemployment rate shown by an NPC survey (A Survey 01 Employment.

Income Distribution, and Consumption Pattern, /977) is much higher (5.6 percent)

than the rate shown by the 1981 Census. The NPC Survey also showed that 63

percent of labor days in rural areas and 44 percent of labor days in urban areas are

underutilized.

There is a general consensus that unemployment and underemployment have

increased in recent years. despite the creation of many jobs by the various

development activities. The lack of skills in the work force has hampered the

ability of Nepali laborers to fully utilize the new work opportunities. In addition.

educated persons also have difficulties finding jobs. This is partly due to their

insistence on working in particular locations (e.g., urban areas) and in the public

sector.

Growth of employment opportunities has been a major objective of development

plans. However. employment planning has been fragmentary. The Seventh Plan has

stressed promotion of self-employment. cottage industries. use of labor intensive

production techniques. expansion of vocational and apprenticeship training, and

greater involvement of women in development projects.
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Table 2.52

Major Education Groups by Educational Attainment

Occupation
No
School

Below
SLC

SLC
and
Equiv.

LA.
and
Equiv.

Grad.
and
Equiv.

Post
Grad. &
Equiv. Total

Prof/Tech. 0.106 0.301 0.226 0.162 0.147 0.058 1.000

Admin. 0.061 0.126 0.082 0.121 0.376 0.235 1.000

Clerical 0.202 0.473 0.167 0.098 0.055 0.006 1.000

Sales 0.292 0.526 0.083 0.049 0.042 0.007 1.000

Service 0.347 0.552 0.055 0.026 0.016 0.003 1.000

Farmers 0.359 0.598 0.022 0.011 0.007 0.00:2 1.000

Production 0.361 0.578 0.034 0.016 0.009 0.002 1.000

Not Stated 0.214 0.477 0.132 0.083 0.072 0.021 1.000

Total 0.214 0.574 0.041 0.024 0.019 0.006 1.000

Source: Population Census - 1981, Vol. I, Part vi, p.l

Note: Occupation/educational distribution (proportion of each occupation with
stated educational level)

The educational policy of the government stresses promotion of technical

education, as well as the orientation of higher education to producing manpower for

development. The labor policy of the government emphasizes raising skills and

productivity of labor, and the greater use of surplus labor for development. The

manpower development policy of the government is set forth in various policy

statements. A section on "Technical Manpower Development" in the Seventh Plan

states that appropriate types of formal and nonformal training programs will be

expanded to remove the shortages of middle and basic level manpower and that

necessary arrangements will be made to upgrade and mobilize basic level local skills.

In the education sector, the strengthening of science and mathematics education

at the secondary level has been emphasized. Trade schools are to be further

developed. Higher education in technical areas is to be expanded. In the nonformal

education sector, the training programs of several agencies are to be expanded. Better

coordination is to be established among skill training programs of different agencies.
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Manpower development is as much concerned with the quality of the labor

force as with its size. Quality of manpower essentially refers to the level of skills,

motivation to use these skills proficiently, and positive attitudes towards work.

There are a number of short-term training programs regularly conducted by

ministries, departments, and specialized training agencies aiming at providing

refresher, as well as intensive, short-term training in various areas.

The manpower situation is characterized by a surplus of unskilled labor on the

one hand and, on the other hand, a shortage of people with lowt~r secondary

education and enough technical skills to make them trainable on the job. There has

been some outmigration of high level manpower to foreign countries. There has

also been some flow of basic and middle level technicians to middle eastern

countries. But, in general, the outmigration of trained manpower has been much

lower from Nepal than from some South Asian countries. The government is

adopting a policy of creating a favorable working environment for high level

manpower to encourage them to work in Nepal.

There is an extensive shortage of middle level manpower in agriculture,

industry, medical services, and construction. The reasons for this shortage are:

(1) inadequate output from the technical training institutions, and (2) the tendency

of middle level manpower to move to other careers because there are very limited

prospects of career upgrading at this level. Career developmel1t issues have often

been raised within the administration, but effective solutions have not been

established. Upgrading to public employment officer level status is contingent on

having a Bachelor-level degree in a related area. It is not easy for middle level

technicians to enter Bachelor-level courses unless places ll.nd scholarships arc

allotted specifically for them in the technical institutes of the University.

The problem of an increasing number of educated persons who are unemployed

is an important issue for manpower planners. The problem is partly due to an

underexpansion at lower secondary levels, and partly to a mismatch between the

type of educational output and the needs of the labor market. The educational

systems have continued to be heavily academic. Also, there is a need to establish

more technical training centers throughout the country so that local people can be

trained.

The inadequate provision of science and mathematics education at the

secondary level has prevented many students from pursuing science and technical

courses in higher education. Many students have thus been compelled to pursue

liberal arts courses in higher education. An upgrading of science/mathematics
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education at the secondary school level is necessary. The MOEC has a program for

such upgrading. Meallwhile, increasing the enrollment capacity and internal

efficiency of the technical institutes of Tribhuvan University has become urgent.

Another aspect of manpower development policy is the assessment and

fulfillment of manpower needs in rural areas. Presently, the integrated rural

development projects, the cottage industry training programs, and the trade schools

are contributing to these needs, but not enough is being done. Nonformal training

activities need to be expanded for helping farmers and practitioners of other trades

to raise their productivity and for helping villages to better organize their local

efforts.

2.4.7 Teacher Demand and Supply

This section covers the estimated demand and supply of teachers over the

Seventh Plan period and through to the year 2000 A.D. Following these projections,

there is a discussion of the imbalance between qualified and unqualified teachers.

2.4.7.1 Demand for Teachers. Projected demand for new teachers depends on

(I) the projected number of students, (2) the average number of students taught by

each teacher, and (3) the number of persons expected to leave teaching.

The Seventh Plan estimated teacher requirements for the 1985-1990 plan period

by considering the target primary school enrollment (2,332,108) corresponding to the

gross enrollment ratio of 87 percent by 1990 (Table 2.53). The additional number of

primary school teachers required was estimated at 10,877.

With regard to lower secondary and secondary, the additional schools at each

level (450 for lower secondary and 900 for secondary) has been mentioned as the

maximum the government might approve. The target enrollment ratios are 43

percent for lower secondary and 36 percent for secondary (Table 2.53). To attain

the target enrollments mentioned in the plan, an addition of 5,120 lower secondary

teachers, and 4,601 secondary teachers would be needed if present student/teacher

ratios are used as shown in Table 2.53. If the target enrollments at both levels are

combined and the current student/teacher ratio at secondary level is used (35:1), the

need of 3,477 additional teachers in the 1985-1990 period is derived (Table 2.53).

The MOEC has recently published the Education Sector Program for Meeting

Basic Needs by the Year 2000 A.D. It contains projections for employment, teachers

at the primary level, and adult education. The projected 6-10 year population by

the year 2000 A.D. (2056-2057 B.S.) is 2,928,984. The objective is to enroll all of
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these in primary schools. For teaching these students, the MOEC estimates that

88,565 teachers will be needed by the year 2000 A.D. (Table 2.54). The teachers

needed, starting from 1985, would be (88,565 - 51,266 =) 37,299. The total primary

teachers that have to be trained by the year 2000 A.D. is estimated by the MOEC

at 63,766, including the present untrained teachers.

Table 2.53

Teacher Requirements for

Seventh Plan Enrollment Targets

Primary
Schools
Enrollment
Enrollment Ratio (%)
Teachers
Student/Teacher Ratio

Lower Secondary
Schools
Enrollment
Enrollment Ratio (%)
Teachers
Student/Teacher Ratio

Secondary
Schools
Enrollment
Enrollment Ratio (%)
Teachers
Student/Teacher Ratio

1990
1985 (Targets)

11,869 12,869
1,812,098 2,332,108

77.1 87
51,266 62,143

35:1 38:1

3,578 4,028
254,354 373,535

33.4 43
11,120 16,240

23:1 23:1

1,321 2,221
242,467 390,830

25.4 36
7,242 11,843

33:1 33:1

Additional
(1985-90)

1,000
520,010

10,877

450
11~,181

5,120

900
148,363

4,601

Combined Secondary
Lower Secondary
and Secondary
Enrollment
Teachers
Student/Teacher Ratio

496,821
18,362

27:1

764,365
21,839

35:1

267,544
3,477

""

The lEES team has prepared population estimates using medium projections of

the Central Bureau of Statistics (Population Projection for Nepal--J981-2001 A.D.),

which are very nearly the same as those used by the NPC for programming basic

needs (Program for Meeting Basic Needs by the Year 2000 A.D.). The lEES

2-104



optimistic scenario estimates use the following population school age projection data

for the year 2000 A.D.: 6-10 years' population (2,930,383); 11-12 years' population

(1,159,911); and 13-15 years' population (1,700,431).

Table 2.54

Number of Primary Level Students, Teachers, and Schools

Fiscal Number of Target of Number Number
Year Children Student of of
(B.S.) Age 6-10 Enrollment % Teachers Schools

2044/45 2,424,113 2,079,134 85.8 58,977 12,820
2045/46 2,507,813 2,168,146 86.5 64,241 13,370
2046/47 2,594,434 2,257,158 87.5 69,505 13,921
2047/48 2,646,062 2,349,918 88.8 72,017 14,419
2048/49 2,998,823 2,442,677 90.5 74,529 14,918
2049/50 2,752,743 2,535,437 92.1 77,041 15,416
2050/51 2,807,848 2,628,196 93.6 79,553 15,915
2051/52 2,864,164 2,720,956 95.0 82,065 16,413
2052/53 2,878,664 2,762,562 96.0 83,365 16,563
2053/54 2,889,396 2,804,167 97.1 84,665 16,713
2054/55 2,902,360 2,845,773 98.1 85,965 16,863
2055/56 2,915,555 2,887,378 99.0 87,265 17,013
2056/57 2,928,984 2,928,984 100.0 88,565 17,163

Source: MOEC, "Program for Fulfillment of Basic Needs in the Education
Sector," 1987

The lEES optimistic scenario projections, using various assumptions for entry,

continuation, repetition, and drop-out rates, produce the enrollments in Table 2.55.

The lEES optimistic scenario (one of three scenarios, in addition to the Basic Needs

scenario) assumes dramatic reductions in drop-out and repetition rates for all

grades, leading to improved internal efficiency of the education system.

Teacher requirements for the primary enrollment in the lEES projection is

higher by 2,452 than the number in the MOEC enrollment target using a

student/teacher ratio of 33:1. With regard to secondary, the requirement depends

on the assumed student/teacher ratio for the two levels. If a ratio of 35:1 il:: used

the total secondary (lower secondary plus secondary) teacher requirement by the

year 2000 A.D. would be 56,439, which is three times higher than the 1985 teaching

force at these two levels. The lEES projection uses separate ·student/teacher ratios

for the two levels, 2~:1 for lower secondary and 33:1 for secondary. These ratio~

imply a need for 40,174 teachers for lower secondary, and 31,860 for secondary.
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Table 2.55

lEES Estimates for the Year 2000 A.D.

(Optimistic Scenario)

Projected Gross
Projected Enrollment

Level Enrollment Ratio

Primary (Grades 1-5) 3,009,881 102.7

Lower Secondary (Grades 6-7) 924,012 79.7

Secondary (Grades 8-10) 1,051,367 61.8

Total 4,985,261

The demand for teachers should also be analyzed by subject and by more

specific needs. There is currently a shortage of teachers in English, mathematics,

science, vocational subjects, and new optional subjects, such as population

education. To derive teacher needs by subject area, it would be necessary to also

project the number of schools. At the secondary level, if a school:student ratio of

1:200 is used, the required number of low::r secondary and secondary schools for the

6-10 grade student body of 1.9 million would be 9,500. For each of these, there

ought to be a corresponding number of science/mathematics, vocational, and English

teachers, as well as teachers in other subjects.

A summary of teacher needs by primary and secondary levels for the year 2000

A.D. is given below in Table 2.56.

2.4.7.2 Supply of Teachers. The sources of teachers are secondary schools,

higher education institutions, teacher training colleges, and special programs for

teacher training. Primary school teachers are supplied by s.:condary schools. There

is a need to provide teacher training to the SLC passers to enable them to teach

proficiently.

2-106



Table 2.56

Teacher Needs by 2000 A.D.

Levels

Primary Levels
MOEC Projection
lEES Projection

Secondary Levels
lEES Projection
Lower Secondary
Secondary

Enrollment
by 2000

2.928,984
3,009,881

924,012
1,051,367

Student/
Teacher
Ratio

33:1
33:1

23:1
33:1

Projected Total
Number of Teachers

Required

88,757
91,209

40,174
31,860

Higher education institutions supply teachers for secondary schools. Total

higher education enrollment in Tribhuvan University campuses has fluctuated over

the past few years. It reached 60,296 in 1984, then steadily decreased. It later

increased again, reaching 55,332 in 1985. Several thousand additional students are

enrolled in private colleges, and a large number of persons take University

examinations as private candidates. Some graduates of higher education become

teachers. and more would do so if the conditions of service for teachers were

improved.

Teacher training institutions are the sources of trained teachers. During the

past few years the output of Certificate and Bachelors training colleges under the

Institute of Education (now the Faculty of Education) has been as follows: 214 in

1979, 943 in 1980, and 127 in 1981 (Report oj Royal Commission on Higher

Education, 1983). One striking feature of the output trend from the IDE is the

high failure rate in examinations. The Royal Commission Report noted that in 1981

only 10 percent of the students passed the certificate examination in education

(teacher training). An increased supply of trained teachers would require an

increased enrollment in training campuses as well as a substantial improvement in

the efficiency of the campuses.

The Radio Education Teacher Training Project, in operation since : 978, is an

important program for untrained teachers in primary schools. It helps improve their

knowledge and skills in subject areas such as Nepali language, social studies,

mathematics, science, and rural development. Presently, the focus of the training is

on the four areas of Nepali, English, mathematics, and science. The MOEC program

for Basic Needs set a target of training 8,437 teachers for this project.
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The MOEC program for Basic Needs has the following plans for training 63,766

untrained teachers on a phased basis:1

1. Developing and operating a primary teacher training system in the Far
Western Region, which will provide five months of in-service training to
the untrained teachers of the nine districts.

2. Making arrangements for the more efficient operation of I.Ed. and B.Ed.
preservice training at the teacher training campuses of Tribhuvan
University.

3. Establishing training units in the five Regional Education Directorates for
vacation time training programs, enabling the participants (untrained
teachers) to complete the required five months training over a period of
two years.

4. Operating morning and evening training services at the district level,
through the District Level Supervisors. The training will meet
requirements for the five months' training program.

5. Expanding the Radio Education Teacher Training Project.

The supply of secondary level teachers is largely determined by the number of

graduates from the higher education institutions and teacher training campuses.

Programs are required for training subject teachers in areas with shortages. In this

connection, the Science Eduction Project, being implemented since 1983, has an

important role.

There is a campus for training vocational teachers under the Faculty of

Education. This campus (Sanothimi Campus) now has low enrollments, partly due to

a decline in demand for vocational teachers following the 1980 change in

government policy relating to vocational education. The trade schools, on the other

hand, ne~d trained instructors. The facilities at the Sanothimi Campus are

considered inadequate for training trade school teachers. The technical institutes of

Tribhuvan University might train such teachers through special programs. Some of

the graduates from the technical institutes may be interested in teaching in the

trade schools.

ISince the preparation of the draft of this report in August of 1987, the
MOEC has adopted a ISO-hour training package requirement for all untrained
primary school teachers.
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The need to prepare women teachers, especially for teaching at the primary

level, is important for increasing the enrollment and retention of girls. The Equal

Access of Women to Education Program, with components such as hostel construc

tion, teacher training, scholarships, and upgrading of secondary education for girls,

has been an important step toward increasing the number of trained women primary

school teachers. Participation of educated women in other teacher training

programs also needs to be increased.

2.4.7.3 Qualifications of Teachers. The total number of teachers at primary,

lower secondary, and secondary levels in 1985 was 51,266, 11,120 and 7,242,

respectively. The percentages of qualified teachers at different levels of education

is as follows (Table 2.57).

Table 2.57

Percentages of Qualified Teachers at Different Levels

Under B.A.
Levels SLC SLC LA. and Above Total

Primary 27.2 62.7 9.7 0.4 100.0

Lower 1.5 14.8 72.4 11.3 100.0
Secondary

Secondary 0.1 0.2 3.9 95.8 100.0

Source: MOEC, Report on Educational Statistics cf Nepal, 1986

The above information shows that more than one fourth of the primary

teachers do not have the nquired SLC qualification. At the lower secondary level,

over 16 percent of teachers do not have at least the required intermediate level

qualifications. The qualifications of secondary. teachers are impressive with over 9S

percent having at least the required Bachelor degree. The problem of less qualified

teachers is more pronounced at the primary and lower secondary levels.

Underqualified teachers are generally located in remote areas, where there are few

secondary school completers for these teaching jobs.
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Another aspect of the profile of the teachers presented above relates to the

training they have received. In 1985 the proportion of trained teachers at primary,

lower secondary, and secondary levels was 31.9 percent, 41.9 percent, and 53.0

percent, respectively. From the standpoint of training, the problem is more serious

at the primary than at the lower secondary and secondary levels.

The consistent numbers of unqualified and untrained teachers at the primary

and upper levels can be explained by several factors; (I) qualified and trained

primary teachers gradually are promoted up the career ladder to become lower

secondary and secondary teachers; (2) the requirement for having training in order

to have permanent status was eliminated in 1980, which has discouraged enrollment

in teacher training; and (3) the IDE has been facing problems in expanding its

program, because of the lack of adequate funds and supporting facilities.

The MOEC's Program for Fulfillment of Basic Needs in the Education Sector

(1987) states that persons without the SLC will no longer be appointed as primary

teachers. In addition, training in teaching methods could eventually be made

compulsory for every teacher, at least for new entrants. Programs need to be

implemented to train the large number of untrained teachers both in content and in

teaching methods. Resource Center training could be used for recurrent training of

teachers. The mechanisms outlined by the government for expanding primary

teacher training in the Program for Basic Needs, such as Regional Directorate level

training units, and training by supervisors at the district levels, should be

implemented with adequate facilities and materials.

2.5 EDUCATION FINANCING

This section covers the sources of the financing of education as related to the

Central Government, the local government, and participation by communities and

non-government organizations (NGOs). The final section below (2.5.4) discusses the

economic and financial costs of education that are borne by parents and students.

2.5.1 Central Government

With the implementation of the NESP in 1971 the Central Government assumed

substantial responsibilities for financing all levels of education. Financing was

based on meeting 100 percent of salaries for primary school teachers, 75 percent of

salaries for lower secondary teachers, and 50 percent of salaries for secondary

teachers. This commitment was fulfilled by the Government until 1981, when the

percentage formula was replaced by what was called the Block Grants method.
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Under this method the government would continue to pay 100 percent of primary

teachers salaries, but for lower secondary and s'.:'condary teachers grants-in-aid

would be based on a definite staffing pattern in the schools. This practice was

expected to discourage indiscriminate hiring of teachers by the schools, and also to

encourage more contributions to costs of education by the schools and local

communities.

With respect to higher education, the government provides an annual grant

in-aid, which covers 100 percent of university salaries, as well as a major portion

of program expenses. There was a brief attempt in the mid-1970's to collect

financial resources for higher education through an Education Donation, but this

was abandoned.

The Central GovernMent financing of education has been increasing since the

implementation of the NESP, which emphasized expenditure on education as an

investment in human resources, and which also initiated wide ranging innovations in

education.

The total budgeted expenditure for the education sector in 1986-1987 was

Rs 1,286 million, as shown in Table 2.58. This is 54 percent higher than the

amount budgeted in 1982-1983.

Table 2.S8

Budgeted and Actual Central Gonrnment
Expenditure for Education

(thousands of rupees)

Year Budgeted Actual

1982/83
1983/84
1984/85
1985/86
1986/87

836,902
891,052
910,722

1,247,170
1,286,385

734,000
815,800
805,600

1,087,000

Source: Ministry of Finance: Economic Survey, 1986
1987; and MOEC: Educational Statistics
01 Nepal at a Glance (1981-85)
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Total expenditures have consistently increased by varying rates from 1982

1983 to 1986-1987, as shown in Table 2.58. There was a slowdown in 1984-1985.

Actual expenditures have consistently been slightly lower than the budgeted

expenditures.

Education expenditure as a proportion of total government expenditure was 9.6

percent in 1984-1985. In the same year, education expenditure as a proportion of

GNP was 1.7 percent, as can be seen at the bottom of Table 2.59. For the past

several years, education's share of government's expenditure has been in the range

of 9.6 to 11 percent. Similarly, the education expenditure as a proportion of GNP

has barely exceeded 2 percent in the recent past (Table 2.59). These figures do not

reflect forgone earnings that are also a part of society's investment in education.

The functional distribution of total budgeted education expenditure is given in

Table 2.60. It shows that the allocation for primary education has steadily risen,

reaching a level of 36.32 percent of the total education budget in 1986-1987. The

allocation for lower secondary and secondary has been in the range of about 13 to

16 percent of the total education budUet during the past five years. Adult

education has received less than I percent of the education budget for the past

several years. Tribhuvan University has received as much as 44.3 percent of the

education budget in 1982-1983. Since then, it has declined steadily, reaching 28.4

percent in 1986-1987. In 1986-1987, formal school education and higher education

accounted for 80 percent of the education budget. The remainder was for other

activities, such as educational administration, culture, science and technology, and

curriculum and materials development.

The per capita allocation at the different levels of education in 1985-1986 is as

follows: Rs 244 at the primary level, Rs 380 at the secondary level, and Rs 7,821

at the higher education level. At the school level (primary, lower secondary, and

secondary) there is an additional indirect expenditure per capita of about Rs 45,

comprising items such as educational administration, curriculum development,

physical education, and supervision.

External assistance in the forms of grants and loans has been used to support

educational projects at the school and higher education levels. The annual external

assistance components have been included in the government's annual education

budgets. In 1985-1986, it was proposed that about 5 percent of the education

budget expenditures would be met by external assistance. Realized foreign

assistance as a proportion of actual education expenditure was 22.9 percent in 1982

1983; it declined to 12.2 percent in 1984-1985 (Table 2.61).
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Table 2.59

GNP and Total Government
Education Expenditure

1980/81 1981/82 1982/83 1983/84 1984/85

GNP

(Rs in millions) 27,307 30,265 33,621 38,184 48,138
Rate of Change (%) 10.8 11.0 13.6 28.0

Total Government Expenditure

(Rs in millions) 4,055 5,319 6,951 7,421 8,394
Rate of Change (%) 31.2 30.7 6.8 13.1

Total Education Expenditure

(Rs in millions) 384 519 734 815 805
Rate of Change (%) 35.1 41.4 11.0 -1.2

Total Education Expenditure

As % of GNP 1.4 1.7 2.2 2.1 1.7
As % of Total Government

Expenditure 9.5 9.7 10.5 11.0 9.6

Sources: National Planning Commission, the Seventh Plan.
Ministry of Finance, Economic Survey, 1985-86.

Note: Monetary value at current prices

The major portion of proposed as well as realized external assistance has been

devoted to higher education. In 1984-1985, 79.6 percent of the realized total

foreign assistance of Rs 98 million went to Tribhuvan University.

Major school level education projects receiving foreign assistance over the past

five years are the Primary Education Project, Technical (Trade) Schools, the Equal

Access of Women to Education Project, the Radio Education Teacher Training

Project, the Science Education Project, the Education for Rural Development Project

(Seti Zone), and the Population Education Project.
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Table 1.60

Total Budget Expenditure (Regular and Development):
Percent Distribution

Heads 1982/83 1983/84 1984/85 1985/86 1986/87

Primary Education 26.76 34.46 35.26 35.65 36.32
Lower Secondary and

Secondary Education 13.52 12.60 15.93 15.22 15.30
Adult Education 0.97 0.83 0.29 0.34 0.25
Curriculum Textbook &

Educational Materials 2.33 2.13 1.95 1.39 1.49
Physical Education

& Sports 0.71 0.90 1.04 0.88 0.89
Misc. Education Projects 0.97 0.35 0.34 0.26 4.30
Education Administration 3.92 4.20 3.87 3.73 2.86
Education Research

& Statistics 0.01 0.02 0.01 0.01 0.01
Scholarship and

Student Welfare 0.39 0.41 0.35 0.44 0.41
Supervision, Training

and Publicity 0.80 0.04 0.30 0.24 0.51
Archeology 1.02 1.23 0.67 0.47 0.60
Tribhuvan University 44.31 35.25 33.74 33.41 28.42
Science and Technology 0.40 0.92 2.29 5.94
Integrated Rural

Development 1.44 1.20 0.87 1:13 0.26
Cultural Corporation 0.14 0.34 9.03 0.07
Technical & Vocational

Education 0.04 3.30 1.47 1.25
Others III uo. UQ. ~ 2.44

Total 100.0 100.0 100.0 100.0 100.0

Source: Education Statistics of Nepal at Glance, 1985

Note: Rs in thousands

2.5.2 Local Government

The local government financing for education covers expenditures by the village,

the district, and town panchayats. Each local government institution has some

responsibility for education in its area. The Village Panchayat Act of 1961 mentions

that a village panchayat will establish and manage at least one primary school in its

area. The Town Panchayat Act of 1962 requires the town panchayats to establish and

supervise schools according to the regulations prescribed by the MOEC.
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Table 1..61

Realized Foreign Assistance for Education

(Rs In Millions)

1982/83 1983/84 1984/85

Education Expenditure

Realized Foreign Assistance

Proportion of Foreign
Assistance

734.0

167.8

22.9

815.8

147.9

18.1

805.6

98.0

12.2

Source: Ministry of Finance, Economic Survey 1985-1986

The village panchayats have contributed significantly to education development

in the local areas, mainly at the primary level, by mobilizing local resources to

construct school buildings and by providing essential furnishings. The village

ranchayats annually submit their lists of proposed activities and expenditures to the

district panchayat for approval and financial assistance. Education components are

generally included in such proposals.

The thirty-three town panchayats, where about 9 percent of the total

population reside, have taken the initiative in getting schools and colleges

established in their areas. The financial involvement of the town panchayats in

educational activities varies. Most town panchayats have been primarily engaged in

activities for improvements in areas such as sanitation, drinking water, town

development, and parking facilities. Education is a low priority area for most of

them, partly because governmental and non-governmental agencies are providing the

educational services in the urban areas, and the town panchayats have been

provided no clear incentives to become involved.

The District Panchayats have been given wide powers and responsibilities for

planning and implementing local development projects. One of the five planning

committees under the District Panchayat Secretariat is the Education Planning

Committee. This committee assesses education needs in the district, and formulates

plans which, along with other sectoral plans at the district levels, are submitted to

the NPC for approval and financing.
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2.5.3 Comm~'Jltles and Non-Governmental Ora_nlzatlons

Community participation in financing education has taken various forms, such

as (1) the contribution of materials and labor for construction of school buildings,

(2) the donation of land and funds for schools by individuals, enterprises, and

organizations, (3) the payment of local taxes, proceeds of which are partly spent on

education, (4) the provision of housing facilities for teachers in remote areas,

(5) the payment of fees to schools by parents, and (6) the provision of community

facilities for instructional purposes.

Community resources contributed substentially to development of education in

the pre-NESP years (i.e., before 197 I). There was a sharp decline in public

participation in financing in the years following implementation of the NESP,

because the government began assuming overall responsibility for financing schools.

In order to encourage generation of more resources at the local level, and also to

oversee management of the schools, the government in 1981 amended the Education

Code of 1971, reinstating School Management Committees. These committees were

expected to be more active than the School Cooperation Committees established

under the NESP.

The lower secondary and secondary schools now have to identify local

resources to pay the costs for buildings, materials, and for the portion of teacher

salaries not covered by government grants. Considerable leeway has been granted

to schools for renting classroom space and for charging fees. The fees create a

serious problem because they encourage a high drop-out rate, which is especially

high at the primary and lower secondary level by developing country standards.

Unless they are changed they will seriously deter attainment of the Basic Needs

goals for basic education by 2000 A.D.

In the 18 remote districts, the government continues to bear the full (100

percent) costs of teachers at all levels of school education, as provided for by the

NESP, but not the other costs. These districts are quite poor arid, thus, a greater

measure of government support for them is justified on the grounds of equity.

The participation of non-governmental organizations (NGOs) in education has

increased since the government in 1981 adopted the policy of permitting the

establishment of private schools. Private schools usually flourish in situations

where the financing of the public system is inadequate. People with financial means

prefer sending their children to these schools, despite their high fees, which then

results in a tendency for these wealthier persons to withdraw their financial and

political support from the public schools. The private schools thus further increase
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the inequalities in the social system. Despite these problems the government now

encourages privitization of the school system as a means of increasing total system

capacity and helping to meet the target of universal primary education by the year

2000 A.D.

Private campuses have begun to appear in different parts of the country at the

higher education level. Some local resources have been mobilized to establish these

campuses. Almost all private campuses are presently being conducted in secondary

school buildings, as the local resources are not adequate for providing these

campuses with their own premises and sufficient facilities.

2.5.4 Economic and Financial Costs to Parents and Students

Household expenditures for education exceed the per capita government

expenditures. Expenses are sizeable for the purchase of books, uniforms, and

stationary, and the payment of fees and transportation. Public schooling costs much

less than private schooling. Private schools charge Rs 125 to Rs 150 for monthly

tuition. Public schools (lower secondary and secondary) charge monthly fees in the

range of Rs 15 to Rs 30, depending on the grade. Private schools charge several

other fees and raise fund:; through additional measures, such as donations and

school building construction assessments. Private schooling is 8 to 10 times more

expensive than public schooling when transportation and other charges are also

considered.

Higher education is very inexpensive for the students. It is heavily subsidized

by the government. The need to increase the fees in higher education institutions

was mentioned by the Full Term Evaluation of NESP in 1979. Higher education is

presently available to students at a lesser direct financial cost than secondary

school education.

Students themselves incur costs when attending educational institutions, but

these are more in the nature of opportunity costs. They have to be away from

family economic activities or other income earning work that otherwise may have

been available. Part-time schooling and alternate timing of classes have been

suggested to allow needy students to work without missing schooling. At the higher

education level, there are facilities in most towns for evening and morning study in

liberal arts and commerce. More part time work for all students (l0-15 hours per

week maximum) also helps to build work habits and encourages the learning of

work-related skills.
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2.6 UNIT COSTS, CYCLE COSTS, AND INTERNAL EFFICIENCY

This section presents estimates of the unH: costs, cycle costs, and the internal

efficjency of the educational system. Section 2.7 below covers the benefits and the

external efficiency of each subsector within the education system. The focus of the

cost analysis in this section is on the direct, institutional, financial costs of the

education system per student and per cycle. For each subsection the available

recent data on institutional costs and the level of student enrollment is used to

estimate unit costs. Information on student flows is then used to estimate the

instructional years required for each student to complete each education cycle, and

the cycle costs required to produce one graduate (completer). Finally, the internal

efficienc:y of the educa tion cycle is assessed.

2.6.1 Education Costs and Internal Efficiency

Education requires sacrifices of various kinds by students, their families, and

society. The range of sacrifices, including direct financial payments, forgone

income-producing opportunities, and sometimes other non-monetary socio-cultural

inconveniences incurred, represents the total of all costs of education to the

students, their families, and society.

Expressing these aggregate sacrifices in terms of the cost for a student

finishing a given year in the educational system, or the cost of completing a given

cycle (e.g., primary, lower secondary, or secondary), contributes to the assessment

of the internal efficiency of the sector. Comparing these costs to the post

educational earnings and non-monetary benefits derived from the education

contributes to the evaluation of the external efficiency of the education sector. A

comparison of education costs and benefits is also one way to assess the relative

contribution of investments in each level or cycle of education to the growth of

income.

2.6.1.1 Conceptual Issues. Assessing internal efficiency involves four basic

steps: (1) measuring the costs of education, (2) estimating the costs per student per

year (unit costs), (3) calculating the costs per student who completes a eycle (cycle

costs), and (4) comparing cycle costs to what could be attained if the system had

no wastage or loss. For each of these steps, there are conceptual and

methodological issues to be addressed in order that any results and conclusions will

be understood.
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It is difficult to obtain reasonably accurate measures of education costs. The

direct financial costs borne by students, their families, government authorities, and

NGOs can be classified into several categories. These include school fees, books,

other materials, food, board, extra-curricular charges, salaries and allo'rances,

facilities, utilities, and other items. The direct financial costs can also he

disaggregated into recurrent operating expenses and amortized capital casts, the

latter being either the depreciatic,n or the rental value of the facilities and

equipment. The calculations in this section assume that all capital c.Js1s a.·e

reflected in the Table 2.62 figures (below).

In addition to the direct costs of cd uction, the value of the stude" ts' time

given up to attend school is another kind of C:Jst to students und their famili~s.

These costs generally increase with the level of education of thc students.

However, they are often difficult to measure. This is especially the case with the

value of home production given up to attend school, such as caring for siblings,

preparing food for other household members, or helping with the care of c.attle or

with agricultural work.

For many educational systems, especially in areas of agricultura! subsistence

economies, the value of time forgone while attending school is the major component

of educational costs borne by students and their families. Consideration of this

component of education costs is left to the next section where it is integrated with

the benefits of education to assess external efficiency.

This section concentrates on the institutional unit costs to government, the

school, and the student. It avoids double counting the various cost categories that

may overlap the different institutional agents. For example, teacher salaries and

the student fees that finance tl.fm should not be counted twice in the cost of

education.

2.6.1.2 Basic Elements of E•.!!~cation Costs. At each level of the education

system, financial support for educ,J ::,.·r, may come from government, the students and

their families, local communities, and extt:rnal assistance agencies. The data on the

government's costs of education (in both current price and 1984-1985 constant price

rupees) are summarized in the Tables 2.62 and 2.63. The use of 1984-1985 constant

price rupees is a standard national accounting practice used to adjust the data for

inflation so that financial amounts are comparable in "real" terms. The figures

include the major extern:ll assistance agency support to the education sector that is

channeled through the MOEC.
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Table 2.62

Total Education Expenditure (Regular and Development):

1977-1978 through 1986-1987

(current prices -- '000)

Type of Education 1977/78 1978/79 1979/80 1980/81 1981/82

Primary Education 73,000 88,400 98,624 114,247 164,779
Lower Seconct" .ry and

Secondary Education 60,540 67,765 73,967 79,526 86,776
Adult Education 2,979 1,762 2,408 3,064 4,348
Curriculum, Textbook, &

Educational Materials 13,433 7,530 14,604 18,252 27.812
Physical Education & Sports 3,657 3,251 2,816 3,462 4,146
Misc. Educa tion Projects 3,291 6,087 4,308 11,759 4,712
Ed aca tion Administra tion 20,094 20,837 21,921 24,287 28,059
Education Research & Stats. 650 1,551 1,523 10(\ 541
Scholarc,;hip and

Student Welfare 2,166 2,428 3,693 2,526 3,134
Supervision, Training,

and Publicity 605 1,071 1,609 1,848 2,042
Archeology 1,052 1,117 1,105 6,721
Special Education 882 1,132 1,800 3,485 3,078
Tribhuvan University 93,947 117,464 118,453 150,279 202,327
Science and Technology 415 650 795
Integrated Rural Devt. 500 2,458 11,160
Cultural Corporadon
Technical and

Vocational Education
Others 960 1,160 1,133 14,388 19,261

Total 277,671 322,705 348,759 429,681 568,896

Percent Rate of Growth 16.22% 8.07% 23.20% 32.40%

School Level Administrative
Overhead'" Sub-total 41,121 40,636 49,458 62,257 69,378

School Level Grand Total 174,661 196,801 222,049 256,030 320,933

·Overhead includes budget expenditures for currbulum, textbook, and educational
materials; miscellaneous education projects; education administration; education
research and statistics; and supervision, training, and publicity.

(table continued)
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Table 2.62 - (Continued)

Type of Education 1982/83 1983/84 1984/85 1985/86 1986/87

Primary Education 224.000 307.099 321,922 442,369 467,300
Lower Secondary and

Secondary Education 113.144 112.168 145,055 188,868 196,798
Adult Education 8.1.23 7.402 2,600 4,224 3,162
Curriculum, Textbook, &

Educational Materials 19,462 19.015 17,724 17,230 19,119
Physical Education

& Sports 5,951 8.002 9,457 10,905 11,405
Misc. Education Projects 5,572 3.202 3,077 3,255 55,276
Education Administration 32,818 37,146 35.239 46,248 36,830
Education Research

& Stats. 110 135 115 115 115
Scholarship and

Student Welfare 3.286 3,720 3,220 5,526 5,233
Supervision, Training,

and Publicity 6.688 373 3,256 3,011 6,611
Archeolog:" 8,511 10,984 6,057 5,834 7,739
Special Er: l cation
Tribhuvan

University 370,850 314,099 308,276 414,524 365,618
Science and Technology 3.651 8,407 28,352 76,433
Integrated Rural

Development 12,021 11,401 7,894 13,977 3,340
Cultural

Corporation 1,200 3,050 310 817
Technical and

Vocational Education 349 29,431 13,428 15,508
Others 24,187 20,179 25,515 39,934 31,413

Total 836,272 891,057 911,552 1,240,697 1,286,392

Percent Rate of Growth 6.55% 2.30% 36.11 % 3.68%

School Level Administrative
Overhead· Sub-total 63,591 62,631 75,385 123,184

School Level Grand Total 482,858 529,608 706,622 787,282

Source: Planning Division, MOEC; reported in World Bank Mimeo, ND (Table 13)

• Overhead includes budget expenditures for curriculum, textbook, and educational
materials; miscellaneous education projects; education administration; education
research and statistics; and supervision, training, and publicity.
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Table 2.63

Total Education Expenditure (Regular and Development):

1977-1978 through 1985-1986

(constant 1984-1985 prices·· -- '000)

Type of Education 1977/78 1978/79 1979/80 1980/81 1981/82

Primary Education 124,824 140,474 145,635 156,310 206,180
Lower Secondary and

Secondary Education 103,519 107,683 109,225 108,806 108,579
Adult Education 5,094 2,800 3,556 4,192 ~,440

Curriculum, Textbook, &
Educational Materials 2:',969 11,966 21,565 24,972 34,800

Physical Education
& Sports 6,253 5,166 4,158 4,737 5,188

Misc. Education Projects 5,627 9,673 6,361 16,088 5,896
Education Administration 34,359 33,111 32,370 33,229 ''',109
Education Research & Stats. 1,111 2,465 2,249 137 677
Scholarship and

Student Welfare 3,704 3,858 5,453 3,456 3,9:1
Supervision, Training,

and Publicity 1,035 1,702 2,376 2,528 2,555
Archeology 1,799 1,775 1,632 0 8,410
Spec~al Education 1,508 1,799 2,658 4,768 3,851
Tribhuvan University 160,642 186,658 174,916 205,608 253,162
Science and Technology 710 1,033 1,174 0 0
Integrated Rural Devt. 0 795 0 3,363 13,964
Cultural Corporation 0 0 0 0 0
Technical and

Vocational Education 0 0 0 0 0
Others 1,642 1,843 1,673 19,685 24,100

Total 474,795 512,800 515,001 587,879 711,832

Percent Rate of Growth 8.00% 0.43% 14.15% 21.08%

School Level Administrative
Overhead· Sub~total 70,314 64,573 73,033 85,179 86,809

School Level Grand Total 298,656 312,730 327,892 350,294 401,567

• Overhead includes budget expenditures for curriculum, textbook, and educational
materials; miscellaneous education projects; education administration; education
research and statistics; and supervision, training, and publicity.

•• The deflator for gross domestic pr')duct is used to derive the 1984~1985 constant
price series.

(table continued)
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Table 2.63 (Continued)

Type of Education

Primary Education
Lower Secondary and

Secondary Education
Adult Education
Curriculum, Textbook, &

Educational Materials
Physical Education & Sports
Misc. Education Projects
Education Administration
Education Research & Stats.
Scholarship and

Student Welfare
Supervision, Training,

and Publicity
Archeology
Special Education
Tribhuvan University
Science and Technology
Integrated Rural Oevt.
Cultural Corporation
Technical and

Vocational Education
Others

1982/83

249,582

126,066
9,051

21,685
6,631
6,208

36,566
123

3,661

7,452
9,483

o
413,203

o
13,394
1,337

389
26,949

1983/84

326,042

119,087
7,859

20,188
8,496
3,400

39,437
143

3,949

396
11,662

o
333,474

3,876
12,104
3,238

31,246
21,424

1984/85

321,922

145,055
2,600

17,724
9,457
3,077

35,239
lIS

3,220

3,256
6,057

o
308,276

8,407
7,894

310

13,428
25,515

1985/86

387,024

165,239
3,696

15,074
9,541
2,848

40,462
101

4,835

2,634
5,104

o
362,663

24,805
12,228

715

13,568
34,938

Total 931,779 946,021 911,552 1,085,474

Percent Rate of Growth
School Level Administrative

Overhead· Sub-total
School Level Grand Total

30.90%

75,695
41,342

1.53%

67,514
512,642

-3.64%

62,631
529,608

19.08%

65,954
618,216

Source: Planning Division, MOEC; reported in World Bank Mimeo, NO (Table 13)

• Overhead includes budget expenditures for curriculum, textbook, and educational
materials; miscellaneous education projects; education administration; education
research and statistics; and supervision, training, and publicity.
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Government's budgeted expenditures for the primary, general secondary, adult

education, higher education (post-secondary), and technical and vocational education

subsectors are specifically identified in the tables. In addition, several of the other

budgetary head items can reasonably be attributed to the primary and secondary

subsectors. These include items such as curriculum, textbook, and educational

materials; miscellaneous education projects; and pro-rata portions of education

administration; education research and statistics; and supervision, training, and

publicity. This allows a reasonable allocation of those costs to the various

subsectors.

The total budget expenditure in current prices increased from Rs 277.7 million

in 1977-1978 to Rs 1,286.4 million in 1986-1987, an annual increase of 21.1 percent.

Referring to Table 2.63, the total budget in constant 1984-1985 prices increased

from Rs 474.8 million in 1977-1978 to Rs 1,085.5 million in 1985-1986, an annual

increase of 10.9 percent. The rate of growth for real total budg(~t expenditures in

recent years has been much lower, however. In constant price terms, total budget

expenditure increased from Rs 931.8 million in 1982-1983 to Rs 1,085.5 in 1985-1986,

an annu'll increase of only 5.2 percent.

Table 2.64 presents the unit cost data based upon the total government budget

expenditure. The data are discussed in detail in Sections 2.6.2 through 2.6.7 below.

Government costs per student are estimated using enrollment data for the different

levels of education for academic years 1977-1978 through 1985-1986. Unit costs are

calculated by aggregating the budget categories that support prirr.ary and secondary

education on a per student basis. In addition, unit costs in 1984-1985 prices are

calculated in a similar manner using constant prices.

Compared to government budget data, the data on educational costs to

students, their families, and communities are anecdotal and less complete. These

data, discussed in the following paragraphs, suggest that the unit costs presented

are probably underestimates. Some individual school budget data give some

indications of the sources and magnitudes of revenues and expenditures for a small,

non-random sample of primary and secondary schools. In general, a conservative

approach was used to derive lower "floor" estimates of institutional unit and cycle

costs.
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Table 2.64

Enrollment and Expenditure Unit Costs
(current and constant 1984-85 prices per student) •

Levels 1977/78 1978/79 1979/80 1980/81 1981/82 1982/83 1983/84 1984/85 1985/86

Enrollments:
--Primary 769,049 875,494 1,012,530 1,067,912 1,388,002 1,474,698 1,626,437 l,7U,857 1,812.098

--Lower Secondary 226,639 276,580 342.929 391,427 169,564 198,723 219.639 238,928 254,364

--Upper Secondary 82,178 93,651 106,109 121,007 144,331 -170,404 198,449 216,473 242,467

--Total Secondary 308,817 370,231 449,038 512,434 313.895 369,127 418,088 455,401 496.831

Total Primary & Secondary
--School Level 1,077,866 1.245.725 1,461,568 1,580,346 1,701,897 1,843,825 2,044,626 2,203,258 2,308,929

--Higher 21,990 25,402 31,942 39,863 38,460 52,070 48.229 56,332 54,355

--Vocational/Technical 722

Cost per Student:
(Current Price&)
--Primary 94.92 100.97 97.40 106.98 118.72 161.90 188.82 184.18 244.12

--Total Secondary 196.04 183.03 164.72 155.19 276.45 306.52 268.29 318.52 380.15

--Total School Level 123.89 125.36 118.09 122.61 147.81 182.86 206.07 211.95 273.39

--Including Overhead·· 162.04 157.98 151.93 162.01 188.57 219.70 236.17 240.37 306.04

--Higher 4,272 4,624 3,708 3,770 5,262 7,122 6,603 6,571 7,626

--Vocational/Technical 18,598

Cost per Student:
(Constant Prices)
--Primary 162.31 160.45 143.83 146.37 148.54 169.24 200.46 184.18 213.58

--Total Secondary 335.21 290.85 243.24 212.33 345.91 341.52 284.84 318.52 332.59

--Total School Level 211.85 199.21 174.37 167.76 184.95 203.73 217.72 211.95 239.19
--Including Overhead·· 277.08 251.04 224.34 221.66 235.96 244.79 260.74 240.37 267.75

--Higher 7,306 7,348 5,476 5,158 6,58"1i 6,853 6,914 6,571 6,672

--Vocational/Technical 18,598

Source: Planning Division, MOECj reported in World Bank Mimeo, ND (Table IS). Data on higher education enrollmentl lor 1983-

... 1984 and 1986-1986 corrected with data provided by the univenity, lince the 1985-1986 data in the lource lilted Ihowing
20,802 (inltead or 54,356) were obviously in error.

• The deflator ror grOSI domeltic product il uled to derive the 1984-1985 conltant price leriel.

•• Overhead includel budget expenditurel ror curriculum, textbook, and educational materiallj milcellaneoul education

projectlj education adminiltration: education relearch and ItatilticI; and lupervilion, training, and publicity.
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In addition, discussions with MOEC officials, both in Kathmandu and several

outiying districts, yielded some corroborative rough estimates of various fees, costs,

and other charges paid by students and their families both in private and public

schools. Moreover, complementary cost data were obtained through teacher and

staff salary schedules which provide a basis to estimate this major component of

school expenses. Further, data were obtained from several evaluation studies and

from a private school fee schedule which permitted a comparison of public and

private school costs to students. Given the incompleteness of the data, the

estimates derived should be viewed as indicative costs only, and not necessarily

representative of the cost structure of education in Nepal.

2.6.2 Primary Education Costs

The primary school cycle covers Grades 1 through 5 with students supposedly

entering at age 6. While the age 6-10 population cohort is the primary school age

population, there are substantial numbers of students in primary school who are

over-age (16.7 percent in 1984) and under-age (2.5 percent in 1984).

2.6.2.i Unit Costs. As shown in Table 2.64, unit costs in terms of the

government budget for primary education in current prices have. risen from Rs 94.92

in 1977-1978 to Rs 184.18 in 1984-1985. In 1985-1986 the primary education budget

increased by 37.4 percent which resulted in an increase of costs per student in

primary education from Rs 184.18 to Rs 244.12 (32.5 percent). In constant price

1984-1985 terms, the costs per student for primary education increased from

Rs 162.31 in 1977-1978 to Rs 213.58 in 1985-1986, an annual increase that averaged

about 3.5 percent.

In addition, the data in Table 2.64 on unit costs in current prices for the total

school level population, including overhead, indicate that overhead costs per student

to the MOEC are approximately (306.04 - 273.39 =) Rs 32.65 in 1985-1986. Thus,

including the various overhead items of the MOEC budget, the unit costs of primary

education to the government are estimated to be (244.12 + 32.65 =) Rs 276.77 in

1985-1986.

Another way to estimate unit costs of primary education incorporates school

and student expenditures. This includes costs that may be borne by

non-governmental bodies. The approach involves constructing education budgets of

students and schools and dividing those by the number of students in schools.
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Table 2.65 summarizes the various costs per student per year for many of the

items that comprise school and student expenditures. The teacher costs per primary

education student of Rs 263.6 were estimated using a 33:1 student/teacher ratio and

using the 1985-1986 salary scales for unqualified teachers with three years'

experience (Rs 7,345 per annum) and qualified teachers with ten years' experience

(Rs 10,075 per annum), assuming half of the teachers were qualified.

The school book costs by grade were provided by the MOEC. The materials

costs were estimated on the basis of the Rs 300 per teacher, and a 33:1 student/

teacher ratio provided by the MOEC. The costs per student for equipment and

furniture were derived from the "Micro-School Level Information" study

commissioned by the World Bank.

Table 2.65

Estimated Costs per Student

(Rupees)

Grade 2 3 4 5 Avg

Teacher Costs 263.6 263.6 263.6 263.6 263.6 263.6
Book Costs 14.8 16.3 17.1 45.1 51.4 28.9
Materials 9.1 9.1 9.1 9.1 9.1 9.1
Equipment 4.0 4.0 4.0 4.0 4.0 4.0
Furniture 6.9 6.9 6.9 6.9 6.9 6.9
Facilities 7.4 7.4 7.4 7.4 7.4 7.4
Others 20.7 20.7 20.7 20.7 20.7 20.7
Copy Books 9.0 9.0 9.0 9.0 9.0 9.0
Pencils 2.5 2.5 2.5 2.5 2.5 2.5
Uniforms 80.0 80.0 80.0 80.0 80.0 80.0

Total 418.0 419.5 420.3 448.3 454.6 432.1

Source: MOEC

The costs per student for facilities were derived from the SETI project school

construction estimates assuming a 5-day school week for 150 students with a 20

year facilities life. Estimates for annual costs per student for school copy books

and pencils were provided by officials from the MOEC. According to District

Education Officers and MOEC officials, estimates of costs of school uniforms range

from Rs 80 to n.s 250, with the lower figure being selected.



Cost estimates for school shoes, boots, and other such items were not included.

Also excluded were estimates of fees for items such as registration (Rs 75), admis

sion (Rs 75), games and sports (Rs 50 per annum), first aid (Rs 50 per annum), and

entertainment (Rs 50 per annum) which had been provided from a private school fee

schedule. For public primary education schools, such fees are supposedly not charged.

Because of the variations in the school book costs per grade. the units costs

vary from Grade 1 to Grade 5, averaging Rs 432. The 1985-1986 Rs 276.77 govern

ment budget cost per primary education student, including overhead, derived from

Table 2.64, represents over 64 percent of the unit cost of primary education estimated

this way.

2.6.2.2 Cycle Costs. Cycle costs are estimated by tracing student flow through

the system, taking into account repetition and drop-outs and calculating the cost of

producing a completer (graduate) from each cycle of the system. The common

measures used in e:Himating cycle costs are average instructional years required for a

student to complete each cycle, and the unit cost for each instructional year of that

cycle.

Estimating cycle costs in this standard manner. in terms of costs per completer,

attributes to the completers the instructional costs of all students who repeat years

and/or drop out before completing the cycle. This method also disregards any of the

benefits received by perSons who drop out before completing the cycle. Nevertheless. I
it is the standard method used, and produces cycle costs that can be compared with •

similar studies in Nepal and elsewhere.

Table 2.66 presents an example of the standard education cycle model. using the

1985-1986 repetition and drop-out rates recently estimated by the MOEC. At the top

of the table are listed the repetition and drop-out rates by grade along with the

completion (graduation) rate for Grade 5 students. and the continuation rate of Grade

5 completers into Grade 6.

The repetition and drop-out rates are highest in Grade 1. The repetition rates.

while declining substantially after Grade 1. remain quite high throughout the primary

cycle. The drop-out rates decline dramatically after Grade I, and for Grades 2-5 are

fairly low by developing country standards.

The model takes a hypothetical cohort of 1,000 students who enter Grade 1 and

follows them through their primary education cycle. Of the 1.000 students who enter

Grade 1 in year 1. only 390 continue on to Grade 2 in year 2. Of the original

students, 390 repeat Grade I in year 2, and 0,000 entrants - 390 repeaters - 390

completers who progress to Grade 2 =) 220 of the original students drop out from the

system.
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After five years of the primary cycle, only 125 of the original 1,000 students have

completed primary education. Over the next eight years another (481 - 125 =) 356 of the

original students complete the primary cycle. Thus, of the 1,000 original entrants, only

481 stud~nts would complete the primary cycle, and this would take place over a period

of approximately fifteen years.

Table 2.66
Internal Effic:lency Model: Primary Ed~cation

Parameters
(Rates) Grade I Grade 2 Grade 3 Grade 4 Grade 5

Repetition 0.39 0.23 0.18 0.19 0.17
Drop-outs 0.22 0.05 0.02 0.08 0.07
Graduates 0.76
Continuers to Grade 6 0.84

School Flow Model
Year Grade 1 Grade 2 Grade 3 Grade 4 Grade 5 Graduates

I 1,000
2 390 390 0 0 0 0
3 152 242 281 0 0 0

.]I 4 59 115 225 225 0 0
5 23 50 123 222 164 125
6 9 20 58 141 190 145
7 4 8 25 73 135 103
8 I 3 10 34 76 58
9 1 1 4 15 38 29

10 0 1 2 6 17 13
11 0 0 1 3 7 6
12 0 0 0 1 3 2
13 0 0 0 0 1 1
14 0 0 0 0 1 0
15 0 0 0 0 0 0

Sum 1,639 830 729 720 633 481

Total Ideal student years for
Pupil years = 4,552 number ofgraduates =2,406
per graduate =9.46 Efficiency = 0.5286

5 Times grades/total pupil years
Average study years
per entrant = 4.55 Pupil years wasted

repeaters drop-outs total
J,206 939 2,145

Source: lEES Sector Assessment Internal Efficiency Model



The total instructional years spent in educating that original cohort in the

primary education system would be 4,552. Ideally, if 481 graduates were to be

obtained through a five-year primary cycle, only (481 x 5 =) 2,405 years of

instruction would be needed. (The 2,406 in the table is due to rounding.)

Compared to the ideal number of instructional years for 481 graduates, the actual

number of years taken indicates that the primary education system has an internal

efficiency of (2,406/4,552 =) .5286; that is, it is only 53 percent efficient compared

to what it weI d be with no drop-outs or repeaters.

Dividing the total instructional years by the total number of graduates yields

the total instructional years per graduate of (4,552/481 =) 9.46. Compared to the

five years it could have ideally taken to produce a graduate, the 9.46 instructional

years per graduate also indicates that the primary education system's internal

efficiency is 53 percent.

Of the 4,552 total instructional years, 2,145 are wasted in terms of repetition

and drop-outs. A total of 1,206 instructional years are spent on repeaters, and 939

are spent on students who do not complete the primary cycle.

Multiplying the costs per student times the instructional years per graduate

provides the estimated cycle cost of the primary system. In terms of the

government budget expenditure on primary education, including overhead, the cycle

cost would be (Rs 276.77 x 9.46 =) Rs 2,618 per graduate. In terms of the total

school and student expenditure of Rs 432 per student, the cycle cost would be

(Rs 432 x 9.46 =) Rs 4,087 per graduate. If the internal efficiency were ideal, the

cycle cost to the government would be (Rs 276.77 x 5 =) Rs 1,384, and the cycle

cost in terms of school and student expenditures would be (Rs 432 x 5 =) Rs 2,160.

The inefficiency of the current primary education system, measured in 1985

1986 prices, costs the government (Rs 2,618 - Rs 1,384 =) Rs 1,234 per graduate,

and costs the schools and the students of the primary education system (Rs 4,087 

Rs 2,160 =) Rs 1,927 per graduate.

2.6.3 Secondary Education Costs

The secondary school system is comprised of two levels; lower secondary with

Grades 6-7, and (upper) secondary with Grades 8-10. At the end of Grade 10 there

is a nat:onal examination which provides those who pass a School Leaving

Certificate (SLC). Students who pass the SLC examination are very likely to be

admitted to higher education. The SLC pass is considered the measure of

satisfactory completion of the secondary school cycle in this analysis. Other

measures of completion could be used for alternate analyses, and they would yield

different estimates of these costs.
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2.6.3.1 Unit Costs. Tables 2.62 and 2.63 (above) present the data on the total

budget expenditures for the combined lower secondary and secondary school systems.

Total regular and development budget expenditures for the combined secondary

education system increased from Rs 60.5 million in 1977-1978 to Rs 188.9 million in

1985-1986.

Over the same period, in which lower secondary education was c.Jmpressed

from Grades 4-7 into Grades 6 and 7, the combined secondary education enrollment

increased from 308,000 to 497,000. As shown in Table 2.64 the total budget

expenditures per student increased from Rs 196.04 per annum in 1977-1978 to

Rs 380.15 in 1985-1986 in current prices. In constant 1984-1985 prices, unit costs

of combined secondary education remained relatively unchanged from Rs 335.21 in

1977-1978 (Rs 400.44 including overhead) to Rs 332.59 in 1985-1986 (Rs 361.15

including overhead). In short, the real direct budgetary cost to the government for

secondary education per student remained virtually unchanged over the period from

1977-1978 to 1985-1986.

As discussed in Section 2.5, government supports only a portion of the costs

for secondary education. Based on standard staffing ratios for the type of school

and number of students, government pays 75 percent of the teacher costs of lower

secondary education, and 50 percent of the teacher costs of secondary.

Assuming that teachers at both levels are on average qualified and have 10

years of experience, it is possible to estimate the unit teacher costs using current

student/teacher ratios. The annual salary cost in 1985-1986 for a lower secondary

teacher with 10 years of experience was (Rs 930 x 13 =) Rs 12,090, while for a

secondary teacher it was (Rs 1,565 x 13 =) Rs 20,345. For lower secondary

education, with a student/teacher ratio of 23:1, the unit teacher costs are estimated

to be (Rs 12,090/23 =) Rs 525.65; for secondary education, the unit teacher costs

with a student/teacher ratio of 33:1 would be (Rs 20,345/33 =) Rs 616.52.

In the World Bank "Micro-School Level Information" study, salaries and

allowances accounted for 82 percent of school expenditures in 1985-1986. While

that study relatl~d to schools that contained primary education sections, discussions

with MOEC officials suggest that comparable proportions may also apply at the

combined secondary education level. Thus, rongh approximations of school

expenditures per student would be (Rs 525.65/.82 =) Rs 641 and (Rs 616.52/.82 =)

Rs 752 at the lower secondary and secondary levels, respectively.
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At the lower and secondary levels, students pay a variety of fees, such as

registration, admission, building, games and sports, and examinations to cover school

expenses not paid by government. In addition, students also incur costs for items

such as textbooks, copy books, pencils and materials, and uniforms.

Very limited data were available on the magnitude of these costs for secondary

students; but it is reasonable to assume they were at least as great as those

estimated for Grade 5 students in Table 2.65, or approximately Rs 142.9 per annum.

Thus, the financial unit costs to schools and students of lower secondary and

secondary education would be about (Rs 641 + Rs 143 =) Rs 784 and (Rs 752 +

Rs 143 =) Rs 895 per year, respectively.

2.6.3.2 Cycle Costs. The data on student enrollment in the combined

secondary education system allow estimation of crude progression rates. The data

on secondary education enrollments by grade and the crude progression rates are

summarized for years 1975-1976 through 1985-1986 in Table 2.67. Also presented in

Table 2.67 are data relating to the SLC pass rates, which turn out to be the critical

factor in the method used in this chapter for assessing the internal efficiency of

the secondary education system.

The crude progression rates, which measure the enrollment in a certain grade

in a certain year relative to the enrollment in the next lower grade in the previous

year, suggest that throughout the secondary education system about 90 percent of

the students progress from one grade to the next each year. The crude progression

rates do not take into account the repetition within the system, and thus make it

difficult to estimate cycle costs precisely.

Data from 1972-1973 reported in Chapter 5 on the grade level examinations

indicated that 10-12 percent of secondary education students failed such

examinations in Grades 6-9 each year. Data from the SLC results indicated that on

average, over the period from 1981-1982 to 1984-1985, the ratio of SLC passes to

Grade 10 enrollment was 37 percent, considering that many students taking the SLC

were doing so for the second or third time. (See Chapter 5 for further discussion

of the SLC examination and the categories of candidates who take it.)

Given the absence of direct estimates of repetition and drop-out rates for the

combined secondary education system, the above information was used to develop

indirect est5mates of the assumptions that are consistent with the crude progression

rates and that are used in the education flow model.
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Table 2.67

Enrollments, Progression Rates, and SLC Pass Rates

Grade 1975/76 1976/77 197'1/78 1978/79 1979/80 1980/81

6 36,140 37,787 44,419 53,615 68,422 80,017
7 31,820 32,273 35,691 42,897 51,352 62,254
8 11,262 31,369 32,951 36,443 42,046 50,070
9 8,545 23,305 26,380 29,662 33,619 38,455

10 9,248 19,386 22,847 27,546 30,444 32,482

SLC sat 27,729 32,720 35,189 41,008 48,443 63,989
SLC pass 11,250 7,208 10,939 13,961 13,551 18,789

Sub-Totals

Lower Secondary
Grades 4-7 174,143 188,688 226,639 276,580 342,929 391,427

Secondary
Grades 8-10 29,055 74,060 82,178 93,651 106,109 121,007

Total 661,714 906,583 1,077,866 1,245,725 1,461,568 1,580,346

Crude progression rate (enrollment in year t+1 for Grade i+1
divided by enrollment in year t for Grade i)

Grade 19'i5/76 1976/77 1977/78 1978/79 1979/80 1980/81

6 0.89'30 0.944:' 0.9657 0.9578 0.9099 0.9332
7 0.9858 1.021'J 1.0211 0.9802 0.9750 0.9803
8 2.0693 0.8410 0.9002 0.9225 0.9146 0.9277
9 2.2687 0.9803 1.0442 1.0264 0.9662 0.9583

SLC pass as proportion of Grade 10 enrollment
1.2165 0.3718 0.4788 0.5068 0.4451 0.5784

SLC pass as proportion of sitters
0.4057 0.2203 0.3109 0.3404 0.2797 0.2936

SLC pass as proportion of Grade 6 enrollment 5 years earlier
0.3750 0.4972

Grade 8 enrollment as a proportion of Grade 6 enrollment 2 years earlier
0.9118 0.9644 0.9466 0.9339

Grade 10 enrollment as a proportion of Grade 8 enrollment 2 years earlier
2.0287 0.8781 0.9239 0.8913

SLC pass as a proportion of Grade 8 enrollment 2 years earlier
1.1829 0.7202 0,5931 0.6821

(table continued)
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Table 2.67 - (Continued)

Grade 1981/82 1982/83 1983/84 1984/85 1985/86

6 94,892 109,364 121,811 131,053 136,008
. 7 74,672 89,359 97,828 107,875 118,356

8 61,028 69,510 79,745 87,889 93,874
9 46,452 55,636 63,415 73,973 79,982

10 36,851 45,258 55,2R9 54,611 68,611

SLC sat 72,819 79,969 80,886 100,001 95,923
SLC pass 15,608 13,337 16,434 23,824 29,538

Sub-totals

Lower Secondary
Grades 4-7
Grades 6-7 169,564 198,723 219,639 238,928 254,364

Secondary
Grades 8-10 144,331 170,404 198,449 216,473 242,467

Total 1,701,897 1,843,825 2,044,525 2,203,258 2,308,929

Crude progression dividedoy enrollment in year t for Grade i
divided by enrollment in year t for Grade i

Average
Grade 1981/82 1982/83 1983/84 1984/85 1985/86 81/2-84/5

6 0.9417 0.8945 0.8856 0.9031 0.9062
7 0.9309 0.8924 0.8984 0.8702 0.8980
8 0.9116 0.9123 0.9276 0.9100 0.9154
9 0.9743 0.9938 0.8612 0.9275 0.9392

SLC pass as proportion of Grade 10 enrollment
0.4235 0.2947 0.2972 0.4362 0.4305 0.3764

SLC pass as proportion of sitters
0.2143 0.1668 0.2032 0.2382 0.3079 0.2261

SLC pass t3 proportion of Grade 6 five years earlier
0.3514 0.2488 0.2402 0.2977 0.3113 0.2899

Grade 8 enrollment as a proportion of Grade 6 enrollment two years earlier
0.8919 0.8687 0.8404 0.8036 0.7707 0.8351

Grade 10 enrollment as a proportion of Grade 8 enrollment two years earlier
0.8764 0.9039 0.9060 0.7857 0.8604 0.8665

•

SLC pass as a proportion of Grade 8 enrollment two years earlier
0.5127 0.4106 0.4460 0.5264 0.5342

Source: MOEC, Education Statistics, several sources
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Table 2.68 presents the results of that model for an initial cohort of 1.000

students entering Grade 6 in year I. Of special note in the model are the

assumptions that the Grade 10~raduation rate is 37 percent. based on SLC passes.

and that the repetition rate in Grade 10 is 20 percent. Disclssio:'ls with MOEC

officials suggest that these assumptions m.:- y overestimate the efficiency of the

secondary education system. That is. while the ratio of SLC passes to Grade 10

enrollment may be 37 percent. of a typical Grade 10 class. only 50 perr.:ent may pass

the send up examination and be allowed to take the SLC; and of those. only 30-35

percent may actually pass the 'examination the first time they take it.

Thus. the actual graduation rate for Grade 10 students may be under 20

percent in the year the candidates are Grade 10 students. The assumed graduation

rate of 37 percent reduces the time it takes students on average to pass the SLC,

although it should not affect the number of years tll~:.· speJ'l~ in school 9reparing to

pass the SLC unless they are continua:'ly repeating urade 10.

The results iIi Table 2.68 indicate that 27(0 of the initial cohort of 1,000 are

expected to graduate from the secondary education system. The total instructional

years required to produce those graduates is 4.459. To produce 276 graduates

through a five-year secondary education system, it ideally ~hould take only (276 x 5

=) 1,380 instructional years. (The 1,379 reported in the table is due to rounding).

Compared to the ideal. the secondary education system model as presented is only

(1.379/4,459 =) 30.9 percent efficient. The instructional years per graduate are

(4,459/276 =) 16.17 years, when ideally this should be 5.

Of the total instructional years expended, (4,459 - 1,380 -) 3.081 represent

was cage; 57 I instructional years are expended upon repeaters, and 2,509 are

expended upon students who never graduate. A total of 404 students drop out

before reaching Grade 10. Of the 596 students who reach Grade 10, only (276/596

=) 46 percent eventually graduate.

Multiplying the instructional years per graduate (16.17) times the government

unit costs of Rs 380.15 (Rs 412.8 including overhead) yields an estimated cycle cost

per graduate to the government budget of Rs 6,147 (Rs 6,675). With regard to the

full financial unit costs to schools and students per annum of Rs 784 for lower

secondary education and Rs 895 for secondary education, the cycle costs are

estimated to be ({(784 x (1,111 +1.020)] + [895 x (838 + 745 + 745)]}/276-)

Rs 13,602. Compared to the ideal costs of producing graduates of ([784 x 2] + [ 895

x 3] =) Rs 4.253. the cycle costs to schools and students are (13.602 - 4,253 .)

Rs ~.349 higher.
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Table 2.68

Internal Efficiency Model: Secondary Education

Parameters (rates)

Grade 6 Grade 7 Grade 8 Grade 9 Grade 10

Repetition 0.10 0.15 0.1 0.1 0.20
Drop-outs 0.12 0.11 0.1 0.1 0.43
Graduates 0.37

-
-

School flow model

Year Grade 5 Grade 7 Grade 8 Grade 9 Grade 10 Graduates

1 1,000
2 100 780 0 0 0 0
3 10 195 577 0 0 0
4 1 37 202 462 0 0
5 0 6 48 208 369 137
6 0 1 9 59 240 89
7 0 0 2 13 95 35
8 0 0 0 3 30 11
9 0 0 0 1 8 3

10 0 0 0 0 2 1
11 0 0 0 0 0 0
12 0 0 0 0 0 0
13 0 0 0 0 0 0
14 0 0 0 0 0 0
15 0 0 0 0 0 0

Sum 1,111 1,020 838 745 745 276

Total • 4,459 Ideal student years for
number of graduates. 1,379

Per graduate. 16.1 Efficiency - 0.3091
5 Times grades/total pupil years

Average 'Study years
per entrant • 4.46 Pupil years wasted

Repeaters Drop-outs Total
571 2.509 3,081

Source: lEES sector assessment internal efficiency model
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2.6.4 Costs of Technical/Vocational Education

The system of technical/vocational education and training covers a broad range

of activities, both formai and nonformal. These activities are operated under the

auspices of several different Ministries and Departments, and many different

agencies. The MOEC is responsible for the coordination of technical and vocational

education.

The range of technical and vocational education includes programs operated by

the Institute of Engineering, the Technical Schools, the Department of Cottage and

Village Industries, the Department of Labor, the Ministry of Panchayat and Local

Development, and others. Only limited data were available on the costs ard

enrollment at the Technical Schools managed by the Directorate of Technical and

Vocational Education. Neither the cycle costs nor the unit costs of the many other

programs could be analyzed.

2.6.4.1 Unit Costs. Tables 2.69 and 2.70 present some c~ the data relating to

prior expenditure on Technical Schools by the MOEC. Far 1987-1988, the proposed

budget and unit costs for the various schools are also shown in Table 2.70. As

proposed, the unit costs of technical education for the five schools for 1987·1988

would average Rs 24,150 for the anticipated enrollment of 684 students. The unit

costs would range from a low of Rs 11,915 per student at the Lahan Technical

School to a high of Rs 32,000 at the Dhankuta Technical School.

Table 2.69

Unit Cost of Technical and Vocational
Training Centers: 1984-1985

Total
Center Enrollment

Sanothimi Te,:hnical 172
School

Mechanical Training 129
Centre, Balaju

Six Labor Supply 972
Centers

Vocational Training 40
Centre (Hair Dressing)'

Department of Cottage 674
and Village Industries,
Kathmandu

Source: Concerned Centers
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Total
Expenditure

2,739,491

1,251,165

7,114,481

177,388

141,275

Unit Cost
(in Rs)

15,927

9,699

7,319

4,435
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Data were not available to assess the length of time it takes the average

student to complete the program. Hence, the cycle costs and internal efficiency of

these schools could not be determined. Discussions with MOEC officials and

colleagues indicate the measures of internal efficiency may be low due to the need

to p:ovide accomm::>dation for trainees from remote areas, poor quality of student

intake, difficulty in retaining staff, and cultural aversion to technical education.

Table 2.70

Costs of Technical Schools: 1981-1982 through 1985-1986

(thousands of rupees)

(Proposed)
Costs ('OOQ) 1987/88 Enroll- Unit

School 1981/82 1982/83 1983/84 1984/85 19&5/86 Budget ment Cost
('000)

Jiri
Technical
School 543 2,031 3,529 2,482 3,588 3,602 132 27,287

Karnali
Technical
School 1,929 2,558 4,620 2,388 2,698 4,280 145 29,517

Lahan
Technical
School 100 1,263 5,601 1,865 4,202 1,549 130 11,915

Mechanical
Training
Centre 3,081 5,822 5,019 1,451 1,237 4,531 197 23,000

Dhankuta
Technical
School U22 UU 10,385 Uli Ull ~ .B 32,000
Total 11,652 18,007 29,154 12,168 15,460 16,522 684 24,1501

Percent change 54.54 61.90 -58.26 27.05
4 Year annual rate of growth 7.33

Source: Directorate of Technical and Vocational Education

lAverage cost.

2 - 138

',~?



2.6.5 Teacher Education Costs

There are a variety of programs to prepare teachers for primary and secondary

schools. Some of these are more formal than others, giving certificates and degrees

for their successful completion. Through the University system, the Faculty of

Education conducts programs for a Certificate of Proficiency, a Bachelor of

Education, and a Master of Education, as well as a shorter five-month teacher

training "package" course at Sanothimi. Other teacher training for primary teachers

includes the Equality for Girls and Women in Nepal Project (EGWN), the Seti

Education for Rural Development Project (ERD), the Primary Education Project

(PEP), and the Radio Education Teacher Training Project (RETT).

2.6.5.1 Unit Costs. Assessing the costs of alternative teacher training

projects is made difficult by the paucity of the data, complications in allocating

project and program costs to specific training activities, and non-comparability

across programs with respect to the duration and the outcome of the training.

2.6.5.2 Cycle Costs. In order to estimate the costs per trainee, and the costs

for obtaining a successful completer, it is necessary to have annual data on (1)

training program expenditures, (2) student enrollment, and (3) student flow through

the program from entry to completion or drop-out, including repetition. Only

partial data were available on the costs and student flow data for various teacher

education programs. In some cases, there were inconsistent enrollment data

reported for the teacher training programs. Table 2.71 presents data on enrollment

and output for the various teacher education programs conducted at the University

from 1977 to 1986. These data are used to estimate crude completion rates for the

programs.

The data in Table 2.71 are incomplete, but can be used to roughly estimate the

outflow from any given level of inflow. The various teacher education programs are

intended to be of two year's duration each, except for the Bachelors Program where

there is both a one-year program and a two-year program. As such, the outflow in

any given year could be compared to one-half of the enrollment two years earlier

to get a rough approximation of the completion rate in the Proficiency Certificate

and Master's programs. For the Bachelor's program it is estimated by persons close

to the program that for every 100 students, about 40 are in the one-year program

and about 60 are in the two-year program. To estimate the completion rate, based

on this assumption, the enrollment in the one-year program can be multiplied by
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two to estimate the total Bachelors' equivalent enrollment. That is, (.40+.40+.60 =)

1.4 times the Bachelors of Education enrollment in Table 2.71 estimates the

Bachelors equivalent enrQllment required for computation of the completion rate.

This will tend to yield over-estimates of the completion rates as some two

year students may drop out after their first year. However, that bias may be offset

by having relatively large numbers of students enrolled for three or more years, and

also by the pattern of decreasing enrollments c;ver the period for the Proficiency

Certificate and Bachelor's Programs.

From 1979 to 1984, 2,629 students completed the Proficiency Certificate

program. Compared to one-half of the 6,112 enrollments over the period two years

earlier, i.e., from 1977 to 1982, the crude completion rate is estima ted to be 43

percent. For the Bachelor's program, 2,235 students completed from 1979-1984,

compared to the Bachelors' equivalent enrollment of 6,436 over the period 1977-1982.

One half of this Bachelor's equivalent enrollment would be 3,218, indicating an

estimated annual completion rate of (2,235/3,2 I 8 =) 69.5 percent.

Table 2.71

Teacher Education Programs: Enrollment and Outflow (1977-1986)

Proficiency Certificate Bachelor's of Education Master's of Education

Y.w: Enrollment Outflow Enrollment Outflow Enrollment Outflow

1977 2,309 856 637 622 19 24
1978 2,239 766 981 857 13 4
1979 3,019 1,041 1,313 719 60 17
1980 2,482 390 i, I IS 733 103 49
1981 1,390 423 NA 716 NA 1I
1982 665 42 551 67 91 3
1983 1,375 702 859 NA 118 7
1984 622 13 843 NA NA NA
1985 817 NA 120 NA 171 NA
1986 1,060 ~ 788 NA 117 MA

Total 1977 4,220· 3,714 108
-1982 only

Source: A Survey of Teacher Education in Nepal

• Includes 1983 certificate receipts
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For the Master's program, for which there are some gaps in the data, the

outnow of 87 graduates from 1979-1983 compared to th~ enrollments of 286 from

1977 to 1982 suggests an estimated crude completion rate of (87/143 =) 60.8 percent.

Table 2.72 presents another set of data on the enrollments in teacher

education programs by year of study, covering 1977-1986 for the Proficiency

Certificate and 1975-1985 for the Master of Education. These data, while not

identical to those in Table 2.71, do permit the estimation of crude progression rates

from year one to year two. The crude progression rate is estimated by dividing the

enrollment in year two of each program by the enrollment in year one.

It is less meaningful to compute a crude progression rate for the Bachelor's

program since about 40 of every 100 enrollees have had more prior training, and

therefore are in the separate one-year program. Enrollments in the second year

include new admissions to the one-year program. Separate data on the one-year

and two-year program enrollments were not available at the time of this writing, so

no progression rate for the two-year Bachelor program could be completed.

As shown in Table 2.72, the crude progression rates vary substantially over the

period from 1976 to 1985 in all of the programs. The instances of crude

progression rates in excess of unity must be due to repetition, and highlight one of

the weaknesses of using crude progression rates to assess student flow patterns and

internal efficiency.

With regard to the Proficiency Certificate program, the data in Table 2.72

indicate that of the (15,998 - 1,060 =) 14,938 students who had been in year one of

the program from 1977 to 1986, 8,300 progressed to year two during the period from

1977 to 1986. For that period, the average progression rate was 55.5 percent. For

the Masters of Education program, the comparable progression rate from year one

to year two was 88.2 percent.

In Table 2.73, the data from Table 2.71 on total enrollment and outflow of the

teacher education programs are combined with data on public expenditures of the

Faculty of Education to estimate cost per student and per graduate. The cost per

graduate, estimated here by dividing annual expenditures by the annual number of

graduates, is a crude measure. This is because the aggregate expenditu:re data in

any year is associated with trainees who may graduate in some subsequent year.

Nonetheless, over a long enough period, the cost per graduate estimated this way

will closely approximate the more formal estimates of cycle costs that rely on

estimating instructional years per graduate.
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Table 2.72

Teacher Education Programs: Enrollments (1977-1986)

Proficiency Certificate

1st year 2nd year
(Lower

(Primary Secondary Progression
Year Levell Levell Total Rate
1977 2,309 451 2,760 0.144
1978 2,239 333 2,572 0.244
1979 3,019 547 3,566 0.265
1980 2,482 800 3,282 0.204
1981 1,390 507 1,897 1.400
1922 665 1,863 2,528 1.457
1983 1,375 969 2,344 0.660
1984 622 907 1,529 1.542
1985 817 959 1,776 1.180
1986 !J22Q ~ 2,024

Total 15,998 8,300 24,278

Master of Education

1st Year 2nd Year
(Teacher (Teacher

Education Education Progression
Year Levell Levell Total Rate
1975 30 11 41
1976 5 25 30 0,833
1977 19 25 44 5,000
1978 13 3 16 0,158
1979 60 17 77 1,308
1980 103 43 146 0.717
1981 83 83 0.806
1982 91 50 141
1983 118 66 184 0.725
1984 75 7S 0.636
1985 ill ~ ill

••
Total 610 460 1,070

Source: A Survey of Teacher Education in Nepal; with first
year data as corrected by Gajendra M. Shrestha
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Table 2.73

Teacher Education Proarams: Costs per Student and per Graduate (Rupees)

Total Total Public Cost Cost
Enroll- Out- Expend- per per

Year ment flow itures Student Graduate
('000)

1977 4,570 1,502 11,969 2,619 7,969
1978 884 1,627 13,744 2,814 8,447
1979 6,198 1,777 13,889 2,241 7,816
1980 6,178 1,172 12,266 1,985 10,466
1981 2,826 1,150 14,359 5,081 12,486
1982 3,870 112 14,592 3,771 NA
1983 4,019 NA 15,574 3,875 NA
1984 3,535 NA 18,745 5,302 NA
1985 3,407 NA 18,790 5,515 NA
1986 3,630 NA NA NA NA

Total: 1977-85 39,487 NA 133,928

Total: 1977-80 21,830 6,078 51,868 3,856 7,867

Average: 1977-80 2,376 8,534

Source: Enrollment data provided by Gajendra M. Shrestha

Over the period from 1977 to 1980, the last year for which the number of

graduates in the Proficiency Certificate and the Bachelor's programs were available

on a reliable basis, the data suggest that the average cost per graduate of the IOE

was Rs 8,534.

In order to estimate what it ideally would have cost to produce a graduate, it

is necessary to recognize that about 40 percent of the students and presumably the

graduates of the Bachelor's program are in the one-year program. According to

Table 2.73, there were 2,931 graduates from the Bachelor's program from 1977 to

1980; 40 percent of which would be 1,172 graduates from the one-year program.

Since there were 6,078 graduates from the FOE over that period, (6,078

1,172 -) 4,906 would have been graduates of the two-year Proficiency Certificate,

Bachelor's, and Master's programs. If all graduates had been successful in the least

posllible time from when they entered their respective programs, the average cost of

a graduate ideally should have been ([2,376 (1,172/6,078)] + 2 (4,906/6,078)] -) Rs

4,294. Compared to the estimated average cost per graduate of Rs 8,534, the ideal

cost per graduate of Rs 4,294 indicates the teacher education programs are only 50.3

percent internally efficient.
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A measure of the internal efficiency since 1982 is not possible because no data

on the outflow of graduates in the Certificate, Bachelors, or Masters programs were

available at the time this report was prepared.

Tables 2.74 and 2.75 present preservice and inservice student flow data that

can also be used to assess the efficiency of the teacher education programs.

Although the data are for about 1977-1979, they are the most recent data available

that show examination pass rates by student cohorts in teacher education. In Table

2.74, three cohorts of students entering the preservice teacher training program are

traced through four semesters of their education. While the semester structure of

teacher education no longer prevails at the Universit~, these student flow data are

the best available that indicate the losses and wastages within these levels of

teacher education.

The student flow data show that many students, approximately 90 or so

percent, progressed from one level to the next each semester, even though fairly

low percentages (approximately 22-38 percent) passed each of the first three

semester's examinations. An average of 75 percent of the fourth semester students

passed their final examinations but, as a percent of the initial cohorts, graduates

only represented 54.5 percent.

The total number of graduates from among the 303 students who initially

entered the program was 165. There were 1,026 total instructional semesters

provided to the three cohorts of trainees. An average of 6.22 semesters (or 3.11

instructional years) per graduate were provided. Compared to the ideal of four

semesters per graduate, the data indicate that the teacher education program was

only 64 percent efficient.

The data for the teacher inservice program in Table 2.75 can be similarly

analyzed to provide estimates of the internal efficiency of that program. Of the

two cohorts that entered the inservice program, only 24.5 percent graduated. In

order to obtain the 27 graduates from the initial cohorts that totaled 110 students,

211 ins~ructional semesters of education were provided. This amounted to 7.8 t

instructional semesters (3.9 years) per graduate. Compared to the ideal two

instructional semesters per graduate, the inservice teacher education was only 25.5

percent efficient.
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Table 2.74

Presenlce Teacher Education Student Flow

Semester Summer Winter Summer Winter Summer Wint:r Total
2032 2032 2033 2033 2034 2034

First
Enrolled 83 116 104 303
Appeared

in exam 66 148 66 280
% appeared 79.5 127.6 63.5 92.4
Passed all 26 37 19 82
% enrolled ..:
Passed 31.3 31.9 18.3 27.1

Second
Enrolled 61 136 64 261
Progression rate 73.5 117.2 61.5 86.1
Appeared in exam 60 132 57 249
% appeared 98.4 97.1 89.1 95.4
Passed all 17 17 25 59
% enrolled
Passed 27.9 12.5 39.1 22.6

Third
Enrolled 55 130 54 239
Progression rate 90.2 95.6 84.4 91.6
Appeared in exam 53 129 47 229
% appeared 96.4 99.2 87.0 95
Passed all 18 37 36 91
% enrolled
P:used 32.7 28.5 66.7 38.1

Fourth
Enrolled 53 123 47 223
Progressicn rate 96.4 94.6 87.0 93.3
Appeared in exam ~O 122 47 219
% appeared 94.3 99.2 100.0 98.2
Graduated 31 98 36 165
% graduated of appeared 62.0 80.3 76.6 75.3
% graduated of initial cohort 37.3 84.5 34.6 54.5

Source: A Survey of the Instructional Resources of Mahendra Ratna Campus,
Institute of Education, 2035
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Table 2.7S

Insenice Teacher Education Student Flow

Semester Summer Winter Summer Total
2032 2032 2033

First
Enrolled 62 48 110

Appeared in exam 58 43 101
% appeared 93.5 89.6 91.8
Passed all 22 8
% enrolled passed 35.5 16.7

Second
Enrolled 58 43 101
Progression ra te
Appeared ,in exam 57 42 99
% appeared 98.3 97.7 98.0
Graduated 10 17 27
% graduated of appeued 17.5 40.5 27.3
% Graduated
of initial cohort 16.1 35.4 24.5

Source: A Survey of the Instructional Resources of Mahendra
Ratna Campus, Institute of Education, 2035

Table 2.76 presents a detailed breakdown of the SETI Project training program

costs for eighteen different types of training, such as activities for teac:her

training, refresher courses, health training, instructor training, supervisors training,

and advanced teacher trainin~. These training activities cover a wide range of

types, levels, and durations of training. The major items that comprise the ~.,tal

and average costs are food, materials, porterage, trainers, and miscellaneous. Unit

costs per participant per training activity range from Rs 146 to Rs 2,099. On a per

participant per day basis, the range of training costs is Rs 41 to Rs 218.

For the eighteen different kinds of activities listed, there were 191 training

sessions, involving 2,002 days of training, covering a total of 3,007 trainees, and

providing 39,146 participant days of training for a total cost of Rs 2,175,461. The

unit cost per participant per day for each of the 18 programs is shown in Column 7.

It is not very meaningful to average the participation or unit costs across these 18

different kinds of activities, because each activity is unique. The effectiveness of
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each of the programs should be considered separately, however, and measured

wherever possible. Then their cost effectiveness can be considered as these unit

costs are considered in relation to the benefits. Viewing these short-term training

costs on an annual basis, and assuming 260 potential training days per year, yields

an annualized cost of (260 x Rs 55.6 =) Rs 14,456 per participant. For comparison

with a five-month training program, the costs per participant would be (14,456 x

5/12 =) Rs 6,023.

Table 2.76

SETI Project Training Program Costs

Avg. Parti- Unit
S. No. of No. of Partici- cipant Unit Cost Total
No. Days Times pants Days Cost IDay Cost

1 21 38 19 15,162 980 47 707,560
2 7 27 15 2,835 501 72 202,905
3 ·12 11 11 1,452 2,099 175 253,979
4 18 I 13 234 1,029 57 13,377
5 10 2 12 240 684 68 16,416
6 2 2 9 36 259 130 4,662
7 3 27 23 1,863 198 66 122,958
8 3 27 8 648 428 143 92,448
9 5 4 19 380 320 64 24,320

10 7 4 20 560 419 60 33,520
11 1 8 5 40 218 218 8,720
12 35 11 28 10,780 1,446 41 445,368
13 7 9 12 756 501 72 54,108
14 2 6 11 132 167 84 11,022
15 35 4 27 3,780 1,467 42 158,436
16 7 2 II 154 619 88 13,618
17 2 5 7 70 244 122 8,540
18 1 3 8 24 146 146 3,504
Weighted
Average 723.46 55.6

Total 191 39,146 2,175,461

Annualized Cost (260 days) 14,456

Five-Month Basis 6,023

Source: Education for Rural Development in Seti Zone; Cost of Project
Activities and Main Achievements.
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Table 2.77 below summarizes the unit costs of the various primary teachcr

training programs. The programs vary in duration, size, approach, and ccntcilt, as

well as in unit costs per enrollee and per participant per day. Thc EquaW.y for

Girls and Women in Nepal (EGWN) Project had unit costs per enrollec per day that

varied from a low of Rs 20.58 at Surkhet to a high of Rs 77.08 at Jumla. The high

unit costs at Jumla seemed clearly related to the low enrollment.

The estimated cost per enrollee per day was Rs 24.06, Rs 46.6:5, and Rs 36.33

at the "Package" prugram at Sanothimi, the SETI Project, and the Primary Education

Project, respectively. For the Radio Education Teacher Training Project, the cost

per enrollee per day was Rs 8.31, while the cost per passing trainee per day of the

course was Rs 28.63.

Table 2.77

Unit Costs of Primary Teacher Training

Unit Unit
Budget Cost Cost
Expend- Number per (Rs per

Program Duration itures Enrolled Enrollee Enrollee
(days) (Rs) (Rs) oer Day)

EGWN Project 300 2,029,400 211 9,618 32.06
Pokhara 300 632,600 79 8,008 26.69
Dhankuta 300 485,100 42 11,550 38.50
Surkhet 300 426,100 69 6,175 20.58
Jumla 300 485,600 21 23,124 77.08

Sanothimi Package 150 415,018 115 3,609 24.06

SETI Project 21 18,615 19 980 46.65

Primary Edu-
cation Project 12 10,900 25 436 36.33

RETT Project
Per Enrollee 300 3,135,000 1,257 2,494 8.31
Exam candidate 300 3,135,000 I, I21 2,797 9.32
Passing trainee 300 3,135,000 365 8,589 28.63

Source: Models of Primary Teacher Training: A Status Assessment,
Chuda Nath Aryal
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The comparison of the cost per passing trainee to the cost per enrollee is a

measure of training program efficiency. For the RETT Project, the efficiency is

(8.31/28.63 =) 29 percent of what it potentially could be. Without data on

comparable successful completers for the other primary teacher training programs, it

is not possible to assess their efficiency.

Table 2.78 presents \~: ~~:: elements used to estimate the unit C0stS for the

EGWN (data in OOO's), the Sanothimi "Package" program, the SETI Project, and the

PEP. Stipends, TA/DA (travel allowance/daily allowance), and food account for the

greater portion of the costs for all thp, programs.

Table 2.78

Costs of Primary Teacher Training
('000 Rupees)

Budget Programs
Heads

EGWN Project
Primary

Total Sanothimi SETI Educ.
Project Pokhara Dhankuta Surkhet Jumla Package Project Project

Stipends 1,332.0 420.0 315.00 273.00 324.0 404,670 6,390 7,830
TA/DA 150.0 50.0 37.50 32.50 30.0 308,160
Medication 30.0 10.0 7.50 6.50 6.0
Tutorial 45.0 15.0 11.25 9.75 9.0
Education Tour 150.0 40.0 40.0 40.00 30.0
Campus Uniform 90.0 30.0 22.50 19.50 18.0
Rural Devt. 15.0 5.0 3.75 3.25 3.0
rd·....~. Materials 120.0 40.0 30.0 26.00 24.0 7,175 1,600 ISO
Extra-curricular 30.0 10.0 7.50 6.50 6.0
Miscellaneous 30.0 10.0 7.50 6.50 6.0 3,173 650 120
Coordinators' Allowance 10.4 2.6 2.60 2.60 2.6
Prizes 27.0 0.0 0.00 0.00 27.0
Food 0.0 0.0 0.00 0.00 0.00 9,975 51,000

TOTAL 2,029.4 632.6 485.10 426.10 485.6 415,018 18,61 S 367,260

. Source: Model of Primary Training: A Status Assessment, Chuda Nath Aarya1

2.6.6 Higher Education Costs

Higher education is provided by Tribhuvan University through 69 public and 49

private campuses, and through the Sans;;.rit University. The structure of the

University has been altered in recent years to replace several of the Institutes with

Faculties, including Education, Management, Law, and Humanities. The section on
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teacher education considered the unit and cycle costs of the Faculty of Education.

This section briefly covers the cost analysis of the broader university system,

although the higher education sub-sector is not a major topic of this sector

assessment.

2.6.6.1 Unit Costs. Tables 2.62, 2.63, and 2.64 (above) present the total

budget expenditur:: for Tribhuvan University from 1977-1978 to 1986-1987 in both

current and 1984-:985 constant prices, along with the estimated unit costs per

student. Since higher education is almost totally subsidized by the government,

there is very little cost recovery at that level. Those unit costs figures can thus

be regarded as providing reasonable estimates of the total annual institution..: ::osts

per student.

In current prices, the total budget for Tribhuvan University increased from

Rs 93.9 million in 1977-1978 to Rs 414.5 million in 1985-1986, an annual increase of

20.4 percent. In constant price terms, the budget expenditure for the University

increased from Rs 160.6 million in 1977-1978 to Rs 362.7 million in 1985-1986, an

annual increase of 10.7 percent in real terms.

Costs per student at the University increased in current prices from Rs 4,272

in 1977-1978 to Rs 7,626 in 1985-1986 (Table 2.64). In constant 1984-1985 prices,

expenditures per student have remained relatively stable, fluctuating from a high of

Rs 7,348 in 1978-1979 to a low of Rs 5,158 in 1980-1981 as economies of scale were

realized with larger enrollments, especially in Engineering, Medicine, Science and

Technology, and Agriculture, and as inflation eroded the University's fiscal base.

Since 1985-1986, expenditures per student in real terms have returned to Rs 6,672

per year, close to their 1981-1982 to 1983-1984 average.

2.6.6.2 Cycle Costs. Data on university enrollment and outflow by faculty,

program, and year are used to estimate the crude completion rates for portions of

the 1977-1981 period for which data were available. The data snggest that overall

crude completion rates were as high as 84.6 percent in 1977 and declined to 22.7

percent in 1981. The average crude completion rate over the period is estimated to

be 57.9 percent, although the trend was clearly downward.

Discussions with University officials indicate that repetition is a serious

problem. Average years-to-graduate for students is roughly estimated to be four

years, twice the standard length of each program. Without more detailed data on

stud-:nt flow, including repetition and drop-out rates, only crude estimates of the

cycle costs can be made.
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One such crude estimate is provided by the ratio of University budget

expenditures to number of graduates. If the University population were stable, this

would closely approximate the cycle cost model estimates, as were developed for

primary and secondary education. Table 2.79 presents data from 1977-1978 to 1981

1982 for the costs per student and the combined costs per graduate of the !A, BA,

anc MA programs. While costs per student increased from Rs 4,598 to Rs 5,262

over the period, because of the dramatic decline in the crude completion rate, the

cost per graduate increased from Rs 10,348 to Rs 55,814.

Table 2.79

University Costs Per Student and ~er Graduate

Year

1977
1978
1979
1980
1981

Source:

Cost per
lA, BA MA
Student

4,598
5,032
3,953
4,004
5,423

Planning Division, MOEC

Cost per
1:\, BA, MA
Graduate

10,348
12,406
27,199
19,841
55,814

2.6.7 Adult Education Costs

Chapter 8 examines the Nonformal Education for Rural Development Program, a

literacy drive coordinated by the Adult Education Section of the MOEC. There is a

wide range of adult education programs in o!'e.af.>n, with different cost structures

and different durations. For the Nonrormlll Education for Rural Development

programs, in general, costs per participant lange trom Rs 200 to Rs 360, and .:ourse

length is one year or less. Some administrative and supervi30ry expenses are not

included in these estimates, but available data suggest that such omitted expenses

are unlikely to add more than 15-25 percent to :he unit costs.

Discussions with officials of the MOEC's ~h..:rF ';y programs suggest that

completion rates range from 40 percent to '(10 p:,rcelf., l'i~thouS)]. the measure of a

successful completer is not well-defined. Since th~ pn'firam cycle does not exceed

one year, dividing the unit costs by the completion rate yields an estimate of the

cycle costs of literacy programs. For the range of unit costs and completion rates

mentioned above, the range of cycle costs per literacy program completer would be

Rs 200 to Rs 900. With another IS to 25 percent being added for managerial and

administrative expenses, the range of those cycle costs would be Rs 230 to Rs 1,130.

2 - lSI



2.7 RETURNS TO EDUCATION

Evidence on the contribution of education to economic growth is summarized

above in Section 2.2.5. This present section is based on the foundation summarized

in Section 2.2.5, here only adding evidence specific to Nepal.

2.7.1 Agriculture

The returns to education in the rural areas discussed in this section reflect

the effects of the current education provided. Further investment that improves its

quality could increase the current returns-per-farmer reported here. Recent reports

have documented the problem of primary and secondary education in the rural areas,

including Chapters 3 and 4 of this assessment. Manandhar (1986, pp. 6-7) has

graphically described the high drop-out rates, high non-attendance ra~es, the very

limited participation by girls and economically disadvantaged groups, ant: the use of

schools that are often mud-built structures with leaky roofs, no drinking water, no

toilets, no blackboards, and no vermin-proof storage facilities for textbooks.

Teaching is generally a second job for many of the teachers.

The recent report on technical and vocational education (Strategies for

National Manpower Development in Nepal, ILO, 1986, p. I) presents as its first

finding the "high rate of underemployment in the agricultural sector". Directly

relevant to this underemployment, its second finding is that "there remain serious

problems of illiteracy, and approximately one third of the primary school age group

drop out before reaching secondary school." Other research, referred to above in

Section 2.2.5.3, develo~ ..s the importance of prior schooling to the amounts of on

the-job learning that occurs, as well as the point that illiterates are too costly for

firms to employ and train.

In a study of the physical productivity of individual farmers in the Tarai

region and in the Hill region in Nepal, Pudasaini (1982, p. 21) found, after

controlling for the numbe~ of hectares cultivated, the economic circumstances of the

parents, the education of the parents, and other factors, that farmers with more

education are employing technologically more progressive inputs (e.g., hybrid seed,

fertilizer, pesticides, animal genetics) and also have more contact with extension

services than do illiterate farmers. This enhancement of innovative ability, and

interaction with extension and other agencies, led to a 10.7 percent increase in

output contributed by the completion of one additional year of primary education in

the Tarai region and a 10.5 percent increase for each additional year of primary

education in the Hill region as shown in Table 2.80.
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Although the percent increase in output is similar in the Tarai and Hills. the

absolute increase in the bushels of rice produced in the Tarai is larger than the

inc·ement to the bushels of corn produced in the Hills largely because the average

output of all farms in the Tarai is larger. Each year of lower secondary education

adds a smaller 5.2 and 6.6 percent increase to output in each district, respectively.

One year of additional education at each level beyond lower secondary continues to

contribute percentage increments to agricultural output comparable to those in the

lower secondary years. But education at these more advanced levels may contribute

even more; to small enterprise and urban industrial employment, increasing industrial

and 'lffice en~ployment for underemployed rural dwellers. Each additional year of

education on the average for all levels increases output by 5.2 percent in the Tarai

and 5.9 percent in the Hill region.

Table 2.80

Contribution of Education to

Agricultural Output

'S1ucation Level

Primary
Lower Secondary
High School
College

Average

Tarai Hill
Increase Increase

Percent in Output Percent in Output
<Bushels of Rice) (Bushels of Corn)

10.7 2,270 10.5 1,037
5.2 1,103 6.6 652
3.7 785 5.8 573

----U U12. -U ill

5.2 1,103 5.9 583

Source: Pudasaini (1982, p. 35) based on interviews with 205
randomly selected farmers in the Bara district and 149
in the Gorkha district of Nepal in 1979-1980.

These results are 70 percent larger than the main conclusion in the well

known book by Jamison and Lau (1982), Farmer Education and Farm Efficiency.

Drawn from the results of a number of independent studies in Thailand, Korea, and

Malaysia. as well as their own research, they conclude that each additional year of

elementary and secondary education raises the physical output in agriculture in

South East Asia by 3.05 percent, or by an average of 24 percent for those who

have completed the lower secondary level as compared to those with no schooling.

These results in turn are not inconsistent with those obtained by Yamada and

Ruttan (1980. p. 560), who controlled for farm size and other inputs such as

fertilizer used and amounts of machinery or animal power. They found that the net
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contribution of education was about 30 percent of the net increase to agricultural

output.

There are signific;l ·:t implications of these results for Nepal. The combined

effect of high drop-out rates and high repetition rates in Nepal is ~bown by the net

enrollment ratios in Table 2.81 below. These rates are extremely high by developing

country standards, especially at the first grade level where they are 22 percent and

39 percent, respectively. Reducing Pudasaini's estimates by 70 percent, on the

grounds that Bara is one of the most prosperous districts, and Gorkha also is

unusual in that it is a Hill district that has an access road and has received special

attention in other ways, a crude estimate can be made of the effect on agricultural

output of increased investment in primary education in Nepal. If these drop-out

rates were reduced by making an additional investment that improves the quality

and reduces the private costs of primary education, just one additional year in

primary school could raise agricultural output by 99,600 metric tons, or 2.6 percent,

as can be seen in the last column of Table 2.81. Achieving universal primary

education, using Pudasaini's estimates of the effect reduced conservatively to

Jamison and Lau's level, would raise agricultural output by 222,000 metric tons or

5.8 percent. Universal primary and universal lower secondary education would raise

annual output by 254 metric tons, or 6.6 percent. Although late monsoons would of

course depress output, this effect of education could approximately be expected to

operate in the dry years as well, raising output over what it otherwise would have

been without the education.

The cost of one additional year of primary education to the government for all

children aged 6·10 not now completing primary school at Rs 280.74 per student in

1987-1988 (estimate based on 1985-1986 unit costs from Table 2.71 raised by IS

percent to allow for inflation) would be Rs 613 million. The value added by this

one additional year of primary education to agricultural output in 1987 and in each

year thereafter would have been Rs 863 million. (This is based on actual

agricultural GOP of Rs 33,210 million in 1986 from Section 2.2.2.1 from the

Economic Survey, times the 2.6 percent increment that this primary education for

new entrants to the labor force would have contributed as shown in line I of Table

2.81). Such an investment therefore would pay for jtself within the first year after

these students entered the labor force, jf these assumptions are valid. Since this

increment would repeat itself in following years, this is somewhat over a 100

percent rate of rcturn and a very Rood investment.
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Table 2.81

Potential Agricultural Output Effects

of Additiocaal Iovestment In Basic Education

If All Rural
Children
Complete:

Population1 Net En- Enrollment New School % Increment 1986/87 Out- Increment % Increate
(Ap 6-10. rollment After In- Leaven .. per School put Metric to Output in Output
11-12,13-15 Ratio2 veitment % of All Leaven3 Tont (in (in (After 2-3
in Thou•.) 1984 in Quantity Farmen4 (58.6% o~) Thousands)3 Thousands) Yean)

2,290 55.9% 75.9% 42.0911 6.2% 3,826 99.6 2.6%

2,290 55.9% 100.0% 93.8% 6.2% 3,826 222 5.8%

742 14.4% 64.0% 13.7% 3.5% 3,826 18 .4%

742 14.4% 100.0% 23.7% 3.5% 3,826 32 .8%

927 13.9% 47.0% 17.3% 3.9% 3,826 26 .7%

U. Secondary:
One addt!. yr.5

Primary:
One addt!. yr.

L. Sec. Level:

Grades 6-7

L. Secondary:
One addt!. yr.5

Primary Level:
Grades 1-5

TOTAL INCREMENT TO OUTPUT

All Children Ages

6-15 Retained
One addt!. yr. 3,959 73.2% 3,826 114 3.7%

Univenal Primary

and Univenal
Lower Secondary 3,959 100.0% 3,826 254 6.6%

1 Source: Moec (1986). A BrieC Overview of Nepal's Education Stati.tic., p. 7.

2 Sourc.: Ibid (p. 8). This .how••tudentl enrolled who are oUh. correct ale (e.g., ages 6-10 in Grades 1-5), thereby correcting for the
oventatement that occun due to hilher repetition rate. (39% in primary).

3 Source: Mini.try oC Finane. (1987). Economic Survey. p. " of Tables.

" This ..sume. that 91.11" of the economically active population, or 5,378,642 worken, are in aariculture. Source: National Planninl
Commis.ion (1987), Population Monograph of Nepal, Table 9.2. p. 204.

5 Th... lin.s ...ume a one-year Increment Cor all children In the relevant ale bracket, a .ome'Vhat unrealistic ..sumption unle•• univenal
education at the primary level (and in the cue oCupper secondary, al.o at the lower secondary level) haa previou.ly been achieved.

6 Puduaini (1982, p. 35).
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The move to universal primary education would cost the government approxi

mately Rs 280.74 per child times the 5.049 million additional child years of education

that would be received by those now repeating grades and those dropping out, or Rs

1,417 million. This is a gigantic sum, equal to 3.6 times the current primary

education budget, or 3.9 times the current higher education budget. However, the

increase in agricultural output alone of such a move to universal primary education

could be estimated on the same basis as above to contriibute an addition of

approximately Rs 1,926 million per year to the value of agricultural output. The

value of one year's increment to output alone would cover the investment costs of

educating this one group of school children before they enter the labor force.

The individual future farmers who receive the benefit of the additional

education before they leave the schools can be expected to produce at this higher

ratc not just for one year but throughout their working lives. A primary school

lcaver of age 12 at the end of lower secondary school (or at the end of Grade 5 if

he or she has had to repeat some grades) can expect to live 47 additional years, or

to age 59. This is a life expectancy that holds at that age for both males and

females separately, based on separate expectation of life tables for mliles and for

females in the NPC's Population Monograph of Nepal (1987, pp. 354-5). This

approximately 30 percent increment of a primary school graduate over an illiterate

with no education therefore can be expected to persist not just for one year, but

for the remaining 40 or so years of the individual's working life.

The costs to the government for educating this group of individuals is a one

time cost, however. There are forgone earnings costs to the parents as the child

remains in school, that ~re both discussed and estimated in Section 2.2.2.5 above.

But for the purposes here, if it is assumed that the forgone production as children

age 10 or younger are in school rather than working at home is negligible, or are

offset by the child care services that the school provides, then the costs to the

government for the primary schools are approximately equal to the total social costs

of the investment. On this basis, the social rate of return, or the stream of

benefits in the form of higher agricultural production discounted back to its present

value and related to the costs, is very high and in fact over 100 percent. This

estimat~ would need to be reduced to the extent that the effect of the education in

agriculture cannot be double when there is more than one person that receives the

education in each family. However, this may be offset as lower secondary education

of more females 1elays marriage and lowers fertility rates, thereby raising per

capita living standards.
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2.7.2 Industrialization

The preceding discussion has disregarded the fact that the main source of the

labor force for small and medium enterprises and for most industry is the output of

the primary and lower secondary school systems, 91 percent of which is in the rural

areas. This would decrease the increment to agricultural output. But industry

simply can:lot operate with an illiterate labor force, such as the 67 percent

illiteracy rate among males and 90 percent illiteracy rate among females age 10

years and over found in rural Nepal where 91 percent of the population lives (1987,

Population Monograph of Nepal, p. 129).

These rural males and females age 13-15 and slightly older comprise the main

pool of labor for industrialization. But this labor without primary education and at

least lower secondary education, although available at extremely low wages, is too

costly for industries to train. There are almo!\t no jobs in small firms that can be

performed without basic literr.cy, numeracy, habits of dependability, and trainability,

all of which are too costly for an individual firm to provide. These co::LJ must be

borne by the parents and those in the broader community with the ability to pay.

The noticeable result is that many basic construction workers and some clerical

workers are imported from India, and native Nepalese do not receive the benefit of

training on the job or of "learning by doing." Work habits are learned primarily on

the job, not in school. But firms cannot afford to train persons in basic

generalizable skills since they cannot recover these costs as the workers leave for

other higher paying jobs (see Becker, 1983, Ch. 2). This lack of a trainable labor

force with basic literacy, numeracy, and related skills is a major constraint to

economic growth and to industrialization in Nepal.

Earnings data comprise the best measure of the relative needs in !he economy

for employees with different levels of education, and with different types of

education at each level. Earnings in the private sector suggest where the relative

growth bottlenecks lie, and suggest as well what the education system should

respond to. Salaries in the government sector usually crudely reflect the salaries

paid for comparable skills in the private sector, although they are usually somewhat

below the free market for comparable skills (Psacharopoulos, 1983).

Earnings data exist in Nepal for individuals at each education level, from no

education to primary, lower secondary, and higher levels. These data cover the

private industrial and small enterprise sector, and are in the nationwide stratified

random sample of 6,000 households of the 1986·87 Household Budget Survey
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conducted by the Nepal Rastra Bank to estimate weights in the Consumer Price

Index. The data permit separate treatment of the returns to education within

industry from those in the government sector, which then can be related to the

costs of each type of education given in Section 2.6 above. The returns to

education for industrialization (which is likely to be more and more of a private

sector expansion as development occurs) therefore can be seen largely independent

of the returns to education within the civil service. The analyses in this chapter

can be refined when these data become available.

2.7.3 Returns Relative to Public Employment Costs

It is possible to estimate the age-earnings profiles of civil servants by using

civil service pay scales for 1984-1985 for Non-Gazetted and Gazetted administrators.

This is done in Tables 2.82, 2.83, and 2.84 below. The number of years in service is

shown in the first column (which is related to age), the monthly earnings of an

employee at the next lower level of education in Column 2, the monthly earnings

upon completion of the requisite level of education in Columns 4 and 6, and the net

earnings differential for each year converted to an annual basis in Columns 5 and 7.

The cycle cost for the level of education required plus the forgone earnings cost of

each level of education is shown at the bottom of each table, where they are added

to complete the total investment costs. Then, assuming a 40-year working life for

the average government employee, the rate of return is found that will discount the

stream of net earnings differentials over the working life back to their present

value and set them equal to the total investment costs of the education required for

each civil service position.

The social rates of return for each level of education for those entering the

civil service are summarized in Table 2.85. The social rate of return for those

completing lower secondary education and entering the civil service is 29.1 percent,

a very good rate of return assuming that the salary scales reflect approximately

what is paid for comparable levels of skills in the private sector and reflect at

least in an approximate way the individuals' productivity. Rates of return of 15

pert:ent to completers of lower secondary education (without an SLC pass) also are

quite respectable, and comparable to the 13·17 percent social rates of return that

are the average found in 30 developing countries.
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Table 2.83

Age-Earnings Pro files for 1sf and 2nd Class

Non-Gazetted Administrators nased on 1984/1985 Salary Scales (Uupccs)

NOp.<j1tctlCC lnd Ch" Nga:CucI!cd It, 03" S.,nd..d
AI: ..... ' [.,aiall Ceni- Alnull Earninll Add'i [UDin.,

Ycu SLC Dirrerenli., rielle Dirr.renll.1 rou Pron'e

Inili.' COli -U.41S ·24.962
I 6'0 ]64 .U 1.36' 1,0 IS 4U

2 663 190 1)1 1.617 1,0)1 H4
] 676 All) 147 1,716 'I,~H 49J

4 619 416 16) I.U' I,oU '02
] 702 429 119 1.794 1,091 ]11

6 71] ee2 19' I••)) I,IU ]11

7 721 0' 911 1,'46 I.U' ])6

• 741 46. 917 I,U9 1,1]:; ]67

9 7]4 4" 94) 1,112 I,ll) ]71

10 769 676 1'61 1,911 1,19S ]19

II 711 III '7' 1.930 1,21] 650

U 799 1.066 997 1.9'9 1,2 IS 66]

U "4 1,261 I,OIl 2.02. 1,21S tl76
II 129 1.456 1.0]1 2.262 1,2 IS 619
IS 'ee 1,6l1 I,Oll 2.496 1,2 IS 702

16 159 1.'46 1~9 !,nO 1,2 IS lIS
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Table 2.84

Age-Earnings ProCiles Cor Gazetted Ad ministra tors

Based on 1984/1985 Salary Scaies (Rupees)

Seelion Alii Under Ioinl Add'l Speeill SlSndud
Orrieer Sec, Sec, Sec, Sec, Clu. 'Elrninll Annuli
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Table 2.85
Social Rates of Return to Investment in
Education in Civil Service Employment

Instructional Rate of
Education Level Yrs/Cycle Return

Primary Grades (1-5) (2)

Lower Secondary (6-7),
Non-Gazetted 4th Class 2.35 29.1%

Secondary (8-9) only,
Non-Gazetted 3rd Class 3.47 15.0%

Secondary (10, Sl.C)
Non-Gazetted 2nd Class 8.43 7.5%

Certificate (11-12),
Non-Gazetted 1st Class 4.00 8.0%

Bachelor (13-14), Assist.
Under, and Joint
Secretary (b) 4.00 21.7%

(a) Not available due to lack of a salary scale for those with no
primary education.

(b) Based on average salaries for persons with the same number
of years in service at these grades.

Rates of return to upper secondary were on the low side, not due to low

salary scales but instead due to the high cycle costs. An average of 8.43 years to

complete a school leaving certificate reflects very low internal efficiency at that

level.

The 21.7 percent social rate of return to a Bachelor's degree is high by

international standards. Since higher education is nearly free and so heavily

subsidized in Nepal, the private rate of return to the individual student is still

higher than this. As with all free or nearly free goods, a large pent-up demand

and queuing for admission to higher education is to be expected. But this

remarkably high rate of return to a Bachelors degree assumes that all those with a

Bachelors reach the ranks of section officer, assistant secretary, under secretary,

joint secretary, or secretary. Not all will do this but, on the other hand, the

formal salary scale does not include income from second jobs or other sources. It

therefore is hard to say whether the 21.7 percent understates or overstates the

returns to a Bachelors degree in the civil service.
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2.7.4 Education and Population Growth

One of the most important relatively recent discoveries, especially for

countries such as Nepal where high population growth rates are a serious problem,

is that the education of women lowers fertility rates. The relation to the education

of the husband is much weaker, and not as consistent (e.g., Rodriguez and Cleland,

1980). The positive effect of the education of women on per capita growth rates is

therefore a double effect. It nN only facilitates more women entering the labor

force of the market economy, thereby contributing to GOP (assuming that thcre is

underemployment and/or lower productivity in agriculture), but it also lowers

population growth rates thereby contributing to raising per capita standards of

living.

The reason that women's education lowers fertility rates is developed in

Schultz (1974) Economics of the Family, other Journal of Political Economy articles

since that time, and, for Nepal, in Y.B. Karki (1982) Fertility and the Value of

Children: A Study of Rural and Urban Populations in Nepal. The reason is primarily

that the increase in the value of the woman's time causes her to shift away from

the more time-intensive activities, such as rearing more children, toward those

activities where her education can be used to better advantage, including entering

the labor force of the market economy. This same pattern is noticed in the effects

of education on the allocation of women's time even within the home, away from

more children and toward a greater investment of time in the health and education

of fewer children. In Nepal, a woman with lower secondary education has some

alternative options, such as primary school teaching or small enterprise cottage

industry jobs. The woman who remains illiterate or has only primary education in

Nepal is known to marry two years earlkr than one with lower secondary education

(see National Planning Commission, 1987, p. 117). The girl without lower secondary

education has few attractive alternative options other than rearing children.

This strong tfl\:ct normally occurs in many other countries in Asia and the

Pacific as well as between those women who have achieved at least a lower

secondary education beyond the primary level, as one would expect from theory

(United Nations, 1980, pp. 162-5). However, as may be seen for Nepal in Table 2.86

below, just the literacy of the wife as provided by basic education has a low but

significant negative effective on fertility, after controlling for other influences, of

-.08 on the number of living children that the family actually has. It also has a

low though highly significant negative effect of ·.10 on the desired faClily size.

These wives are more likely to be aware of the existing technology of
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contraceptives. enabling them to plan the sizes of their families. But more

important. from th~ point of v,iew of the economic behavior. the alternative options

that then become available to them give them an incentive to use birth control

technology.

TUlaJhar (1982) finds little connection in Nepal between the educittion of the

husband and the number of children born in the family and in fact a slightly

positive effect of the education of males in the Tarai counterbalancing a slightly

negative effect on the number of children in the Hill region. But this relatively

negligible effect of the husband's education is consistent with what has been found

in studies in other countries.

Table 2.86

Net Correlation of Education with Fertility:

Gorkha District, 1979

Wife

Literacy

Education Level

Living Children

-.08·

-.04

Desired Family
Size (a)

-.04

Source: Karki (1982, Table 12.6).
• Significant at .05 level
•• Significant at .01 level

(a) Desired family size is the number of living children plus
the current pregnancy, if any. plus the number of additional
children wanted.

In Table 2.86, line 2, the number of years of education of the wife. which

would include the very large population of first grade female drop-outs in Nepal, is

less significant as would be expected from the theory. Nevertheless, the number of

years of education of the wife measured in this way is still seen to have a

consistently negative relation to the number of children the family has (even though

their health may be better and the earlier death rate may have been lower), as well

as to the desired family size.
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2.7.5 Higher Education Cost/Benefit Analysis

Higher education has a longer run strategic role in economic development.

Most studies find positive effects on the earnings of graduates, but are unable to

find significant effects on per capita growth, except after about a 10-12 year delay

(see McMahon, 1987). There is a negative effect on growth if the students

emigrate. Higher education first needs to meet the needs for technically competent

civil servants, university faculty, and physicians, but the effects Oli a nation's

output as the students of returning faculty in turn enter the labor force are long

delayed. Higher education also needs to provide advanced training in skills

necessary to development in areas where a nation has a natural comparative

advantage, as in hydroelectric power, irrigation, oil exploration, and tourism, for

example, in the case of Nepal. This helps to place the necessary technology

transfer and adaptation in the hands of Nepalese. These are strategic "thrusts"

designed to get something going where there is clear long term basic potential and

they will not always necessarily be the most cost effective in the short run when

the benefits are measured only in terms of the salaries that the civil servants,

university faculty, or the scientists earn.

As development proceeds, higher education is increasingly called upon to

provide the technical education and skills needed by the private sector: the

engineers, agricultural and agri-business specialists, accountants, and production and

financial managers. The U.S. Land-Grant University system offers one successful

example, which has also been applied quite successfully ;n India. It expands the

responsibilities of universities to also train people in the more applied fields of

engineering, business, and agriculture for the private sector. As this occurs, rate

of return analysis of higher education becomes increasingly relevant because the

earnings and employability of graduates indicate where the growth bottlenecl,s are.

For Nepal, there has been one early and good cost benefit analysis of higher

education conducted (Pandey, 1976). He drew a stratified random sample of 291

educated employed persons in Kathmandn in 1974-1975, from which the social and

private rates of return shown in Table 2.87 below were calculated. These were the

first known rates of return ever calculated for Nepal.

The results shown in Table 2.87 below indicate that the social and private

rates of return are very high. The social rate of return tCJ the General

Undergraduate (two-year) Certificate for example is 18.2 percent. and the private

rate of return to the student is a still larger 22.4 percent. This two-year degree

therefore would appear to be a good investment, in spite of the costs, both for the
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student and for society. This is in spite of the fact that all the rates of return

shown are exactly one half of those reported by Pandey beca use as the result of

interviews at the university conducted in connection with the estimation of the unit

costs of higher education (see Section 2.6.6. above), it was discovered that it takes

on the average four years to complete each program, twice the standard length of

the program that was used for the computation by Pandey. The years to complete

each program are shown in Table 2.87.

The fact that the private rate of return is above the social rate, not only at

this level but at all levels shown in Table 2.87, reflects the fact that higher

education is highly subsidized in Nepal, especially the two- and four-year programs

for professional students. Cost recovery, which is not practical at the present time,

would reduce the internal inefficiency that exists as a result of students taking too

long to complete each of these programs.

Table 2.87

Social and Private Rates of Return to Higher Education: 1974-1975

Program Years to Rates of Return
Tyoe of Program Length Complete Social Private
General Undergraduate 2 years 4 18.2% 22.4%

Certifica te

General Bachelors 4 years 8 11.5% 14.6%

"Professional" Under- 2 years 4 9.6% 12.8%
graduate Certificate

Professional Bachelors 4 years 8 6.4% 7.6%

Post-Graduate Degrees 2 years 3 5.7% 6.5%

Source: Pandey (1976)

The social rates of return to professional education, both at the undergraduate

and at the graduate level, are a lower 9.6 percent and 6.4 percent, largely because

the costs are higher and the salaries received by graduates are not commensurately

higher. The private ratcs of rcturn to professional Bachelors degrecs are not as far

above the social rates of return as they are in other curricula because many of

these professional Bachelors degrees were obtained in India, and the private families

as a result bore a much larger share of the costs.

2 - 166



Post graduate degrees yield a smaIler approximately 6.79 percent social rate of

return. But this is typical of the pattern worldwide. and the justification for

investing at this level must be more in terms of the longer run strategic need to

train university faculty. and persons in hydroelectrics, and other strategic

engineering. agriculture. and business fields as indicated above.

2.8 CONCLUSIONS

The economic and financial analysis within this chapter has focussed primarily

on how the contribution of education to raising per capita living standards can be

increased. It has also suggested ways to provide a more decentralized basis for

financing education. The 12 conclusions of the analysis are presented below. based

on the evidence set forth above.

2.8.1 Education and Economic Growth Conclusions

Conclusion 1. Contribution to growth. There is a wide range of evidence

worldwide, consistent with evidence found in Nepal, that education makes a very

significant contribution to economic growth. In some cases this can be a larger

contribution than investment in physical capital.

Both types of investment are necessary. in education and in physical capital.

A balanced strategy that lets the relative rates of return influence the rate of

increase for each type of investment appears to work the best. This same pattern

of quite high returns to investment in education appears in all the available

evidence on the returns to education in Nepal.

Conclusion 2. Underdenloped human resources. The rates of saving and

investment in human resource development as well as in physical capital have been

relatively low in Nepal (Section 2.2.1.2).

The result is a large and relatively underdeveloped human resource base which

is a major constraint to per capita growth and industrialization.

Conclusion 3. Female education benefits. There is also evideuce in Nepal.

consistent with studies worldwide, that when women are retained in school through

the lower secondary level the potential for slowing the population growth rate is

considerable.
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The evidence suggests that this could increase the age at marriage in Nepal by

two years, and also lower fertility rates (Section 2.7.4). This could influence an

increase in per capita growth and per capita living standards. Other economic

effects to be expected from the education of women are the positive effects this

has on the health of husbands and children. Also, there is a more efficient

utilization of this under-utilized resource as women enter the market economy.

When these effects of population growth and labor force entry are added to the

direct effects on productivity, the best evidence that exists suggests that education

contributes from 33 to 58 percent of the explanation for increases in per capita

living standards.

Conclusion 4. Industrialization. Because learning on the job is highly

correlated with amount of prior schooling, and because costs of separate vocational

education schools are very high, causing the rates of return to be relatively lower,

:he contribution of basic education and secondary general education to the growth

and industrialization process is larger.

Although some expansion of skill-based training is strategically essential (e.g.,

training the trainers), a nationwide system of separate vocational schools teaching

narrowly defined skills would not likely be cost effective.

This is not to say that terminal courses in applied skills are not needed.

Subjects such as vocational agriculture, practical nursing, computer programming,

bookkeeping, electrical, and craft skills help the students terminating at that level

to relate to their first job. A cadre with specific skills must be trained, which is a

strategic justification for a few special technical schools designed to develop

persons who can train others.

2.8.2. Fiscal Capacity Conclusions

Conclusion 5. Limited resources. Very low per capita economic growth

averaging only 0.1 percent per year severely limits both public and private resources

available to investment in education (Section 2.2.2.1 and Section 2.3.7).

Conclusion 6. .Efi'tc:iency and equity. Improvements in the efficiency and

equity of education financing could greatly increase the fiscal capacity of the

central and local government to finance the needed improvements in primary and

lower secondary education. Some aspects related to this are the following:
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a. Local schools need a stable revenue base to cover the building costs.

textbook and other fees charged. and the 25 percent of the teachers' salaries at the

lower secondary level and SO percent of the teachers' salaries at the upper

secondary level now covered locally.

b. The property tax on urban real estate and major village structures

has been growing as a possible source of revenue (Section 2.2.3.1). This is the

revenue source usually regarded as the most workable tax handle available to

locali ties.

c. Nepal's drop-out rate during and after Grade I is extremely high by

developing country standards (Section 2.6.2.2).

d. The present grants-in-aid system encourages inefficiency. School aid

elsewhere is often based on average daily attendance of pupils throughout the year.

which would give hcadmasters, tcachers. and School Management Committees very

strong incentives to reduce drop-outs.

e. The current school financing formula that rcimburses on the basis of

teachers salaries rather than average daily attendance, and the lack of a local

supplemental school tax ratc on thc value of structures, are two key aspects of

school financing that contribute to internal inefficiency and to underutilized fiscal

capacity for the local schools.

2.8.3 Manpower Conclusions

Conclusion 7. Insufficient supply. The total manpower available has been

insufficient for supporting dcvelopmcnt programs.

Conclusion 8. Low unemployment. Unemployment in recent years has

generally been low. There are short-run cyclical factors that create some

temporary unemployment. But this is related to fluctuations in demands and not

relevant to the education system which is concerned with much longer run

investments in human resource development.

Conclusion 9. Manpower imbalance. Over expansion of specific skill training

at advanced levels can create manpower imbalances. The remedy is to avoid over

expansion, to use tracer studies and manpower data to constantly monitor the

system, and to "top off" the needs in specific skill areas with general education

graduates who are trainable by existing cadres already on the job. The manpower

situation is ch'lracterized by a surplus of unskilled laborers and illiterates on the
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one hand, and a shortage of lower- and middle-level technical and management

skills, ~.,~ persons who are trainable on the job, on the other.

Conclusion 10. Job-search l'S. unemployment. All secondary school graduates

normally require some job-search time. This is frequently confused with

unemployment of secondary school graduates. Tracer studies, that often find the

secondary school leaver employed nine months later, reveal this pattern.

2.8.4 Costs and Rates of Return Conclusions

Conclusion 11. Rates. Social rates of return to the different levels of

education in Nepal are estimated to be as follows:

Primary Education over 100% Section 2.7.1

Lower Secondary 29.1% Section 2.7.3

Upper Secondary (SLC) 7.5% Section 2.7.3

College
(Certificate) (1-12) 8.0% Section 2.7.3

Bachelors 21.7% Secdon 2.7.3

Conclusion 12. Higher education. Within higher education, the evidence

suggests that the rates of return to the general undergraduate certificate and

Bachelors (11.5 to 18.2 percent) are highest. Professional undergraduate certificates

and Bachelors returns are lower because the costs are higher (Section 2.7.5). Cycle

costs in most curricula are increased by the average of four years taken to

complete two-year programs. There are strategic reasons for certain kinds of

investment in higher education, related to the human resource requirements for the

nation's longer run comparative advantage, and the need to continue to develop

skillful civil servants.

2.9 RECOMMENDATIONS

These recommendations are based on the evidence and conclusions in this

chapter and are consistent with the recommendations made by the National

Education Committee (1983) study, The Effects of New Trends in Educational

Financing on the Plan Objectives, Equity, Quality. and Efficiency. Chapter 2

recommendations are new and more specific with respect to the financing of primary

education, and regarding budgeting priorities. In general, both studies are

consistent with respect to their overall recommendations.
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2.9.1 Budgeting to Improve Allocathe Efficiency

The economic and financial analysis has focused on ways to increase the

contribution of education to raising per capita income. Based on education's

contribution to economic growth and industrialization worldwide, and on the best

estimates that can be made in Nepal (Section 2.8.4), it is concluded (Section 2.8.1)

that there can be hi8h payoffs by increasing the investment in primary and lower

secondary education. This offers guidance in that new budget increments do nOlt

have to be made on an ad hoc or external assistance agency interest basis, but

should be made where the returns are greatest in relation to the costs. Depending

upon the validity of the assumptions, the rates of return to investment in primary

education in Nepal, which include the contribution it makes to agricultural output,

may well be over 100 percent, returns to lower secondary 29.1 percent, to secondary

7.5 percent, and returns to different university programs vary between 8 and 21

percent. Even if the assumptions for these rates of return are not totally valid,

there probably still is a sound economic justification for supporting the rapid

achievement of universal primary education as part of a balanced domestic

investment strategy and as already set out in objectives of the Basic Needs

Strategy, and for seeking to attract external assistance agency interest to help with

this aspect of the strategy.

Recommendation 1. Since the evidence shows that the highest growth payoff

is to primary and lower secondary education, the goals of faster per capita

economic growth as well as more equitable distribution through greater equality of

educational opportunity can both be served simultaneously by relatively more rapid

increases in investment here.

Such a policy does not cause a conflict between efficiency and equity, but

instead serves them both. Primary and lower secondary education also is highly

correlated with the amount of learning through experience on-the-job by craftsman

and in industry, and is a key part of a balanced investment strategy that best

develops the kinds of human resource base most needed for industrialization.

2.9.2 Improving Educational Flnandng

Recommendation 2. To reduce the inefficiency associated with high drop-out

rates at primary and lower secondary, the current grants-in-aid system that

reimburses teachers' salaries directly should be replaced by a school aid formula
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more clearly based on the average daily attendance (ADA) of children in the school.

This school aid formula furthermore needs to have two additional features:

1. A provision that matches all funds per child in ADA that are raised
locally by the school tax on property (or some other non-regressive tax
handle) so that the local panchayats have an incentive to support the
schools.

2. A provision that provides a floor level of expenditure per child in ADA,
since some districts have little or no local property.

This recommendation has implications for encouraging local initiative in

education with a degree of involvement of local bodies in educational planning,

monitoring, and financing. The next step would be to undertake more detailed

study of this proposal, for example, of the method of verifying ADA in the schools

for some unannounced sample period during the end of the term and the method for

determination of the floor-level of expenditure per child in ADA to be guaranteed

by the Central Government.

Recommendation 3. The Ministry of Education and Culture, in cooperation

with the Ministry of Finance, should form a joint committee or task force to

recommend specific workable ways to give local primary and lower secondary schools

an independent and non..regressive revenue base that encourages higher retention

rates and higher quality in the local public schools.

To finance the universal primary education under the Basic Needs Strategy,

and to encourage local initiative, an independent and stable source of revenue for

the local schools needs to be designated in addition to what the Central Government

will contribute. The designated source needs to be realistic and equitable, and

therefore should not permit the taxing of only the poorest persons in each village.

Education is an investment in the economic growth of the nation, and not a

consumption benefit to the parents. The parents do not benefit from the education

but instead reduce their consumption by forgoing the production of their children in

farming and work at home while they are in primary and lower secondary schools.

This is a large burden on the parents in subsistence agriculture, and a major cause

of the high drop-out rate. What specifically can be done needs to be worked out

by such a joint committee, of course, but if the experience in other countries is

any guide, this is a matter in which the MOEC needs to take the initiative.

One possibility would be to designate and expand the scope of the urban

property tax based on the value of urban and rural real estate including all larger

buildings. The local panchayats could be encouraged to vote a separate "millage
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rate" (i.e., an extra percentage added to a tax already being levied) that is

designated for the exclusive use of education. These funds could then be turned

over to the local primary and lower secondary School Management Committee.

These funds would need to be provided only on the condition that they be used to

replace any primary or lower secondary fees still charged locally and which

encourage drop-outs. They could also be used to cover building costs, the 25

percent of lower secondary salaries that must be covered at the local level, and to

improve quality. This would give the local panchayats some initiative, and an

interest and a capacity to help improve the efficiency and quality of the local

schools.

Authority to do this already exists under the Decentralization Act of 1982. No

local panchayats have used this option, however, in part because the value of urban

and rural structures (for example) has not been clearly designated as the "tax

handle." The scope of such a real estate tax would need to be expanded to be sure

that it included the value of all new urban and rural structures not now on the tax

rolls.

2.9.3 Improving Allocative Efficiency

The most important and basic requirement for efficiency in human resource

development for industrialization as a whole has been addressed by Recommendation

I above. The most basic requirement is to have a broader base of literate,

trainable labor available to agriculture, small business, and industry. There also is

a need for advanced technical manpower in areas where Nepal has a longer run

strategic advantage, such as hydroelectric power, irrigation, and tourism, and a

strategic need for efficient managers in the public and private sectors.

Beyond this there must be developed intermediate skills of all types. Many of

the costs of doing this are developed in the section on costs (2.6) above. Good

current data exist on the returns to the major levels and types of education and in

the different types of employment (industry, civil service, agriculture, etc.). When

the 1986-1987 Household Budget Survey data are available they will provide further

information on the return to investments in education at all levels.

The MOEC is faced with competing demands from many different subsectors of

education. Most programs' usually want more resources, and it is very difficult to

manage these competing demands and to make decisions on the ba!lis of what is best

for economic growth and widescale employment as called for by the Seventh Five

Year Plan. For an objective source of facts relevant to budget decisions, an
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independent, comprehensive data source and a stronger analytical capability is

needed in the MOEC.

Recommendation 4. The MOEC should develop access to independent sources

of data such as the 1986-1987 National Household Budget Survey, tracer studies, and

national manpower surveys, and further develop its capacity to' analyze these

sources for help in decision-making based on the returns to education, thereby

helping the education sector investments relate more closely to the needs of the

economy. Such data would permit refinements -[0 current estimates of social rates

of return for the different levels and types of education. This also would provide

independent evidence about returns in relation to costs, where the shortages are

most acute, and hence where the relative increments are most needed for the use of

scarce resources among competing programs.

Recommendation 5. With respect to over expansion of separately tracked

secondary schools offering training in narrowly defined specific skill areas, caution

should be used.

Recommendation 6. Continuing emphasis should be given to providing special

incentives and facilities for encouraging women's increased participation in

education. Women are an underutilized resource in the nation. Their potential

contributions to industrialization, business skills, teaching, and the professions are

being underutilized. The education of women through the lower secondary level also

can make significant contributions to reduced population growth.

In conclusion, the above six recommendations show that the economic evidence

on the relative contributions of different levels and types of education to per capita

economic growth can offer a great deal of insight and guidance to efficient and

equitable resource allocation in developing the nation's large human resource base.

However, there are also insights into the future about long run strategies related to

comparative economic advantages such as in hydroelectric power, irrigation, and

tourism, that need to be taken into account in developing the highly skilled

manpower needed to support these areas.
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3. EDUCATION SYSTEM MANAGEMENT

Good management includes planning, budgeting, implementation, monitnring, and

evaluation. More development plans fail because of poor management than because

of lack of resources, and therefore good management is an important element in

every education system. Good management is necessary for the efficient and

eff~ctive use of all national resources, including those provided by government as

well as those provided by external assistance.

The significant role of management extends across all subsectors in education,

and the magnitude of the management of educational resources has become even

more important for Nepal since the objectives of the Basic Needs document of May

1987 have been added to those of the Seventh Plan.

This chapter assesses the role of the Ministry of Education and Culture

(MOEC) in the management of education. It begins with a brief overview of the

education system so that the status of the management system as it exists today

(1987) can be understood in its proper historical setting. Next, a summary is given

of the current status of the management system within the MOEC, including its

goals, structure and functions, staffing, incentive system, and opportunities available

for staff training. An analysis of the current status is then made, which identifies

existing needs and constraints to management and derives a set of conclusions about

the status. On the basis of the above analysis, a set of recommendations is made

to enhance the effectiveness of the education system management.

3.1 HISTORICAL SETTING

Without an understanding of the historical setting of an education system, no

valid analysis can be made of its current status. The objective of this section is to

provide this setting.

Background

The history of the development of management structures in Nepal is well

documented and analyzed in Planning for People (1979, Chapter 4). The ad

ministration before 1951 was dominated by the Rana regime, when the country was

not managed with a view to the well-being of the nation as a whole. Following the

disturbances and conflict of late 1950, and the Delhi Agreement of 1951, the

national administration was largely influenced by the British colonial administrative

system through the Indian Civil Service administrators who worked closely with the
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new administration in Nepal. This system was not effective in meeting the

challenges of a new nation and three phases of reform followed.

The Administrative R(;iorms Planning Commission (ARPC) during 1956-1957

recommended an administrative reorganization of the country, which was never

implemented, based on the Indian block system. The ARPC recommended that the

32 existing districts be reformulated and grouped into seven divisions. In the

second phase, the Nepali Congress government in 1959-1960 further developed the

ARPC block system, but neither was this plan implemented. The third district

administration reform proposal, which included the Panchayat System, was made and

implemented in 1961. This major move toward decentralization, which still

comprises the structure of development thrust today, was made in response to the

very highly centralized Rana administration.

The Panchayat System was int~nded to involve the Village Panchayats (local

councils) in the overall system of government, giving them a voice in the

management of the nation. Local administration under this system was to be based

on 75 districts. This is the administrative structure that is still in place in 1987,

the 75 districts having been divided into fourteen development zones and five

development regions: Eastern (16 districts), Central (19 districts), Western (16

districts) Mid-Western (I5 districts), and Far-Western (9 districts). These are

shown on the map in Figure 3. I.

Educational activities in Nepal arc under the jurisdiction of the MOEC, as

described in detail within this chapter. Guidance for the development of the

educational system has been provided to education officials in a series of seven

five-year development plans, the first of which was prepared in 1956. The nation is

now under the guidance of the Seventh Plan, covering the years from 1985 to 1990.

Other planning documents which are significant are the National Education System

Plan (NESP), which in 1971 was promulgated to make education more relevant to the

development needs of the nation, and the Basic Needs document of May 1987 which,

among other policies, set a target of achieving universal primary education by the

year 2000 A.D. These current documents that guide the work of the MOEC are

explained further in the text below.

Scope of Chapter

The scope of this chapter covers all aspects related to the management of

education in Nepal. This includes the structure, organization, and functions of the

central offices of the MOEC down to the district level components of the system:
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the School Management Committees (SMCs), the supervisors, the headmasters, and

the teachers. The major focus of this chapter is on the MOEC central offices,

although the district, school, and classroom aspects of the management of education

are covered to some extent. These latter aspects of the management of education

are treated in more detail in the chapters on primary and on secondary education.

An analysis of the management of the private schools is not within the terms of

reference for this sector assessment.

Sources of Information

A major starting point for the information upon which this chapter is based

was the UNESCO-sponsored study of educationa: management in Nepal that was

completed in 1984. This document was an important source of background material

and provided an initial listing of priority needs in the domain of educational

management. The information in the UNESCO report was used as the basis for

structured interviews that were conducted with the heads of all major divisions in

the MOEC and informed educators in Nepal. In addition, interviews were held with

district education officers, regional education Dfficers, and school supervisors and

teachers in both urban and rural areas. The results of these interviews, and a

review of several relevant documents, provide the foundation for the information in

this chapter. All interviewees and the background documents are cited in the

annexes to this chapter.

3.2 STATUS

This section covers the institutional goals of the MOEC, a description of its

structure and organization, the current staffing level, the performance incentives,

and the training opportunities available to the staff. The basic information in this

section on status serves as the foundation for the analysis provided below in

Section 3.3.

3.2.1 Goals

The overall goals of the MOEC originate with the guidance and directives

provided by HMG, as decided at a general level by the Cabinet. These general

guidelines are made operational through policy and implementation guidelines as

discussed below.
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Policy

The administrative organization of the MOEC is shown in Figure 3.2. This

figure, which is described more fully in Section 3.2.2 below, indicates that the

policy of the MOEC is set by the National Education Committee (NEC). The NEC

advises the MOEC and the Secretary of Education on ways to implement the overall

operations of the MOEC. The NEC operates in an advisory capacity to the MOEC;

the direct reporting line for the Minister of Education is to the Cabinet.1

Various documents and five-year plans also determine the policy of the MOEC.

One of the most prominent of these was the National Education System Plan

(NESP), which in 1971 was prepared to make education more closely related to

national development goals. Important features of the NESP involved increasing the

vocational component of secondary education to make it more relevant to the

production of trained manpower, improving cur. :.:ula and text':ooks, and decentral

izing educational administration to give more responsibilities to the local levels

(Regional, Zonal, and District Offices). Although later plans reversed the vocational

and technical emphases in the general secondary !'d,ools, most aspects of the NESP

are today still reflected in educ::..tion policies and plans.

The Seventh Plan

The Seventh Plan sets forth the national development objectives for Nepal for

the years 1985 to 1990, giving targets and general guidelines. In May of 1987 HMG

published a detailed program, amplifying the plan's goal. The program aims to

satisfy the basic needs of the nation, to the equivalent of Asian standards, by the

year 2000 A.D.

Increased access to basic social services, including education and health care,

will require financial resources that may be far beyond HMG's current and

anticipated revenues. The particular challenge to the MOEC is to contribute to the

most effective and efficient uses of all resources available to the education sector

under the current plan period and in the future. Because of the current and

anticipated scarcity of financial and manpower resources in the sector, good

management will be a key factor in meeting all objectives set for the education

system.

lA reorganization of the MOEC has recently been approved, following the
preparation of this report (August 1987). The new administrative organization is
shown in Annex 3.3.
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Figure 3.2

Administrative Organization
of the MOEC
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Responsi bili ties

Responsibilities of the MOEC include the management of all educational

activities in the country. This covers planning, implementation, monitoring, and

evaluation--four key components for effective education. The levels of education

comprise primary, secondary. and all post-secondary programs, including technical

and vocational education. According to information from the MOEC for 1985, this

includes management of education for 1,812.098 primary students in 11.869 schools,

496,821 secondary students in 4.899 secondary schools, and 648 vocational and

technical students in 12 vocational and technical schools throughout the 75 districts.

These responsibilities cover management of the full range of support services

for this system, which includes but is not limited to the following: curriculum,

textbooks and related materials. teacher training and placement, certification, and

budgetary support. This is a gigantic management task. and one that affects the

well-being of all students in the nation. In addition, as established in the chapter

of this assessment that covers the economic and fiscal analysis, the effective

management of basic education can have positive effects on achievement and

economic growth.

Organizational Overview

The overview of the organization of the MOEC. which is described in more

detail within the following section, is shown in Figure 3.2. This indicates that the

Minister of Education. who in this position is an ex officio member of the Cabinet,

is at the head of the MOEC. Reporting to him is the Secretary of Education, who

is more directly responsible for the day-to-day operations of the MOEC. The major

divisions of the MOEC are the following: the Planning Division; the Educational

Administration Division; and the General Administration Division. Other units of the

MOEC include the Directorate of Technical and Vocational Education; the Office of

the Controller of Examinations; the Curriculum, Textbook and Supervision

Development Centre (CTSDC); the Department of Archaeology; the Janak Educational

Material Centre (JEMC), a ~ublic enterprise directly under the Secretary of

Education; and the five Regional Directorates of Education. ALso reporting to the

Additional Secretary of Educ~.tion are four sections: the UNESCO/UNICEF Section;

the Higher Education/Scholarship Section; the Culture Section; and the Publicity and

Public Relations Section. All sections have the same status. but the Additional
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Secretary is more directly involved in managing the last four sections. Directly

under the five Regional Directorates, which are located in the five development

regions of the country, are the 75 District Education Offices (DEOs), and the

schools are directly under the jurisdiction of these offices. Following the 1985-1986

decentralizatiun, planning has been done at both the central and the district levels.

At the central level, for example, planning is done for the trade schools and higher

education. Planning at the district level is done for primary education and adult

education. The district level planning is facilitated by the Local Development

Officers, one per district.

Several interviewees stressed the key role of the District Education Officers in

the administration of the education system. These officers are close to the

delivering end of the education system and are very aware of the educational needs

at the grassroots level throughout the nation. There are 3,199 employees of the

MOEC, excluding the teachers and headmasters. These are shown in Table 3.1,

broken down by organizational units.

People's participation in the management of this system is through direct

influence upon the Cabinet by people's representatives in the Rastriya Panchayat

(i.e., parliament), and at the district levels where guidance is given to the District

Education Offices by the District Panchayat. In addition, the School Management

Committee (SMC) for each school has a strong voice in school management,

including the hiring of permanent members of the teaching staff.

The responsibilities within the MOEC are divided generally into planning,

which is done at the central level, and administration, which is done at the level of

the Regional Directorates of Education and below. The de facto division of these

two responsibilities, according to some interviewees, is such that the planners and

decision-makers are the joint secretaries (i.e., division heads) and the implementors

are the heads of the sections within the divisions of the central offices of the

MOEC.

3.2.2 Structure and Functions

This section describes in more detail the structure and organization of the

MOEC. It describes the MOEC, including its structure, people's participation,

information flow, centralized decision-making, fiscal management, facilities and

logistics, planning data, and external assistance agency coordination.
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Table 3.1
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The major responsibility for the smooth functioning of the education system

rests upon the MOEC administrative and managerial staff. The effective and

efficient functioning of the entire education system depends more upon them than

upon any othel .=omponent of the entire system. The focus of this chapter is up, 1

the processes within the management system.

The ultimate criterion with which to assess system effectiveness, of course,

involves a more global analysis of the system outputs, the many graduates of the

education and training institutions under the auspices of the MOEC. The value of

these trainees and graduates, as compared to the unit and cycle costs for preparing

each of them to join the nation's workforce, is covered in the economic and

financial analysis presented in Chapter 2, and in the more detailed analysis of the

subsectors related to primary education (Chapter 4), secondary education (Chapter

5), teacher education (Chapter 6), vocational and technical training (Chapter 7), and

nonformal education (Chapter 3).

3.2.2.1 Structure. The location of authority within the MOEC has been

depicted above in Figure 3.2. As indicated briefly above in Sectic,il 3.2.1, the

National Education Committee (NEC) provides general policy guidance to the MOEC.

The NEC was formed after the implementation of the NESP, and was established

under the chairmanship of the Minister of Education. In addition to its

responsibility to monitor and evaluate the implementation of the NESP, it is

responsible for setting national education policies. The NEC also is empowered to

modify the NESP as nec~ssary and to issue directives to offices concerned with its

implementation.

The NEC is an important body in the education system of Nepal. The

vice-chancellor of Tribhuvan University (T.U.) and the Secretary of the MOEC are

members of this 9-member committee. The Member-Secretary is a full-time member,

and most of the remaining are ex officio members. The relatively small secretariat

is headed by the Member-Secretary. The NEe is an autonomous body, although all

of its staff are members of the MOEC. It reviews the progress of activities in the

education sector, and has the authority to commission study teams to assess

educational issues at the policy level.

The MOEC wa:; first established in 1951. The most significant change in the

responsibilities of the MOEC came with the 1971 introduction of the NESP. HMG's

decision at that time to divide the country into four Development Regions (and later

3 - 10

. f



into five) affected the MOEC structure. The structure of the MOEC has changed

from time to time to meet its expanding responsibilities.

The MOEC is headed by the State Minister of Education, who also is an

ex-officio member of the Rastriya Panchayat. The highest non-cabinet member of

the MOEC is the Secretary of Education, who is mainly concerned with the

administration of the MOEC. There is an Additional Secretary, directly under the

Secretary as shown in Figure 3.2, who assists him with his administrative

responsibili ties.

The administrative responsibilities of the MOEC are handled through three

major divisions, each headed by a joint secretary. These are the following: the

Planning Division; the Educational Administration Division; and the General

Administration Division. In addition to these three divisions, there are other

divisions, departments, and directorates within the MOEC, each also directed by

joint secretaries. These are also shown on Figure 3.2, and are the following: the

Directorate of Technical and Vocational Education; the Office of the Controller of

Examinations; the Curriculum, Textbook and Supervision Development Centre

(CTSDC); the Department of Archaeology; and the five Regional Directorates of

Education (RDOs). The Janak Education Material Centre is an organization under

the auspices of the MOEC, but it functions as an autonomous corporation; and it is

therefore administered under the rules and regulations for Government Corporations.

In addition, there are four sections that report directly to the Additional Secretary.

These are the following: the UNESCO/UNICEF Section; the Higher Education/

Scholarship Section; the Culture Section; and the Publicity and Public Relations

Section.

3.2.2.2 ,«'unctions. The paragraphs within this subsection describe the

functions of the MOEC, depicted in Figure 3.2, in the following activity areas:

general responsibilities; policy formulation and planning; information flow; data

collection and use; curriculum and textbooks; equipment and educational materials;

school administration; examinations; supervision and inservice training; teacher

management; technical and vocational training; and adult education. The functions

of the Department of Archaeology, Tribhuvan University, and Mahendra Sanskrit

University are not included below, as they are not within the terms of reference

for this sector assessment. Also excluded from the offices shown in Figure 3.1 are

the functions of several smaller sections whose activities are not directly related to

thosl;; aspects of the MOEC managl.:ment covered by this chapter.
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General Responsibilities

As summarized in the 1984 UNESCO study of educational management in Nepal

(pp. 12-13), the following are among the responsibilities of the MOEC. (Since the

1984 study other responsibilities have been added. These include an evaluation of

the MOEC programs every four months. Also, with regard to the third item in the

list below, since the second year of the seventh ;..'Ian the NPC only has to approve

"priority" projects and not "general" projects.)

• To provide necessary information to the National Education Committee for
policy decisions

• To assist the National planning Commission in the formulation of perio::lic
plans

• To prepare annual programs on the basis of the development plan and
submit (them) to the National Planning Commission for formal approval

• To formulate necessary regulations for school level education

• To prepare projects and negotiate with donor agencies

• To allot new schools and additional teacher Quotas to the districts

• To provide grants to the schools through District Education Committees

• To keep accounts of financial expenditures and prepare statements for
auditing

• To monitor progress of various projects and programs

• Personnel Administration of its employees

• To provide grants to the University

• To implement the adult education programs and monitor their
performances

• To prepare materials for the adult education program

• To prepare (plans) for the training of the inservice teachers

• To get educational laws and bye-laws enacted

Policy Formulation and Planning

As described above in Section 3.2.1, the NEC is responsible for setting policy

for the MOEC. The implementation plans of HMG are prepared on a five-year

basis. The Seventh Plan, as all other preceding development plans, includes targets

for the education sector. The formulation of the education components of the
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five-year plan begin in the Planning Division of the MOEC, where they are prepared

with inputs from all of the concerned offices of the MOEC. There also is

participation by the District Panchayats in the planning of district-level educational

development programs. Broad guidelines provided by the National Planning

Commission provide a general framework for preparation of the draft plan for

education. After the NPC approves the five-year implementation plan for education,

it is submitted to the National Development Council. At this highest body the plan

is reviewed, modified if necessary, and then formally adopted.

The plan approved by the NPC provides the framework for preparation of

annual plans by the MOEC. These within-MOEC annual plans are prepared by the

Planning Division, which coordinates this preparation with all concerned offices.

Annual plans for priority projects are approved by the NPC. All projects are

coordinated with the Ministry of Finance, to ensure that the annual plan is

financially feasible. A difficulty with this complex preparation of annual plans is

that the entire cycle lasts from four to six months.

Information Flow

The flow of information among Ministries is reported to be a serious area of

concern. Because of the relationship between education and activities in many

other sectors, effective educational planning requires a free exchange of information

on a timely basis. Interviewees as well as document sources indicate that this free

flow of information does not take. place.

With respect to the flow of information among offices within the MOEC, this

was reported to have been a problem in the past. A recent step to improve this

flow involves weekly meetings of division heads and the Secretary of Education

within the MOEC, and monthly meetings with this same group that also include

section chiefs. The nature and amount of information exchanged at these meetings

could still be improved, but most reports indicate that the meetings have increased

internal communication.

Data Collection and Use

Data collection is fragmented in the MOEC, and the data quality is poor. Both

the Educational Administration Division (School Administration Section) and the

Planning Division (Manpower and Statistics Section) collect data within the MOEC.

The former office collects information related to the evaluation of school programs

and the latter collects general statistical information on students, teachers, schools,
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examinations, and similar basic data. These two units of the MOEC sometimes

collect these data at different times of the year, and on different forms. Some of

the same information is requested on both forms.

There are a number of problems related to the quality and timeliness of the

data. Much of the flow of data from the schools to the MOEC, through the

District .Education Offices, is very slow. The central offices of the MOEC have no

effective authority to enforce the completion and timely submission of these forms.

In addition, there currently are not sufficient funds available to validate the

information. Many ir.terviewees consistently report that it is common for some

headmasters to fill in these forms inaccurately. For enrollment reports, for

example, DEOs are reported to sometimes just increase the prior year figures by

about nve percent. There is no independent source of information about the data

reported by these two units of the MOEC, and hence no way for concerned offices

to assess their quality and accur3cy.

All available data are now used to support planning done by the MOEC. The

kinds of data collected by the MOEC could be changed, however, to better support

planning. There is not a sufficiently close relationship between the design of the

~atabase and the policy questions that should be addressed by the MOEC's Planning

Division and, ultimately, the NEC and the NPC. Also, the data collected are not of

sufficiently established accuracy, and are not made available on a timely enough

basis, to effectively support planning. The planning of the MOEC, the NEC, and

the NPC could be more effective, and more targeted on the priority needs of

education, if supported by higher quality, more reliable, and timely data.

The history of planning in the education sector is characterized by relatively

abrupt changes in policies affecting the structure of the educational cycles,

curriculum content, and supervisory practices. A highly visible example was the

introduction of the semester system at T.V., which was abandoned after only a few

years for a return to the annual examination system. Planning based on data would

be more stable, and contribute to the more efficient use of resources in this

important sector. Planning units within the MOEC, and the NEC and the NPC, at

present are not fully staffed and have few trained officials that can serve them by

providing data and special studies to support the development of their plans and

policies. Some recent steps have been taken to remedy this in the Manpower and

Statistics Section of the Planning Division. With assistance from the lEES Project,

this section has recently supplied data and projections that have been used in

planning.
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Curriculum and Textbooks

The curricula for the primary and secondary cycles are prepared by the

Curriculum, Textbook and Supervision Development Centre (CTSDC). Curriculum

design is the responsibility of a professional team reporting to the Curriculum

Coordination Committee. The CTSDC identifies textbook writers, and then contracts

for the preparation of textbooks based on the approved curricula. The textbooks

are produced by the Janak Education Material Centre (JEMC), and the distribution

of the books is done by Sajha Publishers, a Public Enterprise.

New editions of textbooks are prepared and printed each year. It is the

intention of this rather expensive annual procedure, which makes it impossible to

achieve economies of scale in printing costs, to make corrections and improvements

in the books from year to year. Some reports indicate, however, that very few

changes are actually made from year to year.

Equipment and Educational Materials

There is not enough general office equipment in the central offices of the

MOEC. Photocopiers, typewriters, word processors, computers, telephones, and

other basic equipment required for effective administration are not available in

adequate numbers, and are sometimes not in working order. Reports indicate that

the shortage of equipment is especially acute in the District Education Offices.

There are shortages of educational materials in all of the schools, as covered

in more details within the chapters on primary and secondary education. It is the

responsibility of the MOEC to initially furnish the District Education Offices and

schools with equipment, but the responsibility of the recipient units to maintain,

repair, and replace the equipment. Without sufficient funds, of course, the

equipment becomes non-operational within a relatively short time.

School Administration

The administration of schools is highly decentralized. Every school in the

nation is under the direction of a School Management Committee (SMC). This SMC

is under the direction of the local Pradhan Panch (i.e., chief of the village

panchayat) in most cases, and membership includes the school headmaster, a

teacher, two members nominated by the District Education Office, one guardian (i.e.,

student parent or sponsor), and one social worker. The SMC is a very powerful

force at the school level. One of its most powerful sources of influence is its
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ability to appoint and evaluate all teachers from a list of possible candidates

prepared by a selection committee of the DEO. It also must approve the school

budget. The headmaster is responsible for academic aspects of the school

administration, including teacher assignments and teaching loads, academic records,

and similar tasks.

The SMC system was established to give local communities an influence over

the operation of their schools. These committees, in fact, represent strong political

forces in school administration. Many individuals report that they do not contribute

to effective instruction in the schools. Because of the political aspects of the

SMCs, there are some cases where teachers are appointed as personal favors rather

than on the basis of their qualifications and teaching ability. If a headmaster does

not have the authority to fire an ineffective teacher, he does not have any

effective way to enforce directives regarding the teacher's behavior.

Examinations

There are two kinds of examinations in the primary anJ secondary cycles of

the education system, internal examinations through Grade 10, and the all-important

external School Leaving Certificate (SLC) examination at the end of Grade 10.

Through to Grade 10 internal examinations are given in the middle and at the end

of each year, the latter determining whether or not the student passes to the next

grade. These internal examinations are developed, administered, and graded by

each individual school. Thus, there is no consistent standard across schools with

regard to promotion from one grade to the next within the primary and secondary

cycles.

At the end of the primary cycle an external final examination is developed,

administered, and graded by the District Education Office. And at the end of the'

secondary cycle a final external examination is developed and graded by the

Regional Directorate of Education Office in each of the five development regions.

The most important examination is the SLe, which is fully described and

discussed in Section 5.1.4.5 of the secondary education chapter of this assessment.

Some students who complete Grade 10 are not allowed to even sit for the SLC

examination. Before they are allowed to do this they must take a Grade 10

examination set by their individual school. Only those students who do well on this

examination are "sent up" (i.e., allowed to take the SLC). As pointed out in the

secondary education chapter, this is done in order to increase the passing

percentage of students from individual schools, because government financial
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assistance to secondary schools is reduced if their percentage of SLC passes is too

low (i.e., below 15 percent of those sent up) for three consecutive years. This

encourages some schools to send up only thcir bcst studcnts in order to maintain an

artificially high SLC pass rate.

Thc Office of the Controllcr of Examinations within the MOEC prepares,

administers, and gradcs thc SLC. As discussed more fully in Section 5.1.4.5 of the

secondary education chapter, this examination is of unproven rcliability and validity,

and yet it has a strong influencc on the livcs of all students who take it. In

addition, there were reports of irregularities in prior administrations of the

examination, which cast further doubts on its uscfulness either as a certifying

examination for academic achievement at the end of secondary education or as a

scrcening cxamination for entrance into higher cducation. Beginning three ycars

ago the MOEC has takcn stcps to addrcss the problcms of thcse irregularities in

examination administration.

Supenision and Training

Thc supcrvision and school-site inscrvice training of teachers is the

responsibility of the school supervisors in each District Education Office. All

primary and sccondary school supervisors are expected to spcnd 25 days of each

month visiting schools, conducting inservice training courses for teachers, and

generally monitoring the operations of the schools. This supervision, however,

rarely takes place. Many supervisors spend most of their time in the District

Education Offices doing administrative jobs, and rarely visit schools. On the

occasion of thcse rare visits, it is reported, very little supervision is accomplished.

The main reason given for the lack of effective supervision is the lack of

funds for the supervisors' travel allowances and daily allowances (TA/DA). Even if

sufficient TA/DA were to be made available, which does not appear to be likely in

the opinion of some, a large number of the supervisors lack sufficient professional

training to perform their complcx assignments effectively.2 Given thc high degree

of absentceism among school teachers, and the general low Quality of professional

training many of them receive, this lack of effective supervision is especially

detrimental to the attainment of effective classroom instruction.

2Since the draft of this report (August 1987) Field Allowances have been
instituted for primary and secondary inspectors. The primary inspectors are given
200 rupces monthly for 30 days in the field and the secondary inspectors are given
280 rupees on the same basis. If 30 days are not spent in the field, these
allowances are proportionately reduced.

3 - 17



The supervisors are soon to be designated as inspectors, with an increased

emphasis on the monitoring aspects of their jobs. This simple re-designation,

however, will not solve all of the problems of supervision. Professional training is

also needed, in many cases, and there still will be travel impediments associated

with the lack of TAIDA.

Teacher Management

The product of the educational system is the achievement of the students.

Teachers manage the instruction that delivers this product, and hence are a critical

component of the system. The management of these teachers themselves is thus

particularly important.

The management of teachers begins with their selection. This is technically

done by a Teacher Selection Sub-Committee of the District Education Committee in

each district. The sub-committee establishes a pool of teachers that they consider

qualified, and all permanent teachers must be selected from this group. The SMC,

however, can appoint teachers from outside this pool, although only on a temporary

basis.

Once teachers are employed, on either a temporary or permanent basis, their

daily activities are under the direction of the headmaster. As pointed out above,

the headmaster has not hired the teachers, nor can he fire them. His influence

over their teaching practices, of course, is significantly reduced by this

arrangement. Further, most headmasters are promoted from the ranks of the

teaching profession and have no formal training ill administration. Thus, the

management of teachers, from their initial selection for some of them and

continuing to their daily classroom activities, is not conducted in an environment

conducive to obtaining their most effective classroom performance.

Technical and Vocational Training

The Directorate of Technical and Vocational Education is the division

responsible for coordinating all technical :l nd vocational activities within the MOEC.

Chapter 7 of this assessment is devoted entirely to this topic. Because of the

importance of coordinating technical and vocational training with projected

manpower needs of the nation, and to regulate the equivalence of the various

training programs, HMG has established a Technical and Vocational Education

Committee. The committee includes representatives from related ministries, the
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private sector, and non-governmental organizations. It advises the MOEC on all

matters related to technical and vocational education. "

Adult Education

Adult education is the responsibility of the Adult Education Section of the

MOEC's Educational Administration Division. The adult education activities focus

primarily on literacy training, and this program is covered in Chapter 8 of this

assessment. Basically, the MOEC has developed an effective set of literacy mater

ials, and it makes them available at cost to the many government agencies and

non-government organizations (NGOs) which use them in their own programs. These

materials emphasize literacy skills, but they also teach functional skills that are

particularly relevant to rural areas, Although the funds for adult education are

very limited, comprising less than one percent of the current budget, the program is

efficiently managed. The operations of this section are an excellent example of the

use of limited HMG funds to leverage private sector (NGO) support for programs

desired by government.

3.2.2.3 People's Participation. People's participation at the community level

significantly contributes to meeting the costs of the school system. Local

communities, for example, pay for 25 percent of teachers' salaries at lower

secondary and 50 percent at secondary. There are no complete and aggregated

records of the total amount of this assistance, but it is certain that the central

budget figures considerably underestimate the total funds spent for education in

Nepal because they do not include local contributions. These contributions are

large, covering the construction and maintenance of primary and secondary school

buildings and a significant amount of the salaries of the teachers. This contribution

is essential for the financing of primary and secondary education.

The structure of the people's participation is shown in Figure 3.2, presented

earlier in this chapter. This figure illustrates the two levels of influence on the

management of the District Education Offices. The first is the direct line of

authority from the central offices of the MOEC, through the Regional Directorate

of Education. In addition, however, each District Education Office is under the

influence of the District Panchayat, which is headed by the Chairman of the

District Panchayat. While this dual reporting coordinates the activities of the DEO

with the overall planned development of the district under the District Panchayat, it

also brings with it all of the problems of serving two masters.
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At the school level, as described above, the headmaster also has a dual

reporting role. One is to the MOEC, through the DEO and the regional office, and

one is to the local control system through the SMC. The head of each SMC is

generally nominated from the local panchayat, and thus the SMC is connected into

the People's Participation system.

To further facilitate the people's participation in the management ot schools

and educational activities, a District Education Committee has been formed for each

district. The chairman of this committee is the ex officio chairman of the District

Panchayat.

This system allows participation of local communities in the support of the

primary and secondary education in their own areas. The system does, in fact,

produce significant financial support for these schools. It is only through a

continuation and increase of this cost sharing that the goal of universal primary

education will be able to be achieved and sustained. The managerial complexities of

dual reporting, however, lower the efficien~y of the administration of the school

system at the district and school level.

3.2.2.4 Centralized Decision-Making. Although HMG has made a public

commitment to decentralization, the decision-making process within the MOEC is

highly centralized. This is due to several factors, including the history of a high

degree of central control both preceding and following the Rana administration.

Another fa ;tor is the lack of precise job descriptions that clearly specify what

decision-making authority resides at each administrative level. Even though job

descriptions exist, the sociology of the civil service does not particularly encourage

or reward individual initiative, by some reports, and this makes section officers and

even higher officers reluctant to make decisions at their level. Instead, there is a

common practice of forwarding a "tipani" file upward on the administrative ladder

so that each officer on the way to the top can add comments to the file. The final

decision is made at extremely high levels for many activities, some of which should

be made by lower level officers. Relatively minor matters, it has been reported,

have often reached the desk of the Minister of Education and Culture.

Short cuts are available for very urgent decisions, but the functioning of the

MOEC is often bogged down because of the long time taken to process many

relatively simple matters. There is, of course, some advantage to upper level

officers that accrue to them because of this system. It gives them virtually

complete control over all decisions within the ministry. This permits the easy

3 - 20

•



application of political forces to ministerial management, a factor which some

individuals report does in fact influence many of the MOEC's activities.

An implemented policy of decentralized authority would increase the efficiency

of the MOEC throughout its structure. For this to be done effectively requires

more than a directive setting forth decentralization as the policy of HMG. It

requires actions that convince middle and lower level officers that a long history of

highly centralized decision-making and control has changed, and there is the

political will to make this a reality. In the opinion of some observers, this has yet

to be done.

3.2.2.5 Fiscal Management. The accurate projection of financial requirements

for annual operations of the MOEC, as well as for management of funds that have

been made available, are important capabilities. Predicting requirements for annual

activities that do not vary from year to year is relatively easy, but it is

particularly difficult to plan for new activities and for rapid expansion of existing

activities. The MOEC does not have sufficient capabilities in this area.

A further problem in fiscal management is the fact that the MOEC does not

ha ve the final authority for the allocation of HMG's financial resources among

sectors, as this rests with the Ministry of Finance (MOF). Because of this, it is

especially important that the planning and associated projections of financial needs

given to the MOF be accurately presented and effectively defended.

There is a tendency to underspend the development budget, something which is

often encouraged by the MOF. Accurate fiscal reporting on expenditures within

each fiscal year is very important so that officers authorizing disbursements can

know on a timely basis how much of their allocations have been spent.

It appears that at present the MOEC does not have staff sufficiently trained

in fiscal estimations, budget preparations, and expenditure reporting procedures for

fully effective operations.

3.2.2.6 Facilities and Logistics. The central MOEC, the Regional Directorates

of Education, and the District Education Offices do not have adequate facilities and

logistics support to enable them to function effectively. Most of the section offices

of the MOEC do not have the minimum facilities, such as telephones, photocopiers,

transporta tion, working tables, and bookcases. Telephones are provided only to the

division level offices, and even these are not always in working order. The section

level offices are supposed to have extension telephones, but most of these are not

in working order.

3 • 21 , '



The Regional Directorates of Education and the District Education Offices

generally do not have adequate facilities, and neither do they have the transporta

tion which is so essential for their functioning. In many of the cases where these

offices do have vehicles, they do not have sufficient funds for their operation and

maintenance. Inspectors of schools cannot perform their primary function without

adequate transportation, and thus considerable amounts of salary funds are virtually

wasted because these individuals cannot visit the schools for which they arc

responsible.

3.2.2.7 Externa' Assistance Coordination. This topic is trea ted more fully in

Chapter 9, which covers many aspects of external assistance activities. The major

point to be made here is that externally sponsored projects utilize a significant

amount of the funds spent on education in Nepal and should be closely managed as

part of the overall program of the MOEC. External assistance projects involve the

expenditure of many millions of rupees and many extend over several years. These

are fully covered in Chapter 9 and other parts of this assessment, so their specific

descriptions will not be repeated here. What is important to emphasize here is that

the management of these projects should be more fully integrated into plans and

programs of the MOEC. After all, many of these projects are operated with funds

borrowed by Nepal, albeit on concessionary terms, and they should be spent in

accordance with the overall development plans of the nation. Even projects based

on grant funds should support aspects of the five-year plans identified by the

nation. Externally funded projects should not be based on grant or lending

priorities of the bilateral or multilateral agencies, which mayor may not be in

harmony with Nepal's development plans.

Project planning is often done by the external assistance agencies themselves,

designed to suit their own priorities, and the planning is often done by a team of

outside "experts" working in Nepal for short periods and with little local

participation in the planning process. Because of the lack of local participation,

the costs of these projects are often based on external standards for what can be

afforded, and little attention is given to the reasonableness and affordability of the

post-project recurrent costs that must be borne by HMG. Because of this, many

expensive "showcase" projects may function at a high and effective level while

external funds are available, but collapse when the project ends and the continuing

burden of these excessive costs falls upon the shoulders of HMG.
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Institution building requires long-term support, often well beyond the five-year

period for many external assistance agency funded projects. Also, project managers

brought from outside Nepal may operate these projects effectively during the life of

the project, but unless local staff are trained and given the opportunity for

long-term on-the-job experience after this training, they will not be able to manage

these projects. Hence, the institution building aspects of funded projects are often

addressed through training, but not fully addressed by suC'icient on-the-job

experience following this training.

A major effect of this condition is that large amounts of external assistance

funds, which could be spent to support national goals, are instead wasted on efforts

that do not directly benefit Nepal in the long-run. People's expectations are raised

in the areas benefitting from many of these projects while they are operated with

external funds, only to result in disappointment when the projects end and HMG

cannot continue to fund the efforts because of the high recurrent costs. The net

result of this fragmented approach to the use of external assistance funds is that

much of HMG policy in education is not supported by this important source of

funds, and the influence of the policies of external assistance agencies on how the

funds are spent makes them a de facto participant in the formulation of governrr.ent

policy.

A closer coordination of external assistance funds, as discussed more fully in

Chapter 9, would solve this problem by focussing the activities of external

assistance agencies on government policies, plans, and objectives in the education

sector.

3.2.3 Staffing

The structure and functional aspects of the MOEC, as described above, provide

the operating framework for the education sector. The operating force in the

sector, in the final analysis, depends on the qualifications and performance of the

staff members working in the ministry--from the highest ranking officers to the

classroom teachers. This section covers these aspects of the management of

education.

Technical vs. Administrative Cadre

There are two general types of staff within the MOEC, the members of the

technical cadre and of th... administrative cadre. Members of the technical cadre

are those persons with technical training in education. They are permanent
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employees of the MOEC and not subject to transfer. Members of the administrative

clldre, however, can be transferred among the various ministries. Of the 665

gazetted members of the MOEC staff, 268 (40 percent) are members of the

administrative cadre and 397 (60 percent) are members of the technical cadre. Of

the 1,817 non-gazet"cd staff, 991 (55 percent) are administrative and 826 (45

percent) are technical Considering the total of 2,482 for both of these groups

combined, 1,259 (51 percent) are administrative anti 1,223 (49 percent) are technical.

The MOEC is not regarded by many civil servants as a desirable place to

work, according to ;'r me reports, and there is hence a significant turnover among

the administrative c"! reo This reduces operational efficiency, as new persons in

jobs take some time to learn the duties associated with a new ministry. As shown

above, an extremely large number (51 percent) of the MOEC staff are subject to

transfer. The administrative cadre includes some very key positions within the

MOEC. The District Education Officers, for example, belong to the administrative

cadre. This has two implications detrimental to efficiency. First, the District

Education Officers have no professional training in education, for the most part,

and thus are usually not qualified for these important positions. Second, there is a

very high turnover among individuals assigned to these positions.

This situation would be partly improved if some of the better staff would ~e

moved from the administrative to the technical cadre, but many employees do not

want this. They do not wish to be locked into the MOEC, but instead want to

have the option left open for them to be transferred to more desirable positions in

other ministries. Another difficulty is that the Public Service Commission can

certify individuals in technical positions even though they do not have the required

skills. Regardless of these considerations, it is clear that an increase in the

numbers .l.ld quality of the MOEC's technical cadre would significantly improve

effectiveness as well as reduce turnover.

Numbers

The numbers of staff of the MOEC have been presented above in Table 3.1.

This table shows the allocation of the 3,199 MOEC employees, excluding teachers

and headmasters, for all divisions a:td major sections and units of the Ministry. As

one of the larger employers in the nation, and perhaps the largest when the

teachers are inchlded, the MOEC can be a major force in development. It is

important that this very large workforce be managed effectively.
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Table 3.1 also presents the technical versus administrative breakdown of staff

for each of the following levels within each unit: special class; gazetted 1st class;

gazetted 2nd class; gazetted 3rd class; non-gazetted 1st class; non-gazetted 2nd

class; non-gazetted 3rd class; non-gazetted 4th class; mixed class; no class; and

lowest grade.

This large number of eO"ployees should be enough to manage the current

responsibilities of the MOEC, a3suming that all are trained and qualified. motivated.

and working effectively at their jobs. Even given the increased responsibilities of

the expansion required for providing universal primary education. these numbers

should be sufficient within most sections. Effective management would enable the

MOEC to achieve most of its targets with this number of positic.1s.

Qualifications

It was generally reported that the basic qualifications for the staff were

sufficient for their job responsibilities. Many of the higher level staff have been

trained abroad. and even greater numbers have been trained in Nepal and in the

region. The scope of this assessment did not include a determination of the formal

training for every staff member of the MOEC. but the general impression is that

formal qualifications are adequate for most positions. At the field level. in the

opinion of the MOEC central staff. there is a need for more training of the

headmasters. supervisors. and District Education Officers.

Motivation

The motivation of the MOEC staff is not as high as it could be under better

conditions. This is partly due to the incentive system (which is discussed below in

Section 3.2.4) and partly due to lack of effective discipline. Low salaries. a weak

incentive system, a heavy workload at management and other levels, a sometimes

unclear delegation of authority. and imprecise job descriptions all make staff

utilization less than optimal. Most of these problems. fortunately. can be addressed

at the policy level with improved management at the higher and middle levels of the

MOEC. The potential for improved managerial effectiveness is present.

Field Staff Effectiveness

The effectiveness of the field staff. fiom the District Education Offices

downward in Figure 3.2, is relatively low. To begin with. as set forth above. the

District Edu~ation Offic~rs are members of the administrative cadre and generally
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have no formal training in educational management. In addition, as also explained

abfJve, the District Education Officers have dual responsibilities, to the District

Panchayat and to the MOEC, and these two authorities do not always have the same

objectives. Further, the lack of sufficient facilities and logistics hampers the

effectiveness of these offices.

Supervisors are not generally trained for their jobs and have too many schools

to manage given their limited time and travel funds. As some interviewees

emphasized, many of these supervisors are good and work very hard at their jobs.

In general, however, it was felt that the supervisory system is not at present

functioning very effectively.

The headmasters, whose important role in the mranaging of schools has been

referred to above, generally have had no training in school management or budgets.

They are generally persons who have been promoted from the ranks of the teaching

profession, and in most cases do not effectively manage their schools.

3.2.4 Incentives

The incentive system for MOEC employees does not adequately support

effective and efficient performance. The history of Nepal's expe-~ence with various

approaches to personnel practices is interestingly presented in Stiller and Yadav's

book Planning for People (1979, p. 119-122). They explain the difficulties with

making effective job performance a major criterion for advancement in an

environment where many other factors also influence such decisions. Nevertheless,

unless quality of performance influences advancement, it will be difficult for the

MOEC to operate effectively.

It is important to recognize that problems of low performance are often

motivational rather than a question of capabilities. As Shrestha has clearly stated

in a recent seminar in Nepal organized by Integrated Development Systems (1983, p.

132), the performance of Nepalese in the private sector in Nepal, and working with

foreign counterparts here and in other countries in international agencies, is at a

high level. It is the working environment. therefore. that accounts for the

differences in performance between the public and the private sectors.

An improved incentive system, linking advancement to quality of performance,

and removing personal preferences that allow superiors to advance subordin~tes on

the basis of highly subjective grounds, would significantly increase the productivity

of the current staff of the MOEC.
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3.2.5 Available Training

As noted in the above paragraphs, there is no presently identified need for

highly sp.:cialized training among the central sLff of the MOEC. There may be

gaps in certain specialized areas, but these have not yet been clearly identified. At

the field level, however, there are considerable needs ror training that have been

already cited. These particularly include training for District Education Officers,

supervisors, and headmasters. This section briefly summarizes available training

resources, mostly local, that might be used for needs that are already known and

for ones that may yet be identified.

Ministry of Education and Culture

Some training is provided in-house to the MOEC staff. The fie!d offices of

the MOEC, such as the Regional Directorates of Education and the District Educa

tion Offices, sometimes organize short-term training, workshops, and seminars.

Although the exact numbers of trainees from these progrolDls are not readily

available, it is certain that they do not fill the current needs for the training of

MOEC field level staff. Also, there are not sufficient funds and trained instructors

for these internal programs to train all of the necessary District Education Officers,

supervisors, and headmasters in the foreseeable future.

The MOEC also sometimes organizes one-time training programs, often in the

form of a workshop o. a seminar, in collaboration with institutions outside the

MOEC. This type of training program, requiring no hiring of staff and no

modification of the existing infrastructure, may possibly be most appropriate and

cost-effective for some types of training.

Other ministries have their own training institutions, and some MOEC staff

believe that administrative staff training needs are sufficient to justify a similar

training in:titution for the MOEC. It is not possible to assess this position without

a more thorough assessment of training needs than was done for this present study.

The training of teachers is covered in the chapters of this assessment dealing

with primary education, secondary education, and teacher education.

Ministry of General Administration

The Ministry of General Administration (MOGA) has a Training Division that

regularly offers short-term training for non-gazetted employees of HMG in general

administration and office management. The MOGA, in the past, has offered
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inservice training for 2nd and 3rd class gazetted officers, but has discontinued this

since the establishment of the Nepal Administrative Staff College.

A major administrative level uffering of the MOGA is the Administrative

Assistant Training course. This is a course that many HMG administrative str'.ff

take before joining the Public Service. The curriculum for this course covers topics

such as office management and official procedures, Administrative Acts and

Regulations of HMG, fiscal administration, and general administration. This is an

intensive course of five hours per day, and it lasts from five to six weeks.

Trainees take this course in groups of 40, the drop-out rate is less than one

percent, and the cost per graduate is very low at about Rs 350. No information

was readily available on the evaluation of the skills imparted by this training, but it

certainly is a potentially effective source for training administrative staff of the

MOEC.

The MOGA offers no specific courses relevant to the technical cadre of the

MOEC. It does, however, allocate a significant number of advanced scholarships,

grants, and fellowships from external assistance agencies in the fields of administra

tion and management. Should training needs in these areas be identified, this could

be a potential source of training for gazetted officers of the MOEC. From 1978 to

1986 the Training Division of the MOGA sent 896 candidates abroad for high level

training in general administration and management. Since management of education

is so critical for the effectiveness of activities in the education sector, this is a

source of training in this skill area. The high-level training of specialists abroad

could be used, in cooperation with existing local institutions, to eventually provide

in-country training programs for these specialties.

Nepal Administrative Staff College

The Nepal Administrative Staff College (NASC) ('<,)uld be an effective source of

in-country training for the MOEC. The NASC, located at Jawalakhel, Patan, has 99

staff members, includin~ 35 high-level trainers and 36 assistants, plus support staff.

It was established in 1982 and, with respect to the focus of this chapter, has as

part of its goal the following obj~ctives: to provide training for employees of HMG

and Public Enterprises (Government Corporations); to identify ways to improve the

capability of management in these target institutions; and to conduct research

related to the preparation of training materials and improving the utility of

training.
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The programs of the NASC are primarily in general administration and

management for the gazetted officers of HMG and Public Enterprises. The NASC

does not have staff experts in the field of education, and thus cannot offer the full

range of training that might be identified for the MOEC. However, the NASC can

assist with MOEC training in the important areas of general administration and

personnel management. Also, the NASC can organize special programs on request.

It prepared and gave a six-week training program for 23 District Education Officers

in 1984, for example, and an eight-week program for 13 secondary school

supervisors in 1985. Training for headmasters, educational administrators, technical

educational administrators, and supervisors, however, is generally not regarded by

the NASC as within its purview.

The duration of the NASC training varies according to the program

requirements. These range from two- to six-day seminars for very specific

purposes, to general programs for gazetted 2nd and 3rd class officers of from five

to six weeks. The drop-out rate for NASC courses is insignificant and the costs

per participant for the training average about Rs 7,130, which is comparatively very

high. The college receives significant support from the European Economic Com

munity, but the majority of its funds come from HMG.

Tribhuvan University

Tribhuvan University had an Institute of Education (IOE), recently renamed the

Faculty of Education (FOE), that offered courses and programs of relevance to the

MOEC. The university in the past offered a three-month intensive course for

school supervisors, and also offered special short-term programs for secondary

school headmasters, model school headmasters, and for both headmasters and

supervisors of primary schools. At the present time, however, the only regular

courses offered that arc relevant to educational administration and supervision are

the B.Ed. and the M.Ed. courses.

The REd. courses are for secondary school teachers and the M.Ed. program is

for higher-level training for primary and secondary teacher educators as well as

educational administrators, curriculum specialists, and supervisors.

Many individuals interviewed, both at the central and the field offices of the

MOEC, maintained that the university courses are too academic in nature and do

not reflect the realities of education in Nepal. Courses on classroom practices, for

example, were said to not reflect the realities of classrooms in remote areas--Iack
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of instructional support materials, late arrival of textbooks, and shortages of basic

supplies such as chalk, maps, and posters.

Out-or-Country Training

Many training opportunities are made available from international agencies and

governments, such as India, Pakistan, the United Kingdom, the United States,

UNESCO, UNICEF, and so on. Some of these are scholarships and grants and are

offered for educationai administrators, personnel administrators, headmasters, and

other kinds of educators.

There does not appear to be any central clearinghouse for all of this training,

and it certainly is not controlled by the MOEC. Part of the allocation of training

programs depends on individual external assistance agencies, and this is not

controlled by HMG as closely as it might be.

Some of these invitations for conferences, seminars, workshops, and scholar

ships are channeled through the UNESCO/UNICEF section of the MOEC. There

does not appear to be a mechanism to do two important things: coordinate all

external assistance agency training opportunities so that they match the needs of

HMG as opposed to the agencies' interests in offering training in specific areas, and

allocating these training opportunities to areas most likely to meet Nepal's need for

new skills and knowledge.

3.3 ANALYSIS

Based on the information presented above, this section contains an analysis of

the needs in this area and the current constraints to meeting them. Based on this,

a set of seven conclusions is derived from this analysis, and seven recommendations

are presented.

3.3.1 Needs

The analysis of needs related to the education system management follows the

same order of topics as used in the status section: structure and functions;

staffing; incentives; and training. These are presented below in Sections 3.3.1.1

through 3.3.1.4. This section on needs will not present again the basic information,

given above in the status section, from which these needs are derived.

3.3.1.1 Structure and Functions. Needs identified in this section relate to the

relevance of the structure and functions of the MOEC to the Basic Needs goals for
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education; decentralization; data collection and use; manpower planning coordination;

external assistance agency coord ina tion; and facilities and logistics. Each of these

is separately discussed.

Basic Needs Relevance

The present structure of the MOEC is not sufficient to fully support the major

increase in responsibilities required to implement the Basic Needs activities related

to universal primary education. There needs to be a strengthened unit, with an

adequate number of well-trained staff, having specific responsibility for managing

primary education, and with strong coordinating links with the MOEC sections

related to primary school teacher training.s Responsibility for primary education is

currently under the School Administration Section of the Educational Adminstration

Division, which is not sufficiently staffed at present to manage this massive

expansion program.

Decentralization

For the MOEC to operate more efficiently and effectively, sufficient authority

and decision-making powers have to be released from the higher levels and truly

delegated to middle-level officers and field offices. Much authority has in fact

been delegated downward, but many decisions are not being made on a decentralized

basis. Staff need general guidelines that clearly set forth the goals and objectives

of the MOEC. They should be informed that their duty is to make decisions,

appropriate to their levels, that are related to the mission of the MOEC.

Data Collection and Use

All data collection needs to be done by a single unit within the MOEC for

purposes of cost savings, avoidance of duplication, and the most efficient use of

personnel trained in data collection and analysis. The current existence of two

separate units for this purpose, in different Divisions of the MOEC, is not an

effective use of scarce manpower and equipment resources. There also needs to be

a closer connection between planning done by the Planning Division of the MOEC,

and by the NEC, so that data can be gathered that will enable these planning units

to make informed choices among policy options. Data based planning is an absolute

3gince this report was drafted (August 1987) a new organizational unit has
been added to the MOEC to handle these responsibilities (see Annex 3.3).
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requirement for efficient allocation of resources and for the achievement of

operational effectiveness within the Ministry.

Manpower Planning Coordination

Closer coordination is needed between programs of the MOEC and projected

national manpower needs. This is particularly true for planning the curriculum and

trainee flows in the areas of technical and vocational training, but it also has

relevance for curriculum planning in primary and secondary education. To do this

most effectively would require more precise information about manpower demand to

be made available. The current manpower demand information is only collected for

six broad categories of technical manpower, and at three levels for each of these

areas. Also, this manpower demand information does not take into consideration the

projected needs in the areas of administrative or managerial personnel, or the

anticipated requirements for teachers. The government manpower statistics focus

only on the public sector requirements, and do not reflect the projected manpower

needs of the private sector. In addition, it is reported that the actual hiring

practices of the Public Service Commission do not follow the projected needs.

Without an improvement on the demand side of manpower information, the MOEC

and other related ministries concerned with training will not be able to effectively

adjust their education and training programs to meet the development needs of the

nation.

External Assistance Agency Coordination

Considerable improvement is needed in the coordination of external assistance

agency activities to focus them more on the priority development needs of HMG.

Such a coordination unit exists in the Ministry of Finance--the External Aid

Division. In order for the MOEC interests to be better represented at the MOF,

the MOEC's capabilities should be strengthened in the areas of planning and

budgeting.

Facilities and Logistics

Considerable improvement of facilities and logistics is needed for th~ effe::tive

functioning of the MOEC. Basic office equipment is needed at the central as well

as the field offices, and funds for transportation are desperately needed for the

supervisory staff of the field offices.
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3.3.1.2 Staffing. The needs related ~J staffing concern the areas of staff

continuity and motivation, and are separately cited below.

Continuity

There needs to be less turnover of staff. In the central offices of the MOEC

this is particularly important for the technical as well as the administrative cadres,

and an important need is for more MOEC central staff to be in the technical cadre.

Fewer leadership changes are needed so that there can be a continuity of staff and

the policies and practices associated with individual staff members. Turnover at the

District Education Officer level is also particularly disturbing to district-level

opera tions.

Motivation

Staff motivation for the timely performance of job duties must be increased if

effectiveness is to improve. Possible means to increase motivation are presented

immediately below :.1 the section on incentives.

3.3.1.3 Incentives. Staff performance can be improved through better

incentives. These are discussed below in terms of needs in the areas of

remuneration, initiative, delegation of authority, and performance evaluations.

Remuneration

Remuneration for the MOEC staff needs to be increased so that the better and

more effective staff can be retained. Across-the-board increases are not financially

feasible, because of the high aggregate total cost. Also, such increases are not

effective because they reward ineffective staff as well as effective staff. Some

attention needs to be given to ways to remunerate the most effective MOEC staff

for their performance. Selective salary increases based on effective job

performance might be financially affordable as well as effective, despite difficulties

with the administrative feasibility of such a plan.

Initiative

Individual initiative needs to be encouraged and used as part of the reward

system. Since individuals in public service generally advance in rank and salary

with the passage or time, unless they make grave mistakes, their most reasonable

course of action under present conditions is to make as few decisions as possible.
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- This cOhc.crvative approach reduces the number of mistakes they may possibly make.

It also, of course, greatly impedes the operations of the MOEC. The internal

incentive system needs to be modified so that it becomes more reasonable and

rewarding for individuals to exercise initiative than to pa;,,:, decisions (and the

associated chances for mistakes) further up the ladder of authority.

Delegation of Authority

In addition to the encouragement of individual initiative, more authority should

be delegated to middle-level and lower-level staff. The current highly centralized

authority must be changed if the administrative machinery of the MOEC is to

become more effective. The delegation has to be actual, and not just nominal.

This implies a review of job descriptions and a change in the reward system so that

staff who for years have been discouraged from exercising authority can now not

only feel free to make decisions but also feel obligated to make some decisions.

Performance Evaluations

Performance evaluations have to be reformulated so that financial rewards,

promotions, and increased responsibilities can be based on criteria that are relevant

to effective management of the education systenl: effective performance of assigned

duties; exercise of authority appropriate to levels of responsibility; proven initiative

in getting the right jobs done; and other behavior related to achieving institutional

goals of the MOEC. Length of service and formal training or educational

qualifications are currently the major basis for advancement when, in fact, these

are probably not highly related to job performance. The use of performance as a

major criteria for advancement is not easy and in fact has been tried in the MOEC

in the past. Nevertheless, past difficulties with a potentially effective means to

improve job performance should not be a deterrent to trying again (in a different

way) to make job effectiveness a major factor in performance evaluations.

3.3.1.4 Training. As indicated above in the section on status, it is the opinion

of many individuals interviewed that the MOEC staff have the Qualifications

necessary to perform their jobs effectively. This section on training does not imply

that this is a major area of need. Comments are offered here on the role of a

needs analysis prior to any significant training effort, and factors of training versus

those of motivation.
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Needs Analysis

There is no general need for training on any widespread basis within the

MOEC. Interviewees and various documents suggest a need for training for District

Education Officers, headmasters, and teachers. Training can be very expensive, and

can be ineffective if the wrong information and skills are imparted by the training.

Therefore, the major point of this section is that any training should be preceded

by a thorough needs analysis so that these sorts of costly mistakes can be avoided.

Training teachers in advanced methods of pedagogy, for example, could be a costly

mistake if these teachers do not know the basic content of the curriculum they are

to cover. Training headmasters in details of accounting when their basic skills in

accounting are lacking is another example. Finally, it should be emphasized that

training will not of itself guarantee effective job performance. Training must be

focused on the required skills and knowledge, and the trainees must return to a job

situation where their training can be used effectively. In other words. the entire

system oj the work environment must be considered in order to improve

organizational ejfectiveness. and no single input can make a significant impact if
not coordinated with the whole working environment.

Training l's. Motivation

As indicated in the closing part of the paragraph above, the motivational

aspects of the work environment need to be attended to as well as the skills and

qualifications of the staff. The staff have to believe that their initiative and hard

work will be rewarded, and that advancement will not be based on cautious

performance and personal contacts. Unless changes are made so that job

performance is related to advancement, the management problems of the MOEC will

continue and the efficiency of the entire education management system will remain

unresolved.

3.3.2 Constraints

Constraints are restrictions to the attainment of objectives of the MOEC.

Several constraints are identified from the information in the status section, and

they are presented below: data quality and timeliness; centralized decision-making;

structure; staff utilization; staff turnover; effectiveness of external assistance

agency contributions; and people's participation.
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Data Quality aod Timeliness

Data are not collected on the basis of what information is needed to support

various policy options, particularly with respect to implementing the educational

component of the Basic Needs Strategy of HMG. Those data that are collected are

gathered in a costly way partly because there are two data collection units within

the MOEC with overlapping responsibilities. Data that are collected are not

received on time, and the MOEC cannot compel the districts to submit them on

tiILe. In addition, the partial information reported from the field offices is very

likely not reliable, and no measures are taken to validate them. In summary, the

data that are collected are not directly policy related, are not reported in a timely

manner, and are of unknown (and questionable) accuracy.

Centralized Decision-Making

The highly centralized decision-making in the MOEC is a major constraint to

speedy and effective implementation of HMG's goals and objectives. Unless this is

changed, the achievement of universal primary education by the year 2000 A.D. is

not likely to be achieved. The internal efficiency of the MOEC is greatly reduced

by this hierarchical concentration of power.

Structure

There are some structural constraints to effective operations. There is not a

separate section for implementation of the program for universal primary education

and there should be strong sections responsible for the collection, analysis, and

reporting of all data for policy formulation, planning, and implementation.

Staff Utilization

Staff utilization has constraints related to highly centralized decision-making,

performance evaluations not sufficiently based on job effectiveness, insufficient

internal flow of information within the MOEC, and discouragement of individual

initiative. In some case!:, additional skills and knowledge related to job descriptions

are lacking, but training should only be used where needs are clearly identified and

where programs are specifically targeted to these needs.
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Staff Turnover

The rapid turnover of staff is a constraint (0 efficient operations. This

constraint is found at high levels in the MOEC and has particularly been identified

as a problem at the District Education Officer level. Continuity of operations is

disturbed, and efficiency temporarily reduced, whenever there are staff changes.

Effectiveness of External Assistance Agencies

The lack of full external assistance agency coordination under HMG direction

is a constraint to effective use of these rather large amounts of funds. This topic

is treated fully in Chapter 9, but at this point it is important to mention that a

closer alignment of external assistance agency projects with HMG goals and

objectives would greatly enhance the effectiveness of these funds.

People's Participation

As pointed out in the status section, the local contributions to educ&tion made,

by people's participation is essential for the funding of basic education. The dual

authority over the District Education Offices, associated with their responsibilitie~

both to the District Panchayat and to the MOEC, comprises a constraint to their

effective oper::tion with respect to people's participation.

3.3.3 Conclusions

The following conclusions are based on the above information and analysis of

the management of education. They cover the following areas: policy; decision

making; organizational structure; incentives; staff turnover; classroom management;

and staff training.

Conclusion 1. Policy. Policy making is not sufficiently supported by data

based analysis; nor is its implementation adequately guided by data based planning

and feedback from operational programs.

Conclusion 2. Decision-Making. The highly centralized decision-making system

slows down the operations of the entire education management system, and

consequently hinders the timely and effective implementation of all policy and plans.

(This could be relieved by full implementation of the decentralization plan.)
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Conclusion 3. Organizational Structure. The current organizational structure

could more effectively support the universal primary education organization goals

with a strengthened unit responsible for primary education; and overall policy,

planning, and management would be improved by a closer coordination of datr.

collection, analysis, and reporting.

Conclusion 4. Incentives. The rewa':d system does not encourage individuai

initiative, and advancement is not directly related to Quality of job performance.

Conclusion S. Staff Turnover. Operational efficiency and effectiveaess is

hampered by excessive staff turnover at many levels. It is particularly a problem ct

higher levels, where turnover can bring about associated policy changes, and at t:le

District Education Officer level, where changes affect management of field level

policies and practices.

Conclusion 6. Cla~sroom Management. Effective classroom management, and

hence instructional effectiveness, is hampered by the lack of sufficient technical

and managerial expertise at the levels of the District Education Officers, super

visors, and headmasters.

Conclusion 7. Staff Training. Current training programs are too academic and

ncit based on required job skills. Programs for training District Education Officers,

supervisors, headmasters, and teachers must be low-cost in order to handle the

training needs within cost constraints; and any teacher training programs must be

associated with the availability of suitable instructional materials in the classrooms,

fonowing the training, for the training tv be cost-effective.

3.4 RECOMME'NDATIONS

The following recommendations, w~l.....:r", are listed in priority order, focus on the

major concerns related to management ot the education system. They are derived

from the analysis of needs, constraints, and conclusions in the ~receding sections of

this chapter.

Rec:ommendadon 1. Impr,l)ve coordination between existing data collection and

analy~is activities. A major result of this improvement will be enhanced support for

more informed policy development by the MOEC, and for better work by the
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Planning Division. The consolidation and sharing of current data collection and

analysis will make more efficient use of staff and personnel now working

independently on these activities. More fully coordinated collection of data will

also enable the MOEC to function more effectively with any agency concerned with

manpower planning.

This coordination should include authority for data collection, so that District

Education Offices will be compelled to submit their data forms on time.

Coordination shouid include data sharing and cooperation with regard to data

collection. This way, schools' evaluation and routine statistical data could be used

by either unit. Also, the present duplication of data collection will disappear and

cost savings will be realized.

Implied in this recommendation is an analysis of staff skills, and the providing

of any necessary training. Based on informal discussions, training in data analysis

and r~porting is likely to comprise an area of need. Also, additional hardware and

software may be needed.

Recommendation 2. Decentralize more administrative tasks a ..d responsibilities.

More delegation of responsibility is necessary for th~ improved management thr.t

will be required for current tasks of the MOEC as well as for the management of

the complex goal of attaining universal primary education by the year 2000 A.D.

Staff at the middle and lower levels must have clearly defined areas of

responsibility, within which they feel free and responsible to make decisions. This

will require endorsement and implementation from the highest levels in the MOEC if

it is to be successful, and it also implies the surrender of some influence at the

higher levels in the organization.

At the level of the District Education Offices, and the schools within their

jurisdictions, there should be less dependence upon higher administrative levels for

decision-making within certain well defined bounds. The type of change that would

improve classroom management, for examr>le, would be to allow headmasters to

dismiss temporary or permanent teachers not fulfilling their teaching obligations.

As part of the process to encourage more local participation in this decentral

ization, the MOEC could monitor the amounts contributed by the local communities.

The levels of local contributions could be used to guide the payment of central

contributions, with more funfos going to those communities that give more local

support. Also, this information could be used to give public recognition to

communities that support their schools most generously.
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Recommendation 3. Strengthen the Programme and Evaluation Section of the

Planning Division. The Programme and Evaluation section should maintain close

contact with all external assistance agencies operating in Nepal, and keep these

agencies informed of HMG's priorities in the education sector. When presented with

data-based identification of needs in the education sector, most external assistance

agencies will be willing to modify their own priorities to best meet the development

needs of Nepal. Such coordination also will avoid duplication of activities among

these agencies, thus making more effective use of this major source of funds in the

education sector.

Because of the need to meet the universal primary education target, the MOEC

should make additional personnel commitments to the section responsible for this

task. Achievement of this task will also be assisted by the improved data that will

be available from the implementation of Recommendation I, and will be helped by

the better planning that these data will allow.

Recomme"lation 4. Improve staff incentives by relating rewards to effective

performance. The performance evaluation system must reward effective performance

of individuals if the education management system is to function effectively as a

whole. "Effective performance" has to be clearly defined to include individual

behavior that enhances system efficiency. An extreme example is the problem with

teacher absenteeism, which is reported to occur at alarmingly high rates in some

schools. If teachers were not paid when they did not report to school and remain

through the day, absenteeism would decrease. This might not ensure effective

teaching, but it would be a step in the right direction.

In addition to financial awards, public recognition of outstanding performance

can be a strong motivator for effective performance if everyone understands the

basis for making the awards. Such awards made on the basis of personal

friendships, for example, are relatively meaningless when compared to those made on

the basis of outstanding contributions to education.

Recommendation S. Reduce staff turnover. Policy changes can be made that

will reduce staff turnover, and will result in more effective performance. One

example of such a policy change would be to shift some of the key positions in the

MOEC from the administrative cadn: to the technical cadre. The District Education

Officers would be a good example of the type of position that could be shifted.
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Other policy changes could focus on improving the incentive system, as cited in

Recommendation 4, so that remaining in the MOEC becomes a more attractive career

for the individuals who might otherwise seek better opportunities outside the

Ministry.

Recommendation 6. Conduct a training needs analysis. A training needs

analysis should be conducted to identify any lack of knowledge and skills among the

central staff of the MOEC, the District Education Officers, the inspectors, the

headmasters, and the teachers. As stated in this chapter; qualifications are less a

problem than lack of incentives for the central staff. Nevertheless, there may be

some sections with personnel who require training in specific areas. With respect

to the District Education Officers, inspectors, and headmasters, however, there

seems to be general agreement that many of them lack the skills and knowledge

required for the effective performance of their duties. (The needs for teacher

training are covered in Chapter 6.)

This training needs analysis should not be based on a survey of formal

qualifications, but instead should be based on an assessment of actual knowledge

and skills possessed by the individuals. For positions where there are large numbers

of incumbents, such as District Education Officers, inspectors, and headmasters, a

sampling of the total pool would be sufficient to identify generic training needs,

thus reducing the costs and time needed for such an analysis. One outcome of this

analysis might be a transfer of staff within the MOEC so that knowledge and skills

are more closely related to job requirements. Another possible policy option that

might result from implementation of this recommendation could be the establishment

or adaptation of a training institution for MOEC administrators, depending on the

training needs identified (see following recommendation).

Recommendation 7. Train staff with on-site programs, using existing institu

tions, in specific areas identified by the training needs analysis. In order for the

training to be cost-effective, it should all be done in Nepal. In addition to savings

in travel and related costs, on-site training is less attractive to individuals who

want to attend training programs for non-professional reasons.

Whenever possible, existing programs should be used as the first choice. There

are a variety of programs cited in this chapter that might be considered at the

MOEC itself, the Ministry of General Administration, the Nepal Administrative Staff

College, and the Faculty of Education at Tribhuvan University. If existing training
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programs are not available to meet the identified needs, then the second choice

should be the modification of existing programs. The third choice should be the

setting up of new programs to suit these needs, but this should be done within

existing in-country institutions and using available local instructors whenever

possible. This not only is a three-step approach which minimizes training costs, but

it also builds in-country training capabilities. Out-or-country training should be

used only when none of the above three types of training are available.

Out-of-country training is very expensive. Even if the funds for such training are

loaned on a concessionary basis by external assistance agendes, it involves training

which is often not suited to the local setting with respect to content and cultural

sensitivities, and it does not contribute to the strengthening of local training

institutions.

Finally, the training programs should use competency-based evaluations for

course completion. Certification should be based on the demonstrated acquisition of

skills and knowledge and not on class attendance. This implies a specific

development of a curriculum in terms of objective behavioral outcomes related to

job performance, and less emphasis on theory and overly academic instructional

content. The objective of each program should be to improve job performance of

course completers, based on the skills and knowledge identified by the training

needs analysis advocated by Recommendation 6.

3 - 42



Annex 3.1

Interviewees

Phaneendra Ratna Bajracharya, Undersecretary (Personnel Administration Section),
General Administration Division, MOEC

Lokesh Raj Dali, Manager, Science Equipment Division, JEMC

DEO, District Erl.ucation Office, Kavre, Dhulikhel

Dolakha Bahadu: Gurung, Acting District Education Officer, Tanahun, Damauli

Balaram K.C., Secondary School Supervisor, District Education Officer, Kavre, Dhulikhel

Phaneendra Man Malia, Campus Chief, Education Campus, Kathmandu

Sarbagya Bhakta Malia, Reader, Central Department of Educational Planning and
Management, Tribhuvan University

Keshab Prasad Nepal, Joint Secretary, Planning Division, MOEC

Sharad Chandra Pandel, Deputy General Manager, JEMC

Vishwr nath Poddar, Director, Primary Education Project (PEP)

Anand Lal Pradhan, Director, Regional Education Directorate, Western Region, Pokhara

Bishnu Gopal Risa I, Joint Secretary, Training Division, Ministry of General
Administra tion

Ramesh Kumar Shah, Administrative Officer, SEP

Gopinath Sharma, Joint Secretary, Educational Administration Division, MOEC

Prabhakar Sharma, Project Education Officer, Science Education Project (SEP)

Balaram Shrestha, Reader, Department of Planning and Management, Tribhuvan
University

Bimal Lal Shrestha, Acting Chief, PMU/PSTU, CTSDC

Kedar Nath Shrestha, Chief, Cu;riculum, Textbook and Supervision Development Centre
(CTSDC)

Khadga Man Shrestha, Director, Directorate of Technical and Vocational Education,
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4. PRIMARY EDUCATION

This chapter covers primary education in Nepal: the current status; an analysis

of needs, plans, and constraints related to implementing plans for the future; and a

set of conclusions and recommendations for the more efficient use of resources in

the subsector. Primary education is central to social and economic development and

is a major area of emphasis for the Ministry of Education and Culture (MOEC).

Nepal is planning to universalize primary education by the year 2000 A.D. and is

preparing to devote significant human and financial resources to achievement of this

goal. Success will depend on providing quality inputs which enhance the

effectiveness of the system and motivate its participants.

4.1 STATUS

This section on status covers the historical setting for primary education, the

national goals and strategies to achieve the subsector goals, characteristics of the

schools, and a description of the subsector.

4.1.1 Historical Setting

Although the current system started in 1954, based on a model recommended

by the Nepal National Education Planning Commission, the history of primary

education in Nepal began in ancient times. There were six types of primary schools

in the country before 1954: the English system, the Basic Education system, the

Sanskrit system, the Gompa (Buddhist monastic) system, the Madarsa (Muslim school)

system, and the Bhasa Pathsalas (vernacular schools). The commission of 1954,

however, prescribed a common curriculum for all schools seeking government

recognition and financial support through grants-in-aid. The commission established

instructional objectives for primary educat:on and proposed to introduce initial free

primary education, followed by compulsory primary education as soon as possible.

Meanwhile, Nepal became a member of the Karachi conference under UNESCO

sponsorship. Ministers of Education from several Asian countries represented there

agreed that universal, free, compulsory primary education would be attained in each

member nation by 1980. A plan was prepared by Nepal to meet that objective.

However, the Karachi Plan mandate was not realistic with respect to Nepal's

extremely low beginning point of 500-600 primary schools nationwide and less than

10 percent of the primary school-age children enrolled in these few schools.
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Later educational planning bodies, including The All-Round National Education

Committee (1961) and the UNESCO Mission to Nepal (1962), also emphasized the

need to expand primary education. Before 1971, primary education was the respon

sibility of local communities except for a limited number of government-sponsored

schools. With the implementation of the National Education System Plan (NESP) in

1971, primary education received added attention. To increase access to primary

education and maintain certain standards, government took responsibility for

managing the schools centrally and, beginning in 1975, provided free primary

education through Grade :;.

The Fifth Pl~l' (1975-1980) sought to enroll 64 percent of the total primary

school-age children (6-8 years) in primary school which was then Grades 1 through

3. In fact, a 90 pe.·:ent enrollment was achieved by 1980. The Sixth Plan

(1980-1985) also emphasized primary education but added speciai attention to

improving access for girls and for children in more remote areas. Under the Sixth

Plan, primary education was to be publicized widely with an emphasis on the

improvement of instructional quality. In 1981, primary school was expanded from

three to five years. Primary education also was to be extended to enroll 75 percent

of the primary school-age population (now 6-10 years).

The rapid development of primary education has been appraised as outstanding

in the Asian region by organizations such as UNESCO and the World Bank. Within

only nineteen years (1951-1970) the number of primary schools increased from 321

to 7,256 and enrollment increased from 8,505 to 449,141. This high growth rate for

primary education is very likely the result of a number of factors such as Nepal's

sudden exposure to the outside world in 1951, the expansion of educational and

related aspirations following the political upheaval of 1951, a series of planning

efforts by government, a growing consciousness about the value of education, land

reform, the growth of tourism, and other related factors.

4.1.2 National Goals and Strategies

The Seventh Plan (1985-1990) has a target of enrolling 87 percent of the

primary school-age children (6-10 years). Education wi11 remain free for Grades 1-5

and textbooks wi11 continue to be distributed free to Grade 3 and to girls in Grades

4 and 5 in remote areas. The Plan proposes opening 1,000 more schools and adding

12,838 more teachers.
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The Plan calls for compulsory primary education on an experimental basis to be

undertaken voluntarily by town panchayats. The Plan favors a policy of privatization

of primary schools where local leadership and resources are available. Pre-primary

education is to be expanded to help reduce the high repetition rates in Grade 1.

The Basic Needs Approach to Denlopment (1987)

The MOEC recently has prepared an education sector program guide for

meeting the basic national needs by the year 2000 A.D. according to the Asian

standard as directed by His Majesty the King. This document specifies the attain

ment of universal primary education of five years' duration and of desirable quality

by the year 2000 A.D. The program at the primary level, however, is only meant to

be universal in a voluntary and not in a compulsory sense (i.e., universal access).

To achieve this target, the enrollment of boys must increase by 21 percent and girls

by 157 percent.

Strategies

The strategies adopted by the MOEC for the expansion of primary education

include the following incentives: free primary education, distribution of free

textbooks, and privatization of schools. Primary education was declared free at the

King's Coronation in 1975, and free textbooks have been distributed to Grades 1-3

since 1978. There are plans to gr3dually implement a program to make textbooks

free for Grades 1 to 5 throughout tile country by the year 1998 A.D. Beginning in

1988 textbooks will be distributed free to boys, as well as to girls, in remote areas.

The success of these two strategies has been shown by the remarkable growth in

primary school enrollments between 1971 and 1981. The annual growth rate for this

period was over 11 percent. In the last four years, in the absence of new

incentives, the annual growth rate has averaged about seven percent with the trend

showing decreasiilg crowth in enrollments.

Privatization, the third incentive, has become possible through i:he relaxation

of government poUcy so that private schools can more easily receive government

recognition. Privatization means giving government recognition to schools that are

managed using only local resources. Schools may be completely private, or govern

ment supported schools may operat.e additional grades privately. Since this policy

was impl ;mented in 1981, a number of private schools, particularly boarding schools

and English medium schools, have been opened. It is believed that the growth of
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private schools has helped to reduce the outflow of children of affluent families to

attend schools in India.

The employment of female teachers in primary schools has been considered a

viable strategy to increase girls' enrollment. This strategy will be discussed in

more detail in thf-eacher section (4.1.4.2) and in the Teacher Education chapter.

Besides the formal government channels for promoting primary education, a

number of organizations working under the Social Services Coordinating Council are

directly or indirectly involved in various projects related to primary education,

including those which are internationally funded. The education of handicapped

children has also been gaining priority in government plans and in the social

welfare programs of various non-governmental organizations (NGOs).

4.1.3 Structure, Administration, and Distribution of Primary Schools

The following sections review the structure of the primary school cycle and

the distribution of schools with respect to location, the school-age population, and

the number of children attending school. The administrative structure and processes

relevant to the school level activities arc then discussed.

4.1.3.1 Organization and Distribution. The primary school cycle is five years

with students expected to enter school at age six. There were 11,869 primary

schools in 1985, a growth of 1.8 percent over 1984. Most primary schools are

independent units with Grades 1-5; some are operated in combination with either

lower secondary schools (Grades 1-7), or with upper secondary schools (Grades

1-10). Since the expansion of primary education from three to five grades in 1981,

14 percen t of primary schools ha ve not been fully upgraded to five grades. (See

Table 4.1 for the distribution of the commonly occurring sizes of school units.) As

the government moves from a 5-2-3 to a 5-5 structure, eliminating the lower

secondary level (6-7) as a separate unit, approximately 2,285 schools will have to be

either down-graded to primary only schools (Grades 1-5) or upgraded to full

secondary schools (Grades 1-10).

The following paragraphs briefly discuss private schools, primary school

locations, geographical density of schools by region, density with respect to school

age children, and average school size.
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Table 4.1

School Distribution by Grade Combinations (1985)

Grades

Region 1 1-2 1-3 1-4 1-5 1_71 1-8/9 1-10 6_102 0-10 Total

Eastern Region ·n 73 94 64 1.622 566 37 248 14 5 2,76.

Central Region 92 109 125 239 1.747 594 62 318 26 14 3,326

Western Region 95 84 129 97 1,686 542 34 284 25 1 2,977

Mid-Western Region 31 89 113 130 954 336 33 101 8 3 1,798

Far-Western Region 27 40 ..4 39 610 247 16 77 9 8 1,117

All Nepal 286 395 505 569 6,619 2,285 182 1,028 82 31 11,982

%of All Schools (2%) (3%) (4%) (5%) (55%) (19%) (J.5%) (9%) (.7%) (.3%) (.3%)

Source: Manpower and Statistics Section, MOEC, 1986 (unpublished)

Note: Incomplete primary schools which are government aided will add a new grade eal:h
year until they have a full 5 grades. Many of the incomplete primary schools are
privately funded.

1Includes Grades 1-6 schools.

2Includes Grades 6-8 and 6-9 schools.
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Private Schools

The number of completely privately managed schools has been increasing

dramatically. There were 439 private primary schools reporting to have 67,238

students and 1,623 teachers in 1985. (See Table 4.2 for more details.) Student

enrollment has grown by more than 200 percent since 1984. Nevertheless, less than

four percent of all students are enrolled in private schools. Since private schools

cannot be compelled to complete government data collection forms, their exact

number is not known. However, the above figures probably underestimate the total.

Most private schools are located in urban areas. Many start teaching English at

Grade 1, which explains part of their popularity. I

Table 4.2

Private Education in 1984-1985 (2041-2042)

Level Schools
1984 1985

Students
1984 1985

Teachers
1984 1985

Primary 228 439

% increase 93%

Lower Secondary 88 210

% increase 137%

Upper Secondary 250 278

% increase 11%

20,194

5,907

27,303

67,238

233%

16,813

185%

34,741

27%

323

138

998

1,623

402%

610

342%

1,236

24%

Total 566 927 53,404 118,792 1,459 3,469

% increase 64% 122% 138%
Source: Manpower and Statistics Section, MOEC, Educational Statistical Report

of Nepal, 1986.

lIn 1986, based on information which became available after the August 1987
draft of this assessment was prepared, 8.7 percent of all Grades 6 and 7 were
supported completely privately. These enrolled 8.1 percent of all lower secondary
students. At the secondary level, 27.7 percent of all Grades 8, 9, and 10 were
completely privately supported. Just over 19 percent of all secondary students are
enrolled in these grades. Privately run primary grades also exist but they are less
common; 2.6 percent of all primary grades, which enroll 3.1 percent of all primary
students, are run privately.

I•
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Under the Seventh Plan (1985-1990), no new government-aided lower secondary

(6-7; or upper secondary (8-10) schools will be opened. Nonetheless, the number of

scheols with these grades is increasing as local communities expand primary schools

by using their own resourt;es. Pre-primary schools are also managed privately. In

1985, 266 reported to the MOEC with a total enrollment of 20,867. They had 1,067

teachers of which 61 percent were female. Student enrollment in pre-primary

schools grew by 4' percent over 1984.

Primary School Location

The District Education Committee (DEC) decides where new primary schools

are to be located. These decisions are based on criteria that include the availability

of students and physical facilities as well as the proximity of other primary schools.

However, this process is often influenced by political pressure as village Pradhan

Panchas (Le., chiefs of the village panchayats) seek to locate new schools at places

of their choice. To discourage the use of such political pressure and to plan for the

new teachers needed to universalize primary education by the year 2000 A.D., the

MOEC is currently undertaking a school mapping study. The study will identify the

location of existing schools and, using panchayat level population projections of the

primary school-aged porulation, idt:ntify the number of teachers and location of

schools needed over the next 13 years.

Geoglaphical Densi ty

The density of primary schools varies among the geographical regions. Nepal is

divided into th.-ee geographical areas which are, from South to North, the Tarai, the

Hills, and the Mountains. In addition, the country is divided into five Development

Regions from Ea:;t to West. Each development region encompasses districts from at

least two or three of the geogr~phical areas. In the Eastern Tarai there is ap

proximately one school per seven square kilometers diminishing to one school per 19

square kilometers ill the Mid- and Far-Western Tarai. In the Eastern Hill districts,

the density is also about one school per seven square kilometers, diminishing to

about one per 12 square kilometers in the Far-Western Hills. Fat all Mountain

districts, school density is about one school per 29 square kilometers. The

relatively high density of schools in the Eastern, Central, and Western Tarai (an

average of one school per 7.6 square kilometers), wh"ce the terrain is flat, suggests

that most students should be within walking distance of a school. Where the

topography is more rugged and more of the land area uninhabited, the density of
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schools declines. Since Hill and Mountain populations are widely scattered, no

general statement about school accessibility can be made for children living in these

areas. Nonetheless, accessibility is a known problem, especially for children living

in small villages in more isolated areas.

Density with Respect to School-Age Children

The distribution of schools with respect to the population of school-age

children, however, reflects the government's recogniti~n that there must be

relatively more schools in remote areas in order to serve this population. In the

Central and Eastern Tarai, for example, there are approximately 350 school-age

children for each primary school; this ratio declines to about 275 in the Far

Western Tarai. In the Hills, a ratio of about ISO school-age children per school

remains fairly constant all across the country. In the Mountains the ratio is about

84 per school. This distribution is not, however, indicative of the number of

children of primary school-age actually enrolled in school. This will be discussed in

Section 4.1.4.1.

Average School Size

The average primary school size varies from 252 students per school in the

Tarai districts of the Eastern Development Region to 36 per school in the Mountain

districts of the Western Development region (see Table 4.3). Tarai schools are

generally nearly double the size of Hill schools and often triple the size of

Mountain schools. Average class size within schools varies from 45 in the Tarai to

26 and 16 in the Hills and Mountains respectively (see Table 4.4). In general, Tarai

schools are more highly concentrated and larger, both in terms of total student

numbers and average class size, than schools in other parts of the country.

o

4.1.3.2 Administration. At the central level, the MOEC is responsible for

educational planning, budgeting, and evaluation. The Regional Education Offices

(REOs) and the District Education Offices (DEDs) 'ocated within the regions are

responsible for implementing these plans and monitoring activities at the school

level. This section describes the administration system at the school level and at

the c1istrict level as it relates to school administration.
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Table 4.3

Average Primary School Size

by Geographical Location and Development Region (1985)1

Development Region

Location Mid- Far- Area
Eastern Central Western Western Western Average

Tarai 252 176 235 192 222 211
Hill 121 129 146 98 105 124
Kathmandu

Valley2 148 148
Mountain 106 101 36 52 95 77
Regional Average 169 169 160 110 120 1531

Source: Manpower and Statistics Section, MOEC, Educational S!utiSl"';~;

Report of Nepal, 1986

1 The average primary school size for privately managed primary schools
is 153. The average primary school size in urban areas is 282.

2 Kathmandu Valley districts are often treated separatel." from Hill
districts, the geographical area in which the valley is located, because
of the atypically high percentage of urban schools and children in these
districts.

Each school is governed by a School Management Committee (SMC). Its

members are the Yradhan Pancha or a representative appointed by the District

Education C\1mndttee (DEC), the headmaster who is member secretary, a guardian (a

parent or sponsor of a child) appointed by the village panchayat, a ward member

also appointed by the village panchayat, and a benefactor of the school appointed

by the SMC. The SMC's responsibilities include maintaining the physical facilities,

hiring and firing teachers (particularly those who are temporary), overseeing the

general management of the school, preparing the school budget, and managing the

school funds including providing salaries and allowances to teachers. Funds to

maintain the school and to provide furniture and other materials must be obtained

by the SMC from the local community. In poorer communities, free labor may be the

only resource available. Without funds for materials, maintaining school facilities

adequately is beyond the means of many communities.
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Table 4.4

Anraae Primary Class Size

by Geographical Location and Development Reslon (1985)

Development Region

Location Mid- Far- Regional
Eastern Central Western Western Western Average

Tarai
Grades 1-5 53 38 52 42 48 45
Grade I 86 66 94 77 88 79

Hill
Grades 1-5 25 28 31 21 22 26
Grade 1 49 58 62 44 50 54

Kathmandu
Valley

Grades 1-5 57 51
Grade I 98 98

Mountain
Grades 1-5 22 22 8 12 17 16
Grade 1 44 48 12 28 42 36

Area Average
Grades 1-5 33 35 32 22 27 30
Grade I 60 60 62 45 56 58

Source: Manpower and Statistic-=. Section. MOEC. (unpublished) 1986

Note: The range of avera~e class size for Grade I is as follows:
Tarai 113 in Nawalpal'asi to 61 in Sarlahi
Hills 74 in Makwanpur to 31 in Pyuthan
Mountains -- 5I in Sankhuwasabha, Dolakha and Bajhang

14 in Manang

The SMC is expected to meet once every three months. It reports on its

activities to the District Education Officer. The SMC is liable to dismissal by the

DEC if it fails to manage the school satisfactorily. misappropriates the propert}· of

the school. or disobeys orders from the DEC. In effect. the District Edu,"lltion

Officer has only indirect c,ontrol over what happens in the schools. He does,

however. have the authority tCl withhold government funds from the schools.

According to reports from District Education Officers 'tnd other educators. SMCs

often do not fulfill their responsibilities. This may be due to a lack of understand-
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ing about their responsibilities or due to a lack of genuine interest in the school

since three of the five members are appointed by the DEC or are politically elected

officials.

The following quote. from a study of trained teach~rs in Kabrepalanchok

(Karmach~rya. 1982). gives some insight into the functioning of the SMCs.

A mixed reaction was found among the teachers in this study toward the
activity of their school committees. In half the schools. school committees
were reported to be very helpful in mobilizing the community to help the
schools. In other schools. the committees were said to be passive. In two
schools. the headmasters had virtually ignored the existence of the committee.
In some schools. the headmasters and the teachers charged that the president
of the committee had misused the property and funds of the schools. In one
school. a donation of about Rs 2000 was raised from villages. but the school
teachers were not able to use the money because it was in the hands of the
Pradhan Pancha. who was the president of the school committee. . .. In one
school. the teachers said that there was no need for a school in that area.
The president (a Pradhan Pancha) had brought the school for his own personal
and political benefit. (pp. 189-190)

Each school has a headmaster whose responsibilities. according io the 1971

Legal Code. include the following: keeping the school records. supervising the

teachers and calling regular meetings. setting the school schedule. attending to

school discipline and cleanliness. enrolling students and arranging for examinations;

keeping records of warnings and punishments to staff and reporting these to the

SMC and DED; planning for extra-cerricular activities; and submitting suggestions to

the SMC for teacher transfers. promotions and rewards. and approving teacher

leaves. The headmaster also has the authority to expel students. He is expected to

establish a promotion committee of teachers to advise him on student promotions.

He needs permission from the DED to open new sections as classes become

overcrowded. Although his responsibilities are numerous. his role is generally

advisory to the SMC; in many areas he may act only in consultation with others.

His power is restricted administratively and financially by the DEO and the SMC.

Apart from the specially funded education projects (see Section 4.1.4.7), there

is no program for trnining headmasters to manage the 22 responsibilities assigned to

them in the 1971 Lf:gal Code. For these 22 responsibilities, they receive only an

additional Rs 30 per month over the salaries of teachers. Because headmasters are

rarely more qualified than their teachers, and lack an understanding of their

administrative and supervisory roles, they exert little control over the teachers who

ofte~ offer passive resistance to unwanted policies.
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AltJlough headmasters receive little remuneration and no training for their

position, educational administrators are still optimistic that they playa critical role

in education. When asked why some schools perform better than others under similar

conditions, school administrators often cite the I.:adership of the headmaster or of

some outstanding ~ommunity member. Recent research in other countries supports

the assertion that the headmaster's leadership is a critical factor in creating an

effective school.

On a monthly or quarterly basis, each school receives its allocation for teacher

salaries and office supplies based on a budget requ.:st from the SMC's. This is

deposited in the school's bank account in the district headquarters or distributed

directly by the DEO. In either case, collecting the salaries often necessitates

several days' walk to the district center, usually by a teacher or a headmaster, thus

disrupting the functioning of the school. Several District Education Officers

interviewed during the sector assessment noted that some SMCs will submit budget

requests for more than the number of teachers currently at the ~chool but within

the allocated number of positions. Without means to verify school requests and

given local political pressure, District Education Officers often find it difficult to

withhold government funds from these schools.

Supervisors from the DEO are responsible for visiting schools to collect data,

supervising teachers, improving school standards in discussions with headmasters and

teachers, evaluating teachers, and assisting with any problems a school may be

having. In 1984, the 33 percent field allowances previously given to supervisors was

curtailed and the budget for travel allowance and daily allowance (TAjDA) was

reduced. As a result, supervisors now rarely go into the field a.ld then only in

response to a specific need. Therefore, the supervisors are not fulfilling their

functions and the schools have been operating in isolation from the district

administration. Although the SMCs have been required to submit regular salary and

other information to the DEO, there is no process for verifying the accur~cy uf

their statements.

4.1.4 System Characteristics

This section reviews the following characteristics of the primary education

subs,-'ctor: students, teachers, curriculum, examinations, facilities and equipment,

and 1.1(" quality of instruction. The section ends with a review of the costs of

primary education.
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4.1.4.1 Student Enrollments and Characteristics. There were 1,812.098 pri

mary school children in 1985. This represents a growth of 3.7 percent over the

1984 enrollment and a ten-fold increase over the last 25 years. (See Table 4.5 for

additional historical data). The school population is concentrated in the heavily

populated Tarai, which accounts for 39 percent of the enrollment while representing

only 17 percent of the land area. The Hills and the Kathmandu Valley have 45

percent of the enrollment and 68 percent of the land area, and the Mountains have

7 percent and IS percent respectively. About three percent (57,221) of the students

are enrolled in schools located in the 29 town panchayats. which constitute the

urban areas.

Table 4.5
Growth of Primary Education

Year

35.02

7.1
21.6

Growth Bases 1971

Number of Schools 7,634
Annual Growth (%)

Number of Students
Boys 346.398
Annual Growth (%)

Girls 64,107
Annual Growth (%)

Total 410,505
Annual Growth (%)

Gross Enrollment (%)1
Boys
Girls
Total

1976 1981 1985

8,768 10,628 11,873
2.8% 3.9% 2.8%

612,055 1,014,265 1,270.449
12.1% 10.6% 4.6%

150,408 373,736 541.649
18.6% 20.0% 7.7%

762,463 1,388,001 1,812,098
13.2% 12.7% 6.9%

98.8 n 1.53

39.7 50.0
70.6 82.1

Source:

Notes:

Manpower and Statistics Section, MOEC, Educational S~atistical

Report 01 Nepal (Selected years).
INationaI Planning Commission, Population Monograph 01 Nepal, p. 142
2For 1970 not 1971
3For 1984 not 1985

Grade 1 enrollments increased by less than one percent from 1984 to 1985. In

1986, however, there was a 4.3 percent growth in Grade 1 enrollments. At the same

time, total primary school enrollment increased by 2.S percent, suggesting that the

increase in Grade 1 enrollments is pa.rtly counterbalanced by a greater loss of

children in the upper grades as compared with 1985.
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The following paragraphs discuss gross and net enrollments, Grade 5 retention.

girls' enrollments. school participation. drop-out and repetition. and enrollment

projections.

Gross and Net Enrollments

More important than the actual enrollments are the percentages of school-age

children that they represent. Enrollment rates are reported as either gross or

apparent enrollments and as net enrollments. Gross primary school enrollments

include children who are under-age (younger than 6) and over-age (older than 10).

Net enrollments include only the number of school-age children (6-10) enrolled.

Gross and net enrollments are compared with the total school-age population (6-10

years) to yield the gross and net enrollment rates. Gross enrollment rates, by

definition, are always larger than net enrollment rates. The gross enrollment rate

published for 1985 by the National Planning Commission is 82 percent. The figure

released by the MOEC is 77 percent. The difference is the result of using slightly

different population projections for the 6-10 age population group.

Regardless of the absolute figures, it is instructive to look at the relative

differences across districts. Table 4.6 shows the 1985 gross enrollments for boys

and girls, and the distribution of schools per 1,000 school-age children, given

separately for each development region and geographic area. Table 4.7 shows the

1985 gross enrollment range and the districts that fall within that range.

Some of the lowest gross enrollments occur in a group of districts in the

Central Tarai: Dhanusha, Mahotari, Sarlahi, Rautahat, and Parsa. On the other

hand, districts with high gross enrollments tend to be Hill districts in the Eastern,

Central, and Western Developmental Regions.

The reason often given for low gross enrollments is the low participation of

girls in those areas, particularly in the Tarai. However, increasing girls' enrollment

will not necessarily have a major effect on gross enrollment rates. Dhanusha

district, in the Central Tarai. with a gross enrollment of 42 percent, provides an

instructive case. There the girls' gross enrollment rate is 20 percent. If girls'

enrollment were increased to equal boys' enrollment (i.e., 50% boys, 50% girls

enrolled in school), total gross enrollment would increase to only 68 percent. Other

reasons for the low enrollment rate can also be discounted. Access is a relatively

minor issue. The density of schools in Dhanusha is among the highest in Nepal, and

the schools arc not particularly overcrowded. The average class size in Dhanusha is

37, low even for the Tarai where the average class size is 45. Clearly, many boys
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as well as girls are not enrolled in the district. Increasing access by building more

schools is not likely to solve this problem. Schools need to be encouraged to find

ways to enroll children who currently do not attend.

The net enrollment rate for 1985, published by the MOEC, is 57 percent. By

development region, the breakdown is as follows: Eastern, 52 percent; Central, 60

percent; Western, 74 percent; Mid-Western, 48 percent; and Far-Western, 47 percent.

Table 4.6

Gross Enrollments (1985)

Access Participation
(Distribution (Gross Enrollment %)
of schools

Area per 1000
school-age
population) Boys Girls Total

Eastern Development 4.6 98.8 54.8 77.4
Region (EDR)

Central Deveiopment 4.3 97.7 44.7 72.5
Region (CDR)

Western Development 6.5 134.7 71.1 103.5
Region (WDR)

Mid-Western Development 6.1 105.2 29.2 67.6
Region (MWDR)

Far-Western Development 5.6 110.7 22.5 67.5
Region (FWDR)

Total 5.2 107.3 48.7 78.9

Mountains 8.7 111.7 37.2 75.3
Hills 6.8 128.4 59.4 94.2
Tarai 3.0 87.7 40.2 65.2

I

Source: 1. Ministry of Education and Culture, Educational Statistical
Report 01 Nepal, 1986 (2042), Kathmandu: MOEC

2. The age group population for 1985 is derived from projections
developed by the sector assessment team as shown in Chapter 2.
The breakdown by gender is based on proportions obtained in the
1981 census.
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Percentage

Table 4.7

Gross Enrollments by District (1985)

District Frequency

Less than 50%

50% to 60%

60% to 70%

70% to 80%

80% to 90%

90% to 100%
100% to 120%

Over 120%

Danusha, Mahotari, Sarlahi, Rautahat, Parsa, 7
Kalkikot, Jajarkot

Udayapur, Saptari, Sindhuli, Bara, Mugu, Jumla, 8
Bajhang, Kailali

Morang, Sunsari, Solokhumbu, Khotang, Rupendehi, 16
Rukum, Rolpa, Salyan, Pyuthan, Dang, Dailekh,
Banke, Bardiya, Bajura, Accham, Doti

Siraha, Dolakha, Sindhupalchok, Rasuwa, 8
Dhading Manang, Baitadi, Dadeldura

Taplejung, Panchtar, Jhapa, Bhojpur, Okhaldhunga, 13
Ramechap, Nuwakot, Kabrepalanchok, Makwanpur,
Nawalparasi, Kapilbastu, Darchula, Kanchanpur

Bhaktapur, Banglung, Humla, Dolpa 4
lIam, Shakhuwasabha, Tehrathum, Dhankuta, 13

Lalitpur, Gorkha, Lamjung, Tanahun, Palpa, Gulmi,
Arghakanchi, Myagdi, Surkhet

Kathmandu, Chitwan, Kaski, Syanja, Mustang, Parbat 6

Source: Manpower and Statistics Section, MOEC, 1986, (unpublished)

According to the 1971 F.ducation Code, students who have not reached the age

of 6 years are not to be admitted to Grade 1. Admitting under-age children is a

common practice, however, but school administrators are reluctant to acknowledge

this in official reports. Probably as a result of this, eight districts listed no under

age children and others no doubt under-reported their under-age students, thus

exaggerating the net enrollment rate.

According to MOEC statistics for 1985, 22 percent of the students enrolled in

primary schools are over-age, but this probably also reflects under-reporting. The

percent over-age reported by districts ranged from one percent in the Hill districts

of Ramechap and Makawanpur to 33 percent in Surkhet and 38 percent in Salyan,

also a Hill district. A 1984 CERID study reported that the average age of enrolled

students was in general two to three years above their expected age.

There are no data available on the enrollment of students by caste or by

socio-economic status. Given the economic constraints to sending children to school

expressed by families and school personnel, it is reasonable to assume that the more

economically advantaged and higher caste groups have higher participation rates in

elementary education.
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Grade 5 Retention

The ability of districts to retain students to Grade 5 can be considered an

indicator of the efficiency of the system. A rough measure of the retention rate is

the ratio of number of students in Grade 5 to the number in Grade l. For every

100 children in Grade I, there are an average of 31 students in Grade 5 in Tarai

districts, 36 in the Kathmandu Valley districts, 24 in the Hill districts, and 19 in

the Mountain districts. Even these figures mask the range within each geographical

region. For example, Hill districts may have a Grade 5 retention rate as low as 13

(Makwanpur) or as high as 33 (Panch tar and Khotang). There is a slight tendency

for retention rates to decline from east to west in all three geographical regions.

Several factors may affect the ability of schools to retain students to Grade S.

Students may be more likely to stay in schools with more qualified (SLC-pass)

teachers and trained teachers. Retention should also be higher for complete

primary schools with five grades so students do not need to change schools in mid

cycle. Smaller class sizes for Grade 1 should also reduce the drop-out rate and

thus increase retention. A statistical test (multiple regression) can be performed to

determine if the data show the expected relationships amon~ these variables and

Grade 5 retention rates. Such a test found that it is highly probable that all of

these relationships exist. Such associative relationships, however, do not necessarily

imply causal relationships. Some of these factors are more strongly associated with

Grade 5 retention than others. The strongest relationship was between the

percentage of qualified teachers in the district and the Grade 5 retention late.

Girls' Enrollment

According to Table 4.5, girls' enrollment has been growing faster than boys'

enrollment and accounting for a slowly increasing percentage of total enrollment.

Girls comprised nearly 30 percent of the total primary school enrollment by 1985,

and urban area girls were about 34 percent of the enrollment. The level of girls'

enrollment varies across the country, as shown in Table 4.8. It is particularly low

(13 percent) in the Hill and Mountain districts of the Far-Western Region. The

reasons for these low regional percentages are the same for the country as a whole

but are made more severe by the generally low level of literacy and the poorer

economic conditions found in the Far-Western Development Region. Families do not

value education for girls, and girls are kept from school to work in the home and

care for their younger siblings. Nonetheless, girls' enrollment increased 33 percent

between 1984 and 1986 in the Far-Western Development Region, compared with 10
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percent for the country as a whole. Even though fewer girls enroll in school than

boys. they tend to progress at a rate only slightly less than that of boys (see

Tables 4.9 and 4.10).

Table 4.8

Percentaae of Girls Enrolled in Primary School (1985)

Development Region

Geographical Mid- Far- Geographical
Area Eastern Central Western Western Western Area

Average
Tarai
Grades 1-5 35% 26% 25% 26% 22% 29%
Grade 1 35% 25% 28% 28% 23% 29%

Hill
Grades 1-5 32% 33% 36% 19% 13% 31%
Grade I 36% 33% 38% 22% 17% 33%

Mountain
Grades 1-5 35% 22% 46% 16% 13% 24%
Grade 1 37% 26% 40% 19% 16% 26%

Reaional Average
Grades 1-5 34% 29% 34% 21% 16% 30%
Grade 1 36% 30% 36% 24% 19% 31%

Source: Manpower and Statistics Section, MOEC, Educational Statistical Report
of Nepal, 1986

The MOEC recognizes that it faces a major challenge in increasing girls'

enrollments. The distribution of free textbooks to girls in Grades 4 and S in the

more remote areas and the special teacher education programs for under-SLC women

are two strategies designed to increase girls' enrollment. An educuion project in

the Far-Western Development Region and many non-governmental organizations

(NGOs) operate nonformal literacy clatses for out-of-school girls. Chapter 8, on

Nonformal Education, discusses these programs in more detail. The Basic Needs

Program identifies strategies for increasing girls' enrollment including the provision

of scholarships and funds for uniforms.
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Table 4.9

Drop-Out and Repetition Rates (1983-1984)

Grade
Rates 1 2 3 4

"h
5

"

Total Drop-Out .22 .05 .02 .08 .07
Repetition .39 .23 .18 .19 .17
Promotion .39 .72 .80 .73 .76

Boys Drop-Out .22 .05 .01 .09 .07
Repetition .39 .22 .18 .19 .17
Promotion .39 .73 .81 .72 .76

Girls Drop Out .25 .06 .06 .06 .04
Repetition .37 .24 .18 .20 .20
Promotion .37 .24 .18 .20 .20

Source: Manpower and Statistics Section, MOEC, Reporl on Dropouts
and Repealers 2040-20.J1, 1985

Note: See Annex 4.6 for more recent drop-out and repetition rates.

Table 4.10

Sun-ivai Rates (1981-1985)

Grade
Year 1 2 3 4 5

Boys
1980 100
1981 100 48
1982 100 49 42
1983 100 50 44 38
1984 100 48 43 40 33
1985 100 48 40 40 34

Girls
1980 100
1981 100 45
1982 100 47 37
1983 100 46 40 31
1984 100 50 40 36 29
1985 100 46 43 36 33

Source: Manpower and Statistics Section, MOEC, calculated from
Educational Statistical Report 01 Nepal (various years)
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School Participation

Several studies have investigated factors which influence school participation

in Nepal. A 1984 CERID study on the determinants of education in rural Nepal

found that gender was the major predictor of school participation. The study also

found school attendance positively associated with household factors such as adult

literacy, per capita income, Nepali as the first language, and school factors such as

distance to school and the presence of Nepali-speaking teachers. Teachers with

ethnicity similar to the students, but wh,) could speak Nepali, were found to have a

positive impact. The presence of qualified and trained teachers, however, had less

of an impact. The literacy of the adult family '11ember·s was found to be the single

most important determinant that can be altered through programmatic intervention.

A 1986 UNESCO study on participation in school, conducted in the Tarai,

confirmed these findings. In addition, it found that the presence of younger

siblings in the family only slightly decreased girls' chances of participating in

school. Nutritional status was also related to school enrollment.

Drop-Out and Repetition

Once children begin school, they are very likely to repeat a grade and drop

out before completing the primary cycle. According to a 1986 MOEC study, 22

percent of the children who start Grade I graduate from Grade 5 (derived from

Table 4.9). The graduation rate is highest in the Tarai and lowest in the

Mountains. It is encouraging to note that once enrolled in the system, the behavior

of girls with respect to drop-out and repetition rates is not notably different from

that of boys.2

Wastage and therefore decreased efficiency occur as students repeat grades and

drop out. The greatest wastage is caused by repeaters rather than drop-outs. The

average repetition rate is .23, and the average drop-out rate is .09. The efficiency

of the primary school system is 53 percent.s (Sec Section 2.6.1 for a more

complete discussion of efficiency.) If all entering students graduated without

repeating a grade, the efficiency would be 100 percent.

2See Annex 4.6 for updated rates which present a less optimistic picture of
repetition and drop-outs in primary school.

SThe revised repetition and drop-out rates in Annex 4.6 show that repetition
accounts for about 33 percent of the wastage and drop-outs account for about 67
percent. The overall efficiency of the primary school cycle is 39 percent.
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According to the 1986 MOEC study, 70 percent of all drop-outs occur at Grade

I as do 53 percent of all repetitions (sec Table 4.9). Many explanations for these

high rates have been offered. Some of these are: (I) there are a large number of

under-age children in Grade I who tend to repeat or drop out; (2) children often

are expected to spend two years in Grade I, the fir!;t learning the alphabet and

numbers and the second covering the remainder of the curriculum; (3) students

enroll to receive free textbooks and then drop out; (4) students drop out because

their labor is needed at home or in the fields; (5) students become bored with

school; and (6) parents do not see the relevance of primary education and therefore

do not support their children's education. While assertions are numerous, there is

little research to support any of these explanations.

A 1987 study by CERID found that socio-economic factors such as econl.-mic

pressures and parental indifference towards the value of education were the major

reasons that children dropped out. Educators further removed from the school

setting, such as District Education Officers and supervisors, identified school-related

as well as socio·~conomic factors. They noted that "most primary schools in rural

communities are not functioning in a reasonably satisfactory manner" (p. 12).

Data collected for this sector assessment, on 15 schools selected from each of

the geographical locations, examined attendance data for all Grade 1 students--those

who pass, drop out, and repeat. The purpose of this study was to provide more

detail than earlier studies on the ages and attendance patterns of these three

groups of students. Table 4.11 shows the variation of pass, repetition, and drop-out

rates across various ages for Grade 1 students.

Table 4.11

Percentage of Grade 1 Students Passing, Repeating,
and Droppiol out by Ale

Status

Age Passers Repeaters Drop-outs Total

4·5 Years 24% 13% 33% 100%
6 Years 33% 37% 30% 100%
7 Years 37% 32% 31% 100%
8 Years 49% 28% 23% 100%
9 and above 32% 20% 48% 100%

Source:

Note:

Sector Assessment, unpublished, (1987)

Six hundred sixty-three students are included in this sample. Of these,
18 percent arc 4·5 years, 33 percent are 6 years, 28 percent arc 7 years,
13 percent are 8 years, and 8 percent are 9 and above.
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It is often assumed that the under-age children are most likely to drep out

and repeat. Although Table 4.12 indicates that this is the case, it is not strikingly

so. Children of all ages show high drop-out and repetition rates. Children who arc

eight years old appear to be the most successful group; their pass rates arc highest

ami drop-out and repetition rates lowest. Unfortunately, it not known how many of

these have already repeated Grade 1.

Little is known about the attendance patterns of drop-outs and repeaters.

Table 4.12 gives the percentage of days of school attended by each group--students

who pass, repeat, and drop out.

Table 4.12

Grade 1: Percent of Total School Days Attended

Status
Age Passers Repeaters Drop-outs

4-5 Years 74% 49% 26%
6-7 Years 69% 67% 37%
8 and above 75% 63% 42%

Source: Sector Assessment, unpublished, (1987)

Children who repeat are found to attend school almost as often as those who

pass, suggesting that low attendance is not a major cause of repetition. Older

children generally attend school more consistently. This observation, combined with

their higher pass rate, suggests that maturity may be' an important factor in school

success.

The study also examined the attendance pattern for each student throughout

the year. Passing students attend school regularly throughout the year as their

attendance percentage indicates. Repeaters also tend to attend throughout the year

but less frequently. One might expect drop-outs to attcnd evcn more sporadically

throughout the year. This, howevel, tends not to be the case. Most attend as

consistently as do passing students until they drop out, whether after two, three, or

more months of school. The reasons for their abrupt departure may be related to

the need to join the agricultural workforce, but students also depart at times not

related to the agricultural cycle. Their departure also could reflect a loss of

interest in attending school. It is often suggested that students come to school

only to receive free textbooks and then depart quickly. In this study, however,

only fifteen percent of the drop-outs attended school for fifteen days or less.
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Projections

The MOEC has projected the following primary school enrollments from 1986

to :ZOOO A.D. in order to meet its target to enroll all children age 6-10 by that

year.

1986
1991
1996
20004

1,871,104
2,196,235
2,577,862
2,930,383

Meeting these targets requires an annual enrollment growth r?,te of 3.26

percent over the period. As discussed in Chapter 2, there also will need to be a

significant decrease in drop-out and repetition rates if these targets are to be

achieved. The government has assumed these rates will drop to nearly zero by the

year 2000 A.D.

These projections may be optimistic for several reasons. First, the growth in

Grade 1 enrollments, as listed below, has generally been declining. Maintaining an

annual growth rate of 3.2 percent may thus prove difficult.

1982-1983 8.0%
1983-1984 6.3%
1984-1985 0.6%
1985-1986 4.3%

Second, there is no evidence that drop-out and repetition rates have declined

over the last five years. Retention rates presented in Table 4.9 show that

progression rates have not changed from 1980 to 1985. This suggests that drop-out

and repetition rates have remained stable. The New Era study (N.D.) on free

textbook distribution also found that textbook availability did not affect the drop

out and repetition rates in their sample of schools.

The government is currently focussing its efforts on expanding access to

primary education by planning for increased numbers of teachers and school

facilities. These should help to increase the primary school enrollment rate. As

dis';ssed earlier, however, there are areas, especially in the Tarai, where schooling

is accessible but students do not attend. To meet its targets, the government must

seriously attend to developing policies and programs to encourage more st",dents

who now have access to schooling to attend and to reduce their drop-out and

repetition rates.

4Revised projections as of January 1988, which were not available when this
report was drafted (August 1987), were: 2,349.918 for 1991, 2,762,562 for 1996, and
2,928,984 for 2000.
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4.1.4.2 Tea:chers. One hundred vercent of primary teachers' salaries are paid

by government, thus assuring that primary teachers are available to <ill schools.

The success of primary schooling depends on the teachers' ability and dedication

since these teachers and the government provided textbooks are the only resources

available to many schools. The primary teaching force has grown at an annual rate

of 9.5 percent over the last ten years to a total of 51,266 by 1985 (see Table 4.13).

This~. Ion describes these t~achers' qualifications, training, and employment

status. It also reviews the statl!S of the teaching profession. The distribution of

teachers with respect to the primary student population is examined as a resource

allocation issue. Finally, this section discusses the number of teachers needed to

universalize primary education by the year 2000 A.D.

Table 4.13

Primary Teachers (1985)

All Teachers Female Teachers

Unqualified
Under SLC

Total 13,939 1,452
Trained 5,502 774

Qualified
SLC

Total 32,171 2,841
Trained 9,628 993 -

!lio

Intermediate
Total 4,961 509
Trained 1,172 191

Bachelors/Masters
Total 195 68
Trained 60 25

Total
Total 51,260 4,870
Trained 16,362 1,983

Percentages:
Trained 32% 41%
Qualified 73% 70%

Source: Manpower and Statistics Section, MOEC, Educational
Statistical Report 01 Nepal, 1986
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Qualifica tions

Government policy requires a primary teacher to have a School Leaving

Certificate (SLC) as the minimum qualification. However, the supply of SLC

teachers has not been able to meet the demand and man}' under-SLC teachers have

been hired. Table 4.14 shows that 27 percent of the teachers did not have an SLC

in 1985. This represents a sharp drop in the percentage of unqualified teachers

from the 42 percent in 1976. Table 4.15 also shows that the distribution of

qualified teachers varies widel}' across the country. The Eastern Development

Region has the highest percentage of qualified teachers, which is not surprising

given that this area has a long tradition of educational develo(.'llent. The Mid- and

Far-Western Development Regions, on the other band, are g~ner4:jy less developed.

They have had less access to education and lack a pool of ......~~ated manp: wer

relative to the rest of the country. As a result, there are f.;:wer qualified teachers

(49 percent) found in these regions.

Training

Trained teachers are those who have passed a training coune recognized by

the government and are thus entitled to receive the monthly allowance for trained

teachers. Table 4.14 gives the percentage of trained and qualified teachers from

1976 to 1985. The government has been less successful in providing trained

teachers than in providing qualified teachers. Over a ten-year period, the

percentage of trained teachers has declined from 39 to 32. This decline has

occurred as the teaching force has expanded rapidly without a comparable increase

in training opportunities. As a result, the policy was char.~(.u ~o no longer require

that teachers be trained to become permanent emr10yees. In contrast to the

distribution of qualified teachers, all development legions have comparable

percentages of trained teachers (Table 4.15).

Most of the teacher education programs for primary teachers are designed to

train unqualified teachers (see Chapter 6, on Teacher Educ:ation, for more details).

As a result, the percentage of unqualified teachers who are traiIked !.as not been

declining; in fact, their numbers increased by three pe~cent froJ'" i934 to 1985.

Thirty·nin:~ percent of the unqualified teachers in 1985 wer: L:.5ned; only 21

percent of the qualified teachers were trained according to the MOEC. Numbers,

however, are more revealing; 8,437 unqualified teachers are untrained; 26,467

qualified teachers are untrained. Government training efforts are focussed on the

much smaller group of unqualified teachers. A major commitment of resources and

a shift in the target population is necessary if a fUlly trained teaching force is to

be achieved as part of the universalization of primary education.
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Year

1976
1977
1978
1979
1980
1981
1982
1983
1984
1985

Source:

Table 4.14

Trained and Qualified Teachers (1976-1985)

Numbcr Percent Percent
Qualified Traincd

20,775 58 39
23,395 61 38
24,652 63 39
26,384 63 37
27,805 65 36
29,134 67 36
32,259 68 36
38,131 69 34
46,484 71 32
51,266 73 32

MOEC, Manpower and Statistics Section,
Educational Statistical Report 01 Nepal, 1976-1986

Table 4.15

Trained and Qualified Teachers by
Denlopment Resion (1985)

Development Pcrcent Percent
Region Total Qualified Trained

Eastern 12,320 83 32

Central 14,181 77 34

Western 13,312 79 29

Mid-Western 7,154 49 29

Far-Western 4,293 49 36

Nepal 51,266 73 32

Source: MOEC, Manpower and Statistics Section,
Educational Statistical Report 01 Nepal, 1986
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Female Teachers

Nine percent of all primary teachers are female (see Table 4.13 for details).

Seventy percent or them are qualified, and 41 percent are trained. In general, female

teachers are better trained than their male counterparts and have approximately the same

level of qualifications. The low numbers of female teachers reflect the low level of

education generally attained by women in Nepal and the fact that in many areas it is

still not appropriate for women to work outside the home. Female teachers are more

concentrated in urban areas where levels of education are higher and attitudes towards

women's roles are more liberal.

Government has been trying to increase the number of female teachers through a

special teacher training program for under-SLC girls from more remote areas. (This is

described in more detail in Chapter 6.) Government hopes that the presence of more

female teachers in schools will encourage more girls to enroll. The associative

relationship between the percentage of female teachers and the percentage of girls

enrolled in st:hool in each district can be estimated by a statistical test (a linear

regression). This test demonstrates a statistically positive relationship between these two

percentages, indicating that more girls are enrolled in schools where there are more

female teachers. PitS relationship is even stronger when districts only in Mountain

locations and the Mid- and Far-Western Development Regions are considered. This is

encouraging given that government policy is to employ more female teachers in these

areas to encourage more girls to enroll.

Employment Status

Teachers can also be categorized by their employment status; those who are

permanent and therefore have job security, and those who are temporary. Only qualified

teacherc; are eligible to become permanent. To become permanent, tea~h~rs must pass an

oral and a written test given by the District Teacher Selection Committee which operates

under the District Education Committee. When the Teacher Selection Committee is

notified of vacant positions by the schools, it advertises for candidates to apply.

Fifty percent of the primary teachers are permanent and 50 percent are temporary.

In other words, half of the teachers do not have job security. The average number of

years of teaching experience is 10.5 for permanent teachers and 3.1 for temporary

teachers. Clearly there is a high attrition rate among the temporary teachers. Using

this information on teaching experience, attrition rates can be estimated. These

e~timates suggest that the annual attrition (drop-out) rate for temporary teachers may be

as high as 20 percent and as low as I to 1.5 percent (including retirement) for

permanent teachers.
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MOEC data from Palpa, a Hill district, indicate that 76 percent of the

temporary teachers are qualified and, therefore, eligible to become permanent. The

high number of qualified temporary teachers suggests that there may be unnecessary

delays in the process of becoming permanent although there are no data on how

rapidly this actually happens. Delays may discourage teachers from remaining in the

profession.

Salaries

Teacher salaries are based on academic qualifications and years of teaching

experience. There are four catagodes based on academic qualifications: Grade 10

pass and below, one or two subject fail in the SLC, SLC-pass, and intermediate (two

years of higher education) pass. These have starting monthly salaries of Rs 565, Rs

605, Rs 675, and Rs 850, respectively. Each year of experience advances a teacher

one step on the salary scale up to 20 years. These step increases range from Rs 8

per month for the least qualified to Rs 15 per month for the most qualified

teachers. In addition, there is a monthly training allowance of Rs 65 for teachers

who have received training.

To attract qualified teachers to the more remote areas, the government offers

salary sup"Jlements of up to 110 percent of the teachers' base salary. Data from

1982 to 1985 indicate that this policy has been partially successful. The percentage

of unqualified teachers during this period has fallen from 60 to 51 percent in the

Mid-Western Development Region, and from 56 to 45 percent in the Far-Western

Development Region. These regions contain some of the most remote areas in

Nepal. For the other development regions, the average decrease in the percentage

of unqualified teachers was from 25 to 18 percent. Nonetheless, the remote areas

still have large numbers of unqualified teachers.

Teaching as a Profession

It is commonly recognized that teaching is a low status profession in Nepal as

it is in many other countries. Teachers complain that salaries are inadequate and

that there is insufficient opportunity for advancement. Teaching conditions are

difficult; physical facilities are poor and instructional materials are minimal.

Teachers sense a lack of support from the community and the School Management

Committees. SMCs have been known to appoint unqualified teachers, for example,

even when qualified teachers were available. It appears to be difficult to attract

new recruits to the profession as shown by the low enrollments in the teacher
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education programs. (Sec Chapter 6 for more det~dls.) The high attrition rate

among temporary teachers suggests that it is also rlifficult to retain those who do

begin to teach. Teaching is often combined with other jobs. Rural teachers, fer

example, often engage in farming with teaching as a secondary job.

Teacher Distribution

Teachers are the most expensive educational resource provided by the

government. It is therefore important to examine the efficiency of their allocation.

The student/teac~°er ratio is a useful measure of the distribution of teachers. The

government has established a policy of allocating teachers according to the

following approximate student/teacher ratios: Hills, 30:1; Mountains, 20: I; and the

Tarai and urban areas, 40:1. (Set; Annex 4.4 for details on criteria established by

Basic Needs.) Table 4.16 presents the actual student/teacher ratio~ in these areas

and by Development Region. The ratios are approximately as prescribed in the Hills

and Mountains but higher than prescribed in the Tarai and the Kathmandu Valley.

Table 4.16

Student/Teacher Ratio

by Region and Location (1985)

Development Region
and Location

Development Region
Eastern

Central
Western
Mid-Western
Far-Western
Total

Location
Tarai
Hills
Kathmandu Valley
Mountain

Student/Teacher Ratio

37:1
39:1
35:1
28:1
31 :1
35:1

46:1
30:1
58:1
23:1

Source: MOEC, Manpower and Statistics Section,
Educational Statistical Report 01 Nepal, 1985
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These data, however, mask the variation in this ratio that occurs both across

and within districts. Within the Hill districts in 1985, for example, this ratio

ranged from 23:1 in Lamjung and Rolpa to 38:1 in Kabrepalanchok and Gulmi. For

the school level, MOEC data are available from a sampling of schools in Palpa

District, where the student/teacher ratio should be 30:1 according to government

policy. Within this district, the student/teacher ratio in 1986 varied from as low as

8:1 in some schools to as high as 53:1 in other schools. If the 30:1 ratio would be

strictly applied for the sample of 166 schools, 23 schools would recehe more

teachers and 113 schools would loose one or more teachers. Only 30 schools had

the correct allocation of teachers. There was a net excess of 154 teachers in the

166 schools which the government was supporting with full salaries. Rolpa, a Hill

district in the Mid-Western Development Region, is another case in point. Based on

the 30: I studen t/teacher ratio, there were 145 excess teachers in 1986. This

represented about 36 percent of the teaching force in Rolpa. This inequitable and

excessive allocation of teachers is an unnecessary drain on government resources.

Teacher Projections

The Basic Needs document projects that 88,565 teachers will be needed b)' the

year 2000 A.D. in order to reach the target of universal primary education. This

represents a 3.7 percent annual growth rate between 1985 and 2000. Given that the

number of teachers has grown by 10 percent from 1984 to 1985 and by 22 percent

from 1983 to 1984, this growth rate seems modest. The Seventh Plan (1985-1990)

stipulates that a total of 12,570 teachers will be added to the teaching force or

about a 0.5 percent annual increase. The number of new, SLC-pass teachers needed

each year seems reasonable given the number of students who pass the SLC each

year. The question remains, however, as to whether these qualified people can be

attracted to the teaching profession and to work in the more remote areas where

teachers are most needed. If not, the government will have to continue to rely on

significant numbers of unqualified te~.lchers to meet its targets.

Since all teachers are to be trained by the year 2000 A.D., 63,765 teachers will

need to be trained. The government projects that 8,115 teachers will need to be

trained between 1988 and 1991, 4,548 per year between 1991 and 1996, and 3,336 per

year between 1996 and 2000.5 In 1985, less than 1,500 inservice teachers and only

5The revised projection for teacher training (January 1988), which was not
available when this report was drafted (August 1987), indicates that 72,200 teachers
have to be trained by the year 2000 A.D.
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225 Qualified inservice teachers were enrolled in training programs. Since all

teachers are to be qualified by the year 2000, this second figure is particularly

important. If the government is to meet its targets, significant resources will need

to be devoted to this effort.

4.1.4.3. Curriculum. The curriculum is the core of an educational program. It

serves many purposes which fundamentally determine the quality and quantity of

education that children receive. It sets standards, defines the scope and sequence

of what is to be learned, guides textbook writers, and influences the content of

teacher training. The beliefs and aspirations of a nation are embodied in the school

curriculum. To serve all these ends, a curriculum needs to be a carefully crafted

and clearly written document. Theories of pedagogy and cognitive development

should shape the structure and sequence of the content to provide a sound basis for

learning. The following sections on the curriculum cover the objectives and

structure, curriculum development, curriculum analysis, textbol)ks, and teachers'

guides.

Objectives and Structure

According to the National Education System Plan (NESP), one of the goals of

primary education is to impart literacy education. This means that students

regarded as literate should be able to understand books that are simply written,

express their thoughts and knowledge in plain spoken and written language, and

solve simple problems by understanding the simple rules of arithmetic. This section

examines in more detail the curriculum developed to support this fundamental goal

and the textbooks derived from it.

The general objectives for primary education are given below. These serve as

the basis for the more specific grade and subject objectives discussed later:

A. Development of Civic Knowledge

1. To stimulate feelings of fidelity and loyalty towards the country, the King
and the polity,

2. To develop the spirit of responsibility, cooperation and goodwill as well
as to cultivate the habit of honoring others' ideas and feelings,

3. To arouse interest in national and !ocal festivals and to develop the
feelings of unity,

4. To acquaint students with the contribution made by national heroes to
the welfare of the nation.
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B. Development of Physical and Mental Health

1. To enable studen£s to understand the importance of their physical and
mental condition,

2. To help students to be neat and clean through the understanding of the
major health related facts,

3. To acquaint them with the proper method of using one's leisure time.

c. Development of Knowledge

I. To enable students to read books written in simple Nepali, to speak in
plain language and to express both oraBy and in writing what one has
learned or known,

2. To enable students to understand simple arithmetic rules and to solve
simple arithmetic problems

3. To arouse interest in cultural activities such as dancing, singing, arts,
etc.

D. Development of Scientific Knowledge

I. To arouse curiosity to learn and understand more,

2. To help understand facts in one's environment, the interrelations among
them and the benefits from them,

3. To arouse motivation to learn truth through the study of facts.

The primary education curriculum has been changed several times since 1956.

The NESP-recommended curriculum for Grades 1-3 and the curriculum for Grades

4-5, framed in 1981, are the curricula in use today (Table 4.17).

Weightage (instructional emphasis) in the curriculum (Table 4.17) refers to

class periods per week and the full marks are those assigned for examinations.

Grades 4 and 5 were previously a part of the lower secondary level. When the

primary education cycle was converted from three to five years in 1981, the Grades

4 and 5 curricula were instituted as described above. English, Sanskrit,

Mathematics, Science and Health, and Moral Education (all new subjects) were

introduced in Grade 4. The curricula for Nepali and social studies were recently

combined to economize on the cost of books. A single textbook now covers both

subjects for Grades 1 to 3.
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Subject

Table 4.17

Primary Education Curriculum

Grades 1-3
Weightage Full

Marks

Grades 4-5
Weightagc Full

Marks

Nepali
Sanskrit
English
Arithmetic/Mathematics
Social Studies
Physical Educationl
Science & Health
Moral Education

Totals

40%

30%
20%
10%

300

200
100
50

20.5% 150
5.1% 50

17.9% 100
15.4% 100
15.4% 100
5.1% 50

(10.3+5.1 )% 70+30
5.1% 50

99.9% 700

Source: Ministry of Education and Culture; Curriculum, Textbook and Super
vision Development Centre, Primary Education Curriculum. Grades 1-3
and Grades 4-5 (two volumes), Kathmandu, CTSDC, 2038 (1981)

lFor Grades 1-3, Physical Education includes hygiene, handicrafts,
and drawing to be taught through practical activities rather than books.

Curriculum Development

An overview of the curriculum development process is presented in Figure 4.1.

Structurally, the process involves a three-tiered system for both curriculum develop

ment and revision with the Curriculum Coordinating Committee at the top, the

Supervision Committee in the middle. and Subject Committees at the bottom.

Schools and training institutes provide feedback to these committees as requested.

The process begins with the Subject Committees. composed of subject specialists

from the Curriculum. Textbook and Supervision Development Centre (CTSDC), which

designs the curriculum. The curriculum is then sent to the Supervision Committee

which vigorously scrutinizes the plans. sending them back to the Subject Committees

for changes as necessary. Finally, the curriculum is sent for final approval to the

Curriculum Coordinating Committee. chaired by the State Minister of Education.

The process for curriculum development and revision is based on consensus

aided by expertise and judgement. Missing from this carefully structured process is

a component for field testing the curriculum. involving teachers. headmasters. and

various specialists.
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Figure 4.1

Curricu lu m Developmen t Process
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Source: CERID. School Level Curriculum; an Historical Perspective, NEC, 1985

Analysis

An examination of the curriculum for a few subjects at a specific grade level

provides some assessment of the quality of the curriculum development process

described above. Since Grade I provides the foundation for literacy, the language

arts and arithmetic curricula for thal grade have been reviewed. Select ions arc

presented in Annex 4.3.

There are several features of these curricula worth noting. First, many of

the objectives are too general to guide and control the content of the textbooks.

For example. first graders are expected to "read words and sentences with under

standing." Nowhere. however, is the level of vocabulary or the complex ity of the

sentence structure specified. Similarly, there is a lack of specificity as to what

"reading correctly" means; or what "writing clearly with understanding" entails. The

curriculUM, while it does define general skills and the information to be covered,

does not define the specific skills and information to be taught at each grade level.
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Developing a set of objectives for Nepal that bridge the gap between the general

objectives of the curriculum and material presented in the textbooks will involve

deciding what is specifically involved in learning the Nepali language. What are the

essential aspects of la::guage that must be understood to become a literate person?

Second, the content of the curriculum in some areas appears too limited and in

other areas too complex for the student audience. For example, the content for the

Grade I language arts/social studies is limited to family relations, school topics,

animals and birds, and games. In contrast, the content for the Grade I arithmetic

curriculum includes multiplication and division concepts. A 1980 study of children's

cognitive development in Nepal compared currir.ulum content in Grades 4 through 6

with students' capacities to understand selected mathematical concepts. The study

concluded that, in a number of areas, the curriculum made demands beyond the

cognitive capabilities of the students and therefore was not appropriate.

Textbooks

The MOEC provides free textbooks to all students in Grad~s 1-3 and to girls

in Grades 4 and 5 in remote areas. In the first three grades, there are two

textbooks for each grade, a Mahendra Mala series for language arts and social

studies and an arithmetic series. These standard texts serve all parts of the

country. Their average cost is Rs 16.05 per grade. There are seven textbooks for

both Grades 4 and 5 having a total cost of Rs 45.10 and Rs 51.40, respectively.

The textbooks are printed by the Janak Educationa: Material Centre (JEMC), a

government-owned corporation. They are distributed by Sajha Prakashan, a private

company which has 27 branches and 99 agents throughout the country, and by JEMC

which has established five textbook depots. Sajha Prakashan receives a distribution

commission of 15-35 percent of the cost of the :'ooks. UNICEF supplies the paper

for the free textbooks, and also assists with the distribution by flying textbooks t'J

the more remote regions.

Textbooks are written on the basis of the curriculum. The CTSDC asks an

experienced person to write a textbook or opens the process for bidding. The

selected author's only official guide is the curriculum. The newly written textbook

is evaluated by various committees within the CTSDC which include curriculum

specialists and subject teachers. It is revised based on comments by these commit

tees but it is not field tested. Existing textbooks are also periodically revised.

Editing is done by the CTSDC and JEMC.
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A CTSDC Workshop on Textbook and Rea'~ing Materials at the Primary Level

in 1985 identified the following problems with the textbooks: (1) though new

editions are published each year, facts and figures are seldom corrected, (2) there is

no process for pre-testing textbooks in terms of their quality and usefulness, (3)

uniformity and balance in the content of the textbooks is lacking, and (4) the time

allocated for writing a textbook is too short. In general, the analysis done by the

workshop participants found the textbooks lacking in "originality or novelty." The

stories were found to be often uninteresting and the illustrations ineffective.

Conflicting or incorrect information is given which is also confusing for the

teacher. Despite recent improvements in Mahendra Mala. Grade 1, and rein

corporation of the materials for learning the alphabet, much could still be done to

improve the quality of the textbooks.

Although the report also notcd problems with the distribution of textbooks,

these problems appear to have bcen solved. Most DEOs are receiving the textbooks

in time for the start of school. Given the diverse topography of Nepal, this is a

significant accomplishment.

The total number of free textbooks distributed by the government has in

creased dramatically since 1'?81. In that year, 1,958,520 textbooks were distributed;

the number was 3,192,243 in 1986. Providing free textbooks is becoming increasing

ly costly and there is a growing demand to make the textbooks also free for all

students in Grades 4 and 5. Even with UNICEF providing free paper, 60 percent of

the cost, which includes printing and distribution, must be paid by the government.

This amounts to about Rs 1.5 million per year. Students are expected to return

their textbooks at the end of each year. This rarely happens and, w}~en it does,

the books are not used a second time. The books become badly damaged or lost as

they are carried to and from school. The schools have few facilities for safely

storing books if they are not distributed to the students to take home, and students

and parents expect that new books will be distributcd each year.

As a result, new books are given to all students each year. No accounting

records are maintained for the numbers of free textbooks distributed; textbooks are

requested by the DEOs in surplus numbers and then distributed as soon as received

due to e lack of storage facilities. Textbooks are distributed to all first graders,

about 22 percent of whom drop out during the year, and about 39 percent of whom

repeat Grade 1. The wastage of textbooks thus represents a huge cost to the

government. HMG \i iews recycling books as the only reasonable way to reduce

textbook costs, and proposals have been made to reward students who return books
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in good condition at the end of the year. There are also plans to gradually phase

in the distribution of fr~e textbooks to all students in Grades 4 and 5 by 1998

1999.

The following are some notable features of the Grade l-to-3 language arts and

arithmetic textbooks. There are no teachers' guides available for these subjects and

grades so the textbooks themselves are the only guide available to teachers.

With respect to Mahendra Mala, the language arts/social studies series (Grad{'s

I to 3):

1. All three books follow a similar format with respect to the reading selec-

tions. Each selection is followed by a series of standard student exercises.

2. The illustrations and reading selections seem to be very appropriate to

Nepal, especially to the rural Hill populations.

3. These books provide practically no directions to the teacher about what

objectives are to be accomplished with each reading selection. The social studies

content to be learned is relatively clear, but specific grammar or spelling rules or

language skills cannot be as easily determined from the text. Since there are no

teachers' guides, even the most trained and skilled teachers would have difficulty

using these books effectively. Grade I offers more teacher suggestions than the

other grades. Most of these instruct the teacher to construct more practice

exercises modeled after the ones in the textbook.

4. The Grade I Mahendra Mala introduces the letters in alphabetical order,

teaching students to recognize, read, and write each letter in that order. This

ordering suggests a lack of theory to direct instructional design. Alphabetical order

rather than frequency of use or ease of recognition determines the order of

presentation.

5. In the Grade 3 textbook, 53 percent of the instructional pages contain

reading selections. The remaining pages present student exercises that follow the

same pattern for each selection. These exercises include reading and copying,

reading and understanding, sentence completion, short answer questions, fill-in

the-blanks, correcting sentences by looking at the text, and suggestions for group

work. It is difficult to determine the learning objectives associated with these

exercises.

With respect to the arithmetic series for Grades I to 3:

1. The concrete objects presented appear to be familiar to the students and

culturaliy appropri,ate.
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2. However, many of the concepts of addition and subtraction are presented

through abstract illustrations. These are difficult to understand.

3. Concepts move very quickly from the concrete to the abstract.

~. The Grade 1 !p.xtbook contains one note to the teacher, and the Grades 2

and 3 textbooks contain I and 4 notes, respectively. In essence, the textbooks give

little guidance to the teacher.

5. In the first grade textbook there are no review exercises to help students

retain what was learned in earlier lessons.

6. The scope of material covered in these textbooks is striking. By the end of

Grade 1, as specified in the curriculum, students are learning multiplication tables

to five and many representations for the fractions one-half and one-fourth. By the

end of Grade 3 they are multiplying three-digit by three-digit numbers. dividing

thee-digit by one-digit numbers, and manipulating complex fractions.

In summary. the lack of clarity and specificity noted in these textbooks arises

partly from similar problems in the curriculum. Since textbook writers are expected

to follow the curriculum very closely, the textbook writing process may not allow

skilled writers to amplify needed areas without more direction. Trained as well as

untrained teachers will find it difficult to teach from these textbooks. More

attention to learning theory and child development is needed as well, both in the

design and in the sequence of lessons. Such use of theory would present students

with concepts in a form and at a pace that would facilitate learning.

In the absence of any controlled studies, it is difficult to assess students' or

teachers' understanding of the textbooks and their usefulness as a learning resource.

Since the textbooks are available in every school, it would be valuable to have

information on their effectiveness.

Teachers' Guides

As mentioned above, there currently are no teachers' guides available. Proto

types are being developed by the Primary Education Project. and may eventually be

distributed nationally. A materials development specialist has noted that teachers

are reluctant to read and follow teachers' guides, especially if they have to take

them to class. Teachers are more responsive to using brief pamphlets that give

them clear, easy-to-understand background information on what they are to teach.
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Teaching Directives have been developed by CERID for all subjects at all grade

levels as a part of the CERID/IDRC (International Development Research Centre)

Instructional Improvement in Primary Schools (lIP) project (see Section 4.1.4.7).

These Directives present unit-by-unit objectives, materials, and directions for the

teacher. In some cases there are also suggestions for student practice exercises and

evaluation. These Directives have been used extensively by teachers participating in

the lIP project. Other projects do not seem to have made use of these materials

nor do there appear to be plans to disseminate them beyond lIP. This is

unfortunate because they appear to be a useful model for developing teachers'

guides or some form of support material for teachers. Since these Directives have

been used by teachers, information should be readily available on how they have

been used and how they can be improved.

4.1.4.4 Examinations. For the first four grades, each primary school is

responsible for developing and administering examinations to the students at the end

of the year. Students who pass are promoted to the next grade, and those who fail

are expected to repeat that grade. The Grade 5 examination, however, is prepared

at the district level by a committee of supervisors and teachers; questions are then

distributed to each school. Administration of the examination varies from district

to district. Most districts allow the schools to administer and correct the examina

tions and, therefore, determine who will pass to lower secondary school. Some

districts, however, have the examinations corrected at the district level and the

results announced by the District Education Office.

At present, it appears that this examination neither limits the number of

students going on to lower secondary education nor controls for the quality of

those who do continue. Indirect evidence for this is available from the 1986 MOEC

drop-out study, which presents data for 1983-1984. If promotion rates for Grade 5
.-

are not different from Grades 3 and 4" it may be concluded that the Grade 5

examination does not significantly impede progress to the next grade. This is in

fact the case. Eighty percent of the Grade 3 students enroll in Grade 4; 73 percent

of the Grade 4 students enroll in Grade 5; and 76 percent of the students in Grade

5 pass to Grade 6. Also, the pass rates for Grades 3, 4, and 5 examinations are 83,

80, and 83 percent, respectively. This suggests that the Grade 5 examination, even

though designed at the district level, is no more rigorous than the final examina

tions for Grades 3 and 4.
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2.3
2.1

roof and walls
floors

4.1.4.5 Facilities and Equipment. The loc~l community is responsible for

providing and maintaining the school building, grounds, and furniture. The type of

school building varies with the climate, the type of building material available, and

the wealth of the community. Although some facilities are well built, most are

generally known to be inadequate. Most classrooms are small and dark, with earth

floors and few windows. In the Tarai areas they may be little more than thatch

roofed open areas.

No systematic studies have been done of school facilities but a baseline survey

of 260 participating schools, conducted in 6 districts by the Primary Education

Project, found the following: most schools had no latrines or compound walls and a

third had no drinking water facilities. On a scale of I (very poor), 2 (poor), 3

(good), and 4 (very good), selected facilities in these schools received the following

average ratings:

blackboard and chalk 2.7
windows 2.2
furniture 2.1

In other words, most of the facilities were rated only slightly better than poor. The

level of cleanliness was also poor and the school headmasters felt there was little

cooperation from the community (2.4 rating).

Through the Ministry of Local and Panchayat Development (M.LYD), UNICEF

has provided roofing material to about 850 schools since 1978. UNICEF now has a

new policy of making construction grants available to communities on a cost

reimbursement basis through various projects such as the Small Farmers'

Development Project. Japan has given a bulk shipment of a five years' supply of

roofing materials to be distributed through the MLPD. This is expected to be

sufficient to provide roofs for 75-80 percent of the primary schools by 1990.

Many NGOs involved in rural development have education components in their

programs. They often give grants to schools to construct classrooms, build latrines

and drinking water systems, renovate buildings, and build furniture. For example,

Action Aid in 1985-1986 gave free learning materials to five primary schools and

construction grants to 19 schools in their project area. There are no readily

available data for assessing the extent of NGO involvement in these activities.

The government is concerned about the quality of primary school facilities.

The two most pressing problems are light and space. If it is too dark to see and

so crowded that students disturb each other and do not have space to read and

write, then the low quality of the facilities will interfere with learning. Where
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facilities are inadequate classes will often meet outdoors. Except for extreme cases,

it is difficult to assess whether the quality of existing school facilities directly

affects learning or only indirectly affects learning by influencing the morale of

those working in the schools.

Studies in other countries have not related the quality of school facilities to

learning. However, over-emphasis on improving school facilities beyond providing a

minimum standard of light and space may take funds away from more productive

uses, such as for inputs to education that are widely recognized as being directly

related to instructional outcomes.

4.1.4.6 Quality of Instruction. The discussion of quality of instruction covers

student achievement, trained teachers, time on task, tcaching style, and incentives.

Student Achievement

A direct and relevant measure of the quality of instruction is student achieve

ment. Unfortunately, there is no standardized primary school terminal examination

given in Nepal to assess student achievement and little research has been done in

this area. A 1980 New ERA study of literacy retention, by those who had passed

Grade 3 and who were 1-4 years out of school, found their ~chievement to be at

the Grade 2 level. Their ability to write was less than their ability to read. In

the application of literacy skills, participants seemed to be at the semi-literate

level. In a 1982 CERID study, a basic literacy test was given to over 2,000

students in 12 districts who had just completed Grade 3 and entered Grade 4.

Literacy categories were based on scores on the literacy test. Only 20 percent of

the students had gained full literacy, 51 percent were literate, 21 percent were

semi-literate, and the remainder partially literate or illiterate. Children in the

Eastern Development Region achieved the highest rate of full literacy (30 percent),

those in the Far-Western the lowest (12 percent). The highest scores were in

reading, followed by writing and arithmetic. There appeared to be no difference in

the achievement level of native Nepali and non-native Nepali speakers. Boys

performed better in arithmetic than girls did but not in the other subjects. The

study noted there were not "any great differences in the performance level o~

students in the Tarai and in the Hills." A third study, also by CERID (1984), tested

the achievement of 1,976 students at the end of Grade 5. Scores were found to be

below satisfactory. The average score was 45 out of 100 marks in Nepali and 30

out of 100 in mathematics. These studies present a consistent pattern of under

achievement among primary school students. Arithmetic appears to the most

difficult subject for students to learn and reading Nepali the easiest.
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Trained Teachers

Efforts have been made to improve the quality of instruction through teacher

training. However, most studies of Nepali teachers have found little difference in

classroom behavior between trained and untrained teachers. One CERID study

(1984) of primary teacher classroom performance found that there is "not much

difference in AR [activity ratio], TQR [teacher Question ratio], and SIR [student

involvement ratio] of trained and untrained teachers." Most studies tend to show

more attitudinal than behavioral differences between trained and untrained teachers.

Trained teachers explain that heavy teaching loads, the lack of instructional

materials, and limited physical facilities discourage the applications of new skills

learned in training. One trained teacher interviewed during a study of teachers in

Kabrepalanchok (Karmacharya, 1982, p. 145) summarized the situation as follows:

In the beginning I was very ambitious to do everything learned in
training. I devoted my morning and evening time to preparing lesson
plans and instructional materials. However, although I was constructing
and collecting materials at my own expense, the materials were broken,
lost and spoiled due to the lack of storage space. Still we have no
tables and chairs in the classrooms. The important thing is that nobody
motivates or provides incentive for commitment to work and applying new
skills. There is no difference between a teacher who works hard and one
who does not do anything. Several times I felt that I was foolish for
trying to behave differently from others. All these things have hampered
me and slowly I have left off all my efforts.

The following is from an interview (p. 149) with another trained teacher in the

same study:

[In a first grade class], one campus trained teacher taught numbers
and their values, but did not use any aids except for a few pictures
drav;a on the chalkboard. [An interview followed.]

Q. You could have used some concrete objects to clarify
the concept of numbers. Why did you not do that?

A. Yes, I could. But the class is so big that I cannot
even teach. I hate to teach in first grade.

Q. Why do you say that?
A. Did you not see how the students were packed into

the class? How do you expect me to use concrete
materials or activities in that class?

The class had 95 students. Three fourths of the students were
sitting on old straw mats, and others sat on the concrete floor. Due to
lack of space, it was difficult for the teacher to move around to keep
students in order.
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Time on Task

Another measure of the quality of instruction is time on task--the amount of

time students are engaged in learning activities. The government has stipulated

that a school must operate for 220 days per year. Each school, though, may

determine its own calendar depending on the agricultural cycles and climate of its

locality. As a result, schools may have very different ~chedules. In general, there

is a one- or two-month vacation during the planting season or during the cold

season. According to data collected for the sector assessment in 15 schools, the

number of teaching days was found to vary from 156 to 232 days.

Student absenteeism further reduces time on task. A school mapping study in

the Far-Western Development Region (Nepal Research Centre, 1982, p.128) found

that the rate of absenteeism in Doti District rose from about 20 percent during the

slack agricultural season to about 55 percent during the peak agricultural season.

Data in Table 4.12 indicate that students who pass, i.e., those with the best

attendance records, attend less than 75 percent of the time. Even when school is

open and students are present, it has already been noted that teachers are not

regular in their school and class attendance. It is reasonable to conclude that time

spent on task is well below what it might be.

Time on task may also be limited when teachers have to teach more than one

grade at a time. Although the government has tried to provide one teacher for

each grade, this has not been possible or appropriate in many schools with low

enrollment. A rough estimate of the extent to which teachers engage in multi

grade teaching can be made as follows. There were about 56,000 primary school

grades in 1985 (accounting for the fact that some schools do not have the complete

1-5 grade structure). There were 51,266 teachers leaving about 4,700 grades, or

slightly over eight perccat of the total, not covered by a teacher. This is probably

a conservative estimate since a number of schools have more than one section at

each grade level' and since teachers are not likely to be distributed as evenly as

this calculation assumes. As 'a result, 10 to IS percent of the schools may require

teachers to engage in multi-grade teaching. If teachers are to be distributed more

efficiently, according to government policy with respect to student/teacher ratios,

then this percentage would increase dramatically as excess teachers would be

eliminated. Teachers are not trained or oriented to conduct multi-grade classes, so

it seems likely that these excess grades are left unattended. The result is a further

decrease in the time that students spend on task.
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Teaching Style

Teachers tend to 'each by subject area across grades. The dominant activity

in the classroom is teacher lecture punctuated by very brief questions requiring

choral "yes" or "no" answers from the students. Teachers tend to interact with the

class as a whole rather than with individual students. Learning is basically rote

memorization of the alphabet, arithmetic tables, or material from the textbooks.

Written work tends to involve solving arithmetic problems or ropying from the

textbook. Textbooks are virtually the only instructional materials available. They

provide whatever information students are to learn and whatever guidance teachers

receive. It is no surprise that chanting from the textbooks is a significant daily

activity. Schools can often be heard before they are seen.

The following is a quote from a study of trained teachers in Kabrepalanchok

District (Karmacharya, 1982). It characterizes the learning process and the

problems faced by teachers.

. . . a trained teacher gave dictation in a language class in Grade II.
Approximately 25 or 30 percent of the students either watched a nearby
friend taking dictation or did nothing. The teacher saw that but did
nothing. I asked the teacher why he did not say or do anything to the
students who were not doing the classwork.

I. I saw some of the students doing nothing while you were
dictating. Why did you not say anything to them?

T. What am I supposed to say or do? I asked them to take
dictation. (He seemed slightly irritated and said nothing else.)

I. Is that all you want to say?
T. What should I say? There are some students who never do what

they are asked to do. They do not bring pens and paper. What
can I do with them?

I. Did you try to inform their parents?
T. I do not have time to visit the parents, the other teachers and

I have taken this problem to the headmaster. He sent a letter
to the parents asking them to provide pens and paper for their
children.

I. Then what happened?
T. (He smiled) You saw the result in class.
I. You mean nothing happened?

T. Right.

During tiffen [tea time] break I asked the headmaster, in front of
the teachers, about the problem of providing paper and pencils to the
students. During this group discussion, I was informed that the parents
were tired of buying pens and paper for their children. The cheapest pen
cost about one rupee, and a tablet with 16 pages cost about the same
price. Within a week, pens were lost and tablets used up. Though
primary education was free, for most parents it was still proving to be
expensive because they had to pay for everything except tuition fees and
books. (pp. 156-7)
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The traditional patterns of learning and instruction have proven difficult to

change. Many seminars and published articles have reviewed thcroughly and

eloquently why Nepali schools have low instructional quality. Their major

conclusions can be summarized as follows:

1. Primary schools often begin late and end early in the day, thus curtailing
the instructional day.

2. Teachers are not motivated to attend school or class regularly; there are
no incentives to do so and no punishments for non-performance.

3. Teachers who are willing to work find little support from their schools or
from the district supervisors.

4. Most teachers are untrained and those who are trained do not use the
methods they have learned.

5. Teaching conditions are difficult; school facilities are poor, classrooms are
often overcrowded, and instructional materials other than textbooks are
inadequate or non-existent, and schools often lack storage facilities.

6. There is parental pressure to pass students regardless of capabilities.
Repeating a grade is costly and reaching higher levels of schooling is
regarded as equivalent to learning.

7. There is no valid evaluation system to impose standards on the schools.

8. There is a lack of support from the School Management Committees and
apathy within the communities. This apathy arises from illiteracy and a
belief that once parents send their children to school, their responsibility
is finished.

Incentives

The MOEC is beginning a program to evaluate every school on the basis of its

physical facilities, academic achievement, student enrollments, extra-curricular

activities, financial management, and administration. A comprehensive form to

collect this information was sent to each school in 1985. The data are being

entered on the national computer; considerable time is required as the data base is

very large. Each school will be assessed on the basis of its performance in each

category. The ten primary schools scoring the highest in each district will be

awarded cash prizes. According to the Basic Needs Document, the prizes will range

from Rs 1,000 to Rs 25,000. These schools will be identified by the School

Administration Section of the MOEC, and each district will be notified of the

results. Awards will be made on Education Day. Data analysis is still in progress

so no awards have yet been made. (See Annex 4.5 for more details.)
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Schools need encouragement and recognition, and the awarding of cash prizes

is an important incentive. The process for evaluating schools is highly centralized

and quantified. The success of the system will depend on how correctly and

carefully schools complete the evaluation forms. Without supervisors regularly

visiting schools, it is difficult to assess the accuracy of the data. Thought should

be given to allowing flexibility in the system to recognize schools for their efforts

to improve, as well as their actual achievement. Incentives should be targeted to

encourage schools to respond to the particular needs of universalizing primary

education. Implementing a complex evaluation system such as this one is not easy.

Hopefully the process will be monitored carefully and adjustments made as needed.

Instructional quality is a significant issue for Nepal. Students are not

achieving at expected levels due to school factors and to community attitudes. These

factors must be overcome if Nepal is to benefit fully from its investment in primary

education. Enhancing instructional quality will not only improve student learning,

but it should also encourage students to stay in school and encourage new groups of

students to enroll.

4.1.4.7 Costs, Financing, and External Assistance Agency Support. The first

section below covers the costs of primary education; this is followed by a discussion

of the sources of funds for these costs. External assistance agency support is then

discussed, with a description of several externally funded projects.

Costs

The costs of primary education are borne by HMG, the local community, and

individuals. The government supports the basic recurrent costs of primary education;

teachers' salaries, textbooks, and some basic supplies. Local communities are

expected to provide and maintain the physical facilities and furniture and provide

other needs not covered by the government.

Although primary education is basically free (Le., there are no tuition or

textbook charges), there are still costs that must be borne by the family. Oc

casionally, for example, a school charges additional fees for sports equipment and

other extra-curricular activities. Also, children are expected to provide their own

pens and copy books and a school uniform is required in many areas.

In Chapter 2 (Section 2.6.1), the unit costs for primary education are estimated

to be Rs 432 per year although amounts vary from Grades I to 5. Of this amount,

the government pays about 64 percent of the unit cost, while the remainder is

borne by the local community and individuals.
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Costs of the primary school cycle are higher than five times the unit cost

because of wastage caused by drop-outs and repetitions. Because of these factors,

9.46 instructional years are required per graduate resulting in a cycle cost of Rs

4,087. If the internal efficiency were ideal, the cost per graduate wou1'J be only

slightly more than half of this amount.6

Financing

Recognizing the importance of primary education, the government has been

devoting an increasing proportion of the total education budget to primary educa

tion. Primary education received 26.3 percent of the education budget in 1977-1978,

and this increased to 36.3 percent in 1986-1987.

The annual budget for education is prepared by the MOEC with input from the

Regional Education Offices (REOs) and the District Education Offices (DEOs). With

the start of the new fiscal year in mid-July, the budget is disbursed quarterly to

the REOs and DEOs. The DEO then distributes funds to schools based on teacher

information received from the School Management Committees.

External Assistance Agency Support

External assistance agencies have been involved in education in Nepal for over

30 years. Their activities at the primary level now focus on projects to improve

the quality of primary education. A brief discussion of the most important externally

funded projects is given immediately below.

The SETI project. In cooperation with UNDP, UNESCO, and UNICEF the

MOEC undertook a project in 1981 to transform rural education into a force for

rural development. Education for Rural Development (ERD) in the Seti Zone, known

as the SETI project, seeks to make the basic educational system more efficient and

effective, to make teachers a resource for rural development, and to introduce

changes into the basic education system to enhance the solving of major problems

confronting rural people. The project is being implemented in three districts of Seti

Zone in the Far-Western Development Region: Doti, Bajura and Bhajang--some of

the most remote and educationally disadvantaged areas in Nepal. Most of the

schools in these districts are included in the project.

6Using the updated drop-out and repetition rates (see Annex 4.6), 12.84
instructional years are required per graduate, resulting in a cycle cost of Rs 5,546.
These data were not available when the draft of this report was prepared (August
1987).
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The five main objectives of the project are to:

1. Enhance school facilities by improving existing school compounds by, for
example, planting trees and vegetable gardens and building latrines and
compound walls; and by constructing new primary schools.

-- 2.
-

3.

4.

5.

Provide supplemental graded readers which emphasize development themes.

Train teachers in new teaching techniques, the development and use of
instructional materials, and rural development works.

Manage adult education classes emphasizing literacy and development.

Manage female education (Cheli Beti) classes for primary ageli girls (6-12
years) to help them 'enter the formal school system.

The project has developed a unique and decentralized system through which

the inputs of the project arc delivered. The activities are conducted primarily

through the school cluster system. This involves a group of Resource Center

Schools, each respclDsible for providing support, materials, training, and supervision

to about nine Satellite Primary Schools. The Resource Centers run 7-day and 21-day

teacher training programs on contract from the project, supervise the Satellite

School teachers both in their classrooms and as they conduct adult education and

Cheli Beti (girls' education) classes, and conduct regular Friday meetings for

Satellite School teachers. There are multiple levels of supervision within the project.

Project staff, District Education Office staff, and Resource Center teachers all

provide support to the Satellite Schools.

The second unique aspect of the project is its system of "payment by results."

The project pays immediately for activities completed, whether for school buildings

built by the community or for training programs and literacy classes managed by

teachers. The ability of the project to meet its commitments is an important source

of motivation for the participants.

According to project documents, the accomplishments by early 1987 included

the fc,llowing: 30 Resource Centers serving 250 primary schools had been es

tablished; over 2,000 teachers, headmasters, School Management Committee

Chailmen, and other local leaders had attended a range of training programs to

improve the quality and supervision of classroom teaching, and to equip teachers

with skills related to rural development in health, agriculture, and community

development; communities in Bajhang and Doti completed 226 programs to improve

school facilities; 217 sets of prototype Teaching Learning Materials and 661

blackboards had been distributed; and 33 supplementary readers for primary students

had been developed.
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A 1986 evaluation by CERID summarized the project as follows: the school

cluster system had a positive impact on the quality of education in rural areas; and

the project has been notably successful with the physical improvement of school

facilities, the provision of supplementary readers, and the development of a support

system for tea.chers including Friday meetings. The study, however, stressed that

more attention needs to be ,given to helping teachers improve their teaching

practices and to helping the Resource Center schools provide support that leads to

teachers' professional development. Unfortunately, there are no data available

concerning the impact of the project on student attendance or achievement.

The project began its second five-year phase in early 1987. The objectives of

this phase are: to have the REOs and local DEOs assume full responsibility for

implementation of the project; to complete and prepare the innovative approaches of

the project for national Jistribution; and to pilot-test the IO-month In-Service

Teacher Training Program.

The r~current costs (If implementing the project are not available, so it is

difficult to assess what the costs to HMG would be if all the activities were to be

undertaken, on a non-project basis, as a regular part of the MOEC program. The

costs of the training programs, however, arc available. The 21-day teacher training

program costs Rs 980 per participant or Rs 47/day/participant. The 7-day refresher

training program costs Rs 50 I/participant or Rs 72/day/participant. These costs

include food for the participants and materials. They do not include the cost of the

instructor's time.

The Primary Educatieo Project (PEP). In 1984, the MOEC undertook a major

project to improve the quality of primary education. Funding is provided by HMG

and the World Bank/IDA, and technical assistance is provided by UNICEF. The

Primary Education Project (PEP) has three major areas of activity: primary schools,

the examination system, and administrative capacity at the central level. This

section reviews the project activities related to primary schools. Six districts and

about 554 schools are involved in this aspect of the project.7

7In 1988 these figures have increased to 76 Resource Schools and 747 Satellite
Schools, based on information available after the preparation of the draft of this
report (August 1987).
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The major activity of the project is to develop a school cluster system in

which one Resource School serves 8-12 Satellite Primary Schools. Many aspects of

the model are based on the SETI project. Resource Persons are assigned to each of

the Resource Schools. Their role is to conduct 12-d3Y and 10-day training programs

for the Satellite School teachers as well as shorter training programs for head

masters and School Management Committe·.:s. In addition, they supervise the £atellite

School teachers, conduct monthly meetings of these teachers at the Resource

School, organize extra-curricular activities, and arrange for. the rotation of a mobile

library. These Resource Persons receive training from the staff of the Primary

Supervision Training Unit (PSTU) within the CTSDC and are supported 1:Iy Field

Coordinators assigned to each of the DEOs. In addition, the project provides each

participating school with a basic set of instructional materials, supplementary

readers, and teacher's guides developed by the Primary Materials Unit (PMU) within

the CTSDC. The project began by training Grade 1 teachers and is gradually

expanding to include teachers in the higher grades. The project encourages leaching

all subjects to a single grade. This is known as grade teaching. This is a significant

innovation since most teachers are accustomed to teaching by subject across giades.

The project is operating in six districts--Jhapa, Dhankuta, T:mahu, Kaski,

Dang, and Surkhet. Two are Tarai Districts and four are Hill Districts. These are

located in the Eastern, Western, and Mid-Western Development Regions. None are in

remote areas. There are 48 Resource Center Schools covering 506 Satellite Schools;

28 new Resource Centers will be added this year in the same districts.

The project is involved in some major construction projects: new buildings for

the Project Implementation Unit, the CTSDC, the Office of the Controller of

Examinations, two Regional Education Offices, and four District Education Offices.

In addition, each Resource School is receiving one additional multi-purpose room and

there is a program of school rehabilitation with community participation for the

Satellite Schools.

A 1986 CERID evaluation of PEP summarizes the progress of the project as

follows: the cluster system has been well received by the local communities; Friday

meetings are an effective forum for teachers to share and solve their problems; and

grade teaching has improved student attendance and interest and has improved the

physical appearance and cleanliness of the classrooms. Many teachers, initially

skeptical, now feel very positive about grade teaching.
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The study no·:ed, however, that the roles of Resource Persons and Field

Coordinators need to be clarified and greater emphasis needs to be placed on

supervising the instructional program of the Satellite School teachers. Given the

compl~xity of the design and the extensive inputs required, the project appears to

be making good progress, particularly in the development of materials and the

training of Resource Persons and participating teachers. There are no data on the

impact of the project on student attendance or student achievement.

Some training costs of the project are available but, as with the SETI project,

they do not include administrative overhead and other implementation costs. The

12-day teacher training at the Resource Center Schools costs Rs I,IOO/participant or

Rs 92/day/participant. This includes a training allowance of Rs 30 per day per par

ticipant as well as the five instructional books given to the teachers and materials

for constructing instructional materials. It does not cover the cost of the Resource

Person who conducts the training. This adds about Rs 3/day/participant to the

cost. The 10-day materials development training is projected to cost Rs

528/participant and Rs 53/participant/day. These costs are slightly higher than

those listed for the SETI project primarily because PEP teachers receive a daily

training allowance. Training in Kathmandu for Resource Teachers and Field

Coordinators is more expensive, averaging about Rs 178/participant/day.

Instructional Improvement in Primary Schools (lIP). CERID began a four-year

project in 1982 to improve the quality of instruction in primary schools. Funding

was provided by the Canadian lORe. The objectives of the action and research

project, operating at seven schools in two districts, were to:

I. Prepare teachers to implement student-centered and activity-oriented
teaching techniques.

2. Teach parents to facilitate their child"s learning at home.

3. Develop a set of learning materials for primary school students.

4. Train teachers to develop and use classroom instructional materials.

5. Document the process of instructional transformation and its impact on
student achievement.

The project operated at seven lower secondary and primary schools; four were

in Kaski, a Hill District in the Western Development Region, and three in Dhanusha,

a Tarai district in the Central Development Region. In addition, two control schools

were selected in each district. Recognizing that fundamental changes in teachers'
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traditional attitudes and behavior were required, the project adopted a strategy of

involving teachers in the design and production of instructional materials. The

project also developed Teaching Directives (unit-wise dir,- - ions giving student

oriented activities), instructional materials, manuals, student workbooks, supplement

ary materials, and self-learning modules. Pictorial books and posters were developed

for parents. These were all designed to be practical and relevant to the needs of

their target audiences.

The major implementors of the project were two field researchers assigned to

each district who worked directly with the teachers. They supervised classes, gave

demonstration lessons, and consulted with teachers about their problems. Teachers

participated in five workshops in which the development and use of instructional

materials were emphasized. They also met regularly to discuss problems and

progress.

Because the project was designed with a significant research component, the

impact of the project was carefully monitored. Unlike the SETI and PEP projects,

there is information on student achievement and teacher behaviors. The general

outcomes of the project can be summarized as follows: there was a marked change

in teacher behavior; students became more involved; there was an increase in

homework assignments and the checking of students' copies; and teachers displayed

a broader variety of teaching techniques including the use of role playing, demon

strations, and discussions. There were also changes in teachers' altitudes. With

respect to students, the drop-out rate declined, and over a three-year period the

students performed significantly better in Nepali, mathematics, and social studies

than those in the control group schools. Over a three-year period, the achievement

of the Grade 1 students showed a steady improvement over each prior year.

While these three projects described above have been implemented in different

parts of the country, with varying strategies for improving primary education, all

recognize that the process of quality improvement demands a multi-faceted

approach. Simply training teachers or providing better materials alone will not

change the system. Only by multiple interventions at the school level can the

culture of schools gradually change in ways that will improve student learning.

These multiple interventions include teacher training and continued support:

providing instructional materials which facilitate the teaching and learning process,'

and community and parent education programs.
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These three projects, although experimental and requumg additional inputs,

have some important implications for the improvement of primary ed'\cation

throughout the country. Single inputs, such as have been tried in the past, have not

been found effective for improving the quality of primary education. Unfortunately,

these projects tend to operate in isolation from each other. Each designs its own

teacher training program and develops its own instructional materials for students

and teachers. There is extensive duplication of effort which could be better

utilized in developing a single well-tested approach to training and a single set of

effective instructional materials.

Another interesting project is the Schools for Underprivileged Children that is

managed by the Sanothimi Technical School with funding from the Int~rnational

Underprivileged Children's Education Programs (UeEP), Known as :.;.~~:;copic

education, students complete the first seven years of education in three and one

half years. As described below, the project provides a model for ways to deliver

primary education to disadvantaged children who would not otherwise come to

school. Classes meet six days a week from 7 a.m. to 9 a.m. Allowing for a few

holidays, they meet for more than 300 days per year. These classes are held in

regular school buildings, before the regular school day, and use government ap

proved textbooks. They have a relatively small student/teacher ratio of 25:1. The

students enroll when they are between 10 and 12 years old and are therefore

shghtly more mature than most primary school children. This enables them to

pursue a more intensive course of study. There is also a strong incentive for the

students to participate--admission to the Sanothimi Technical School upon

completion.

4.2 ANALYSIS

In order for HMG to meet the goals for primary education several major tasks

must be accomplished. This section presents these as needs and discusses plans

currently under consideration for addressing them. Several constraints, or restric

tions on attaining the goals of primary education, are then presented. These needs

provide the basis for an analysis of the primary educational system focussing on the

five analytic themes of external efficiency, internal efficiency, access and equity,

administration and supervision, and costs and financing. This analysis forms the

basis for the conclusions presented at the end of this section and the foundation

for the recommendations in the final section.
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4.2.1 Needs

The Seventh Plan (1985-1990) calls for a major expansion of primary education.

This has been amplified in the 1987 Basic Needs Document to include the universal

ization of primary education by the year 2000 A.D. This will require (I) providing

new school facilities and teachers for children in areas without current access to

schools; (2) expanding the enrollment of under-represented groups, particularly girls

and economically and socially disadvantaged children; and (3) reducing the high rate

of drop-outs and repetitions, particularly in Grade 1.

The Seventh Plan also calls for improving the quality of primary education.

This will require attention to (I) the instruction provided by the teachers; (2) the

instructional materials available in the schools; and (3) the system of supervision

and administration. Raising the quality of these inputs will improve the quality of

primary education.

4.2.2 Plans

To develop a rational basis for determining the location of new schools as the

system expands, a school mapping study is in its initial stages. The study will use

school-age population projections to determine the numbers of teachers to be

assigned to each panchayat over the next 13 years. The local panchayat will then

be responsible for determining the location of teachers and school units to best

serve the primary school-age children.

The Basic Needs Document specifies several changes to be implemented to

strengthen the control of the administrative system. The designation of authority

for the district and school levels will be consolidated in the DEO. District

Education Officers will become District Education Inspectors (DEIs) and supervisors

will become Assistant Education Inspectors. The DEI will hire and fire teachers and

a::sign them to schools according the number of students enrolled and as vacancies

arise.

Teachers will be allocated on the basis of a 20:1 student/teacher ratio in the

Mountain Districts, 30:1 in the Hills, and 40:1 in the Tarai and urban areas. (See

Annex 4.4 for more details.) Teachers will be appointed on the recommendation of

the Teacher Selection Committee which serves as a Public Service Commission for

teachers. Individuals who have not passed the SLC will no longer be appointed as

teachers. The Teacher Selection Committee will be composed of three persons: one

appointed by the Regional Educational Inspector, one a representative of the

District Educat~on Board, and one an Assistant Education Inspector.
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School Management Committees will only be able to appoint teachers assigned

by the DEI. The SMCs will be able to recommend that a teacher be fired, but the

final decision will be made by the DEI. Assistant Education Inspectors, who will be

responsible for evaluating the performance of the teachers, will make recommen

dations to the DEI cf'ncerning teachers' continued employment and promotion.

Teachers will be fired if their academic qualifications are not appropriate to the job

or if they do not perform satisfactorily.

SMCs will be able to hire headmasters from a list of tea~hers possessing

leadership qualities and a good reputation. This list will be prepared by the DEI.

The SMCs' main responsibilities will be, with the assistance of the District Pan

chayat: (1) to manage the school finances including funds received from the

government, the district panchayat, student fees and other local sources; and (2) to

maintain and improve the physical facilities of the school. They will have an

advisory role with respect to teachers' employment status.

The SMCs will also be critical for developing strategies to increase student

enrollment, particularly for girls. Membership on the committee has been altered to

involve more local, non-political individuals. The chairman, for example, will be

nominated by the DEI from among those who have supported the school or will be

the Pradhan Panch. There will now be three parents, often called guardians, on the

committee instead of one. The largest donor to the school and the headmaster will

also be on the committee along with a ward member. (A ward is the basic political

unit within a panchayat.) The member secretary will be appointed by the committee

members. Under this reorganization the District Panchayats, with their power to

levy local taxes, will be expected to play a more important role in financing the

schools, especially in providing funds for construction of new schools.

The strengthening of the authority of the DEI and Assistant Education

Inspectors, particularly at the expense of the School Management Committee, is an

effort to bring more accountability to the system and to assure higher quality and

more stability in the teaching staff. SMCs will no loneer be able to hire temporary

teachers, who are often unqualified, or use the hiring of teachers for their own

vested interests.

The Assistant Education Inspectors will be responsible for evaluating the

attendance and performance of teachers in each school as well as verifying the

information given by each school on their evaluation forms. Assistant Education

Inspectors will be the essential link between the schools and the DEI, where

decision-making authority will now be concentrated. According to the plan, one
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assistant inspector will be posted to each of the nine sub-districts of a district and

will be responsible for supervising the schools in his area. The key to effective

monitoring is frequent visits to schools in order to encourage sustained efforts by

the school and to assure the flow of information to allow efficient allocation of

resources--teachers' salaries, textbooks, and other inputs. Ideally schools should be

visited five to six times each year. Plans for training Assistant Education

Inspectors and DEIs for their new roles will need to be carefully developed.

HMG recognizes that teachers often do not attend school regularly, and that

when at school they often do not attend class. To provide both accountability and

incentives, HMG i~ planning to provide for four promotion categories for primary

teachers. SLC-p~.ss teachers will start teaching at promotion category 4, inter

mediate-pass trachers at promotion category 3. The highest level is promotion

category 1.

Teacher attendance and performance will be evaluated by the Assistant

Education Inspectors and recommendations made for their promotion if their

performance is satisfactory. In addition, the DEIs are encouraged to offer special

recognitions and prizes to outstanding teachers. If tcachers do not meet expected

standards, the DEI can issue an order to the School Management Committee that

they be fired. The new plans provide teachers with greater security since transfers

will only be authorized by the DEI and not the SMCs.

The success of the inspectorate system is based on thc Assistant Education

Inspectors and the DEIs' being able to make decisions and take prompt action in

response to irregularities in the system. Experience indicates that this can be

difficult to manage. Special efforts will be needed to introduce these changes with

a strong commitment for enforcement from all levels of government.

The new Basic Needs system will provide incentives for good performance and

penalties for poor performance. The system assumes that teachers, headmasters, and

School Management Committees know how to perform, but that they only lack the

motivation to do so. Hence, the new system may not provide sufficient ways to

help people learn to do a better job. Yet, one cause of poor performance may be

that people do not know how to do their jobs well, in which case they need

opportunities to learn as well as incentives to perform.

In addition to these changes in the administrative system, HMG is planning to

continue implementation of two projects, SETI and PEP, which provide useful models

for improving the quality and relevance of primary education. These projects are

invaluable resources in terms of the materials and programs they have developed

and with respect to the implementation lessons they hold for the larger system.
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HMG is also planning to enhance the involvement of the local community and

increase local resources to support primary schools. The District Panchayat will be

involved in raising funds for constructing and maintaining school buildings. The

School Management Committees will be expected to undertake their responsibilities

more conscientiously.

4.2.3 Constraints

There are a number of constraints to meeting the goals set by HMO. These

relate to human, political, and bureaucratic factors as well as limited financial

resources.

Constraint 1: Parental Attitudes. One constraint to the expansion of primary

school enrollments is parental attitudes. Many parents are illit::rate and do not

recognize the value of education. Therefore, they do not encourage their children

to go to school or to remain in school once enrolled. Parental attitudes detrimental

to schooling are also influenced by economic conditions; the immediate value of

children's labor at home or in the fields is greater than the perceived distant value

of a primary education. The immediate costs of schooling outweigh the perceived

future benefits. Parents, therefore, are both reluctant and economically discouraged

from sending their children to school.

Constraint 2: Teachers' Status. Teachers in Nepal generally have low social

status. They complain that their salaries are low, that they receive little

professional recognition, and that their working conditions are difficult. As a

result, it is difficult to recruit capable manpower to the teaching profession and to

retain those who do enter it.

Constraint 3: Political Influences. Past and recent experience has been that the

government is vulnerable to political pressures. These pressures constrain efforts to

implement new programs and can lead to the misallocation of resources. When

financial and human resources are distributed by the central government, there are

pressures to make them immediately available to all. This makes it difficult for

HMG to manage experimental programs which initially focus inputs on small areas.

It is also difficult to experiment with different policy options.
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Constraint 4: Bureaucratic Complexity. The bureaucratic system in Nepal is

complex. Planning and decision-making authority is focussed at the central level

while implementation responsibilities are given to the local and district levels. As a

result, decisions to enforce existing policies or undertake new activities often

require time-consuming approval from multiple levels of government. This dis

courages local initiative. A feeling has also evolved since the 1971 implementation

of the NESP that the government is responsible for education since it provides

textbooks, pays teachers' salaries, and determines who will be allowed to teach.

These policies have led local communities to adopt a "wait and see what will come

from the government" attitude.

Decentralization is a policy central to HMG's approach to development.

Through decentralization, local resources can be mobilized more effectively for

development. It is important to recognize that decentralization may be incompatible

with plans to strengthen the authority of the DEI.

Constraint S: Diffuse Decision-Making. Decision-making responsibility is often

allocated to groups rather than individuals, thus further blurring authority and

discouraging individual initiative. For example, headmasters take action with the

concurrence of the SMC, and District Education Officers in consultation with the

District Education Committees. Sharing responsibility not only limits liability for

mistakes but also discourages initiative and action. Action is also constrained by

the political forces represented on these committees.

4.2.4 Issues

Themes of internal and external efficiency, access and equity, administration

and supervision, and costs and financing provide the basis for the following analysis

of the primary education subsector. The status section (above) provides the back

ground information on which these analyses are based.

4.2.4.1 External Efficiency. External efficiency refers to the relevance of the

school programs to the anticipated activities of those who will complete the primary

cycle. More than half of the students who enter Grade 1 do not complete the

primary cycle and, of those who do, about 30 percent do not continue to higher

grades. Clearly, a major issue related to external efficiency is the relevance of

primary education for those children for whom this is the only education they will

receive. The most important goal of primary education is to provide basic literacy;
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it is clear from studies in many developing countries that basic literacy has far

reaching positive impacts on fertility rates, agricultural development, health, and

sanitation. This basic literacy goal is appropriate both for personal improvement

and for meeting national social and economic development needs.

The question is to what extent does the present curriculum promote basic

literacy and to what extent do students achieve basic literacy by the time of their

enrollment in Grade 4, the target year for literacy identified by HMG. As discussed

in the status section, the curriculum addresses basic literacy but lacks the detail

needed to develop an effective program. This problem is reflected in the textbooks.

The language arts textbooks offer practice in reading but provide no direction as to

what skills are to be taught. In the arithmetic textbooks, students are expected to

master abstract concepts before developing a foundation based on concrete ex

perience. The difficulty of teaching basic literacy is compounded by an absence of

guides for teachers to explain to them how to teach these basic skills. In terms of

actual achievement levels, the few studies that have been done su~gest that the

level of literacy achieved does not meet expected standards. Students do not have

sufficient skills to perform at a functionally literate level.

No clear standards are set for what children are to know and be able to do by

the end of Grade S. As a result, teachers help students memorize what is in the

textbooks because there is no other goal toward which to teach. The Grade 5

leaving examination, currently administered by the districts, could set such stan

dards but currently does not.

For those students continuing to secondary school, primary schools should

provide the basic competencies needed for further academic study. English and

Sanskrit are added to the Grade 4 and 5 curricula, which support the secondary

level curriculum. In the absence of a standardized Grade 5 examination, it is

difficult to assess how well prepared the students are for further study. Many

secondary school headmasters and teachers, however, often complain that the

students are not adequately prepared.

4.2.4.2 Internal Efficiency. Internal efficiency issues reflect how well the

primary education system utilizes available resources to accomplish its goals.

Internal efficiency indices included in this section are student flow, teacher

performance, instructional materials, and teacher distribution.
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Student Flow

As reflected in high drop-out and repetition rates, wastage is a c~ntral issue

for assessing the internal efficiency of primary schools. As mentioned above, drop

out and repetition rates are high, especially for Grade 1. Nearly nine and one-half

years of education must be provided to produce a Grade 5 graduate.s The reasons

for this wastage are multiple and relate to economic and family background

characteristics as well as to school factors. While no careful study has been done,

the presence of under-age children and the large class sizes in Grade 1 (double

those of other grades) no doubt contribute to the high drop-out and repetition

rates.

Teachers often expect children to spend two years in Grade 1 since they come

to school not recognizing t~e alphabet and numbers. This expectation may be a

self-fulfilling prophecy; expecting students to be retained, teachers do not devote

much effort to teaching them. The attendance patterns for students who drop out

suggest another factor at work. Many of them come almost daily to school for two,

three, or four months and then drop out. Their initial commitment is high and

their disappearance is not always timed to the demands of the agricultural cycle.

This pattern suggests that students lose interest in school; in the absence of strong

parental pressure, boredom may lead them to drop out of school. District level

officials have also recognized instructional quality as a factor influencing students

to drop out.

Teacher Performance

Instructional quality depends heavily on teacher performance in the classroom.

Traditional modes of instruction, in which students are passive listeners with little

opportunity for active involvement or individual attention, discourage student

attention and learning. Of even more concern than the quality of teacher perfor-
II

mance in the classroom is the fact that teacher absenteeism is high and teachers

spend little time teaching in the classroom even when at school. It seems

reasonable to expect that learning would be increased just by improving teacher

attendance, regardless of instructional style or materials used. However, with no

adverse consequences for poor attendance and no incentives to perform more

regularly, it is not surprising that teachers behave as they do. Teachers may be

least interested in teaching the youngest students where classes are largest,

students are unruly, and appropriate materials are most significantly lacking.

8Almost 13 years are required according to the more recent updated drop-out
and repetition data that were not available when the draft of this report was
completed (August 1987).
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Instructional quality, at least as reflected in student retention rates, seems to

be positively associated with teachers' academic qualifications. This supports the

government's policy to hire only SLC-pass teachers for primary schools.

HMG's policy to provide training to all teachers by the year 2000 A.D. is of

more questionable value, since there is no evidence thus far that trained teachers

are more effective than untrained teachers. The reasons for this are associated

with the school culture which discourages innovation, the ineffectiveness of the

training programs, and the lack of incentives for teachers to use what is learned in

training. If training programs are to be expanded, all of these factors must be

considered if HMG is to receive any bendits from the massive investment that will

be required.

Instructional Materials

Instructional materials also affect instructional quality and therefore the

efficiency of the system. Studies in numerous other countries indicate that

instructional materials, especially textbooks, have a clear and consistent positive

influence on student achievement. In fact, these may comprise the single input

which most improves learning. A recent review by the BRIDGES Project, of the use

of soft technologies for primary education in developing countries, notes that "...

with untrained and undertrained teachers, well-designed textbooks and instructional

materials are essential" (Thiagarajan and Pasigna, 1987, p. 23).

The government has been very successful in distributing textbooks to primary

school students. This is no easy task in Nepal. Given that many developing

nations are not able to provide students with textbooks, the effort is a real tribute

to HM'J's efforts to support primary education. Unfortunately, the effectiveness of

these materials is limited, as mentioned in the discussion of external efficiency. In

addition to the points made above, there are few opportunities for students to

practice what they have learned. There is only one textbook in Grades 1 to 3 that

gives students practice in reading. The arithmetic textbooks present information

but provide limited opportunities for practice. One reason trained teachers do not

teach significantly differently from untrained teachers may be that the quality of

the instructional materials does not permit teachers to apply what they have learned

in training.

Providing textbooks is costly to the government. Students in Grades 1-3

receive new, free textbooks each year, although the government had planned that

they would be recycled. A lack of storage space in the schools and the poor
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condition of books at: the end of a year of heavy use have led government to

provide new textbooks each year. Students and parents now expect new books each

year. Savings could be realized if books were reused or if printing costs could be

reduced at least for materials that students take home, or if an effective

combination of reusable and nonreusable instructional materials could be identified.

Teacher Distribution

There are inefficiencies associated with the unequal allocation of teachers to

schools. HMG tried to provide one teacher for each grade at the primary level but

this often results in very low student/teacher ratios and a Wilste of financial

resources. Extrapolating from school level data available from Palpa and Rolpa,

HMG may be supporting about 5,000 teachers (10 percent of all primary teachers) in

excess of the prescribed student/teacher ratios. This represents an annual over

expenditure of about Rs 37 million rupees on teacher salaries. According to the

Basic Needs plan, these inefficiencies should be eliminated.

4.2.4.3 Access and Equity. Access to primary education is associated with the

availability of spaces for all students in the primary age cohort of the population

(6-10 years). Equity addresses the extent to which educational opportunities are

available regardless of sex, socioeconomic status, ethnic group membership, or other

characteristics not under individual control.

Access

Providing physical access to schools is of major concern to the MOEC as it

plans for the universalization of primary education. In the more remote Hill and

Mountain areas, physical access is definitely an issue although the size of the

population not having access is not known. Given the difficult terrain, and the

tendency of the population to be scattered and live in marginally habitable areas,

providing physical access will always be a challenge. Meeting this challenge is

made feasible by the desire of each community to have its own primary school. In

the First Plan (1956-1961), the construction of primary schools was one of the few

areas in which the government exceeded its targets and then by an impressive 283

percent. Although this occurred some time ago, indications are that this same

desire persists. There are lists in most districts of primary schools waiting to

receive government permission to open. There is a strong political desire by local

elected leaders to open a school in every village.
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HMG has made a major commitment to provide primary education throughout

the nation. Remote area teacher allowances, free textbooks to girls in those areas,

and smaller student/teacher ratios are evidence of government's efforts to focus

resources on geographically disadvantaged areas.

Equity

More difficult than providing physical access is enrolling populations of

students who currently have access to schools but do not participate. Girls are

traditionally under-enrolled in schools--only 30 percent of primary school children

are girls. Girls' enrollment rates are slightly higher in urban areas (34 percent).

Socially and economically disadvantaged groups are also under-enrolled. Economic

conditions restrict the participation of these students as do parental attitudes that

tend not to value education.

HMG must involve more girls and disadvantaged students to achieve universal

primary education. This will require developing alternative approaches for the

delivery of primary education since children who must labor for the family are not

able to attend school daily from 10 a.m.-4 p.m. Plans to expand enrollment will

need to include incentives as well as more convenient schooling times and locations

to increase the participation of these under-served groups. Plans should also

encourage local initiative to develop effective models since local communities are

most familiar with the problems confronting those who do not participate. The

Schools for Underprivileged Children Program, discussed in Section 4.104.7, offers

one interesting model.

4.2.4.4 Administration and Supervisi()D. Administration and supervision is

concerned with the management of the pr~mary educa~ion subsector and the extent

to which it enables the system to operate effectively. Accountability, decentraliza

tion, and incentives emerge as issues within administration and supervision.

Accountability

Accountability is a major issue in the administration of the educational system

as it relates to (I) hierarchical authority--the control of one level of the system

over another and (2) the location of decision-making responsibility.

The MOEC provides funds for teachers' salaries and free textbooks, but has

difficulty monitoring the distribution of these resources. With virtually no system

of supervision, schools are not accountable for the quality of the data they provide
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to the DEO, for how they allocate funds for teacher salaries, or for the distribution

of textbooks. As a result~ considerable wastage occurs. Even where the

appointment of authority is clearly specified, political pressures intrude which

weaken the implementation of decisions and undermine authority as officially

specified. District Education Officers may decide on the location of a new school

using the objective criteria defined in the Legal Code only to have the decision

reversed at a higher level.

A tendency to share the locus of decision-making also tends to diffuse

accountability. As mentioned earlier, implementors must often make decisions in

consultation with policy or supervisory committees. This diminishes their authority

and discourages their initiative. Supervisors, or Assistant Education Inspectors

according to the new plans, have to report to DEIs who make decisions.

Headmasters have little direct control over their schools although they have

considerable responsibilities for assuring that they operate properly. They must

exert their influence through their membership on the School Management

Committees.

Decentraliza tion

?ecision-making authority, plannin£ for the allocation of education resources,

a1'._ control over the distribution of educational inputs such as teachers and

textbooks. are centralized in the MOEC. The government, however, recognizes the

need to involve local communities in more fully supporting primary education in

order to achieve its objectives of expanding access and improving quality. Local

communities, however, are reluctant to accept more responsibility without a

commensurate increase in control over what happens in their local school. How to

&;ve more responsibility to local communities, while at the same time assuring that

standards are maintained, represents a major challenge. Decentralizing authority

while maintaining control in certain key areas will require some fundamental

changes in a system which historically has had centralized authority.

Incentives

There has been no adequate incentive and reward mechanism to encourage the

system to function effectively. Teachers attend school and class irregularly;

textbooks are distributed without careful attention to the correct numbers needed.

There have been no incentives for teachers to improve their classroom behavior, for

headmasters to expand school enrollments, or fllr School Management Committees to
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fulfill their responsibilities to maintain school physical facilities. Although the

necessary components are present (schools, teachers, textbooks, blackboards, etc.),

the system lacks sufficient control and incentives to transform these inputs into a

functioning system that achieves the desired goals.

4.2.4.5 Costs and Financing. Issues related to the costs of primary education,

and financing (sources of funds) for meeting these costs, are reviewed in this

section. Details of the primary education costs, including the assumptions for their

estimation, are given in Section 2.6.2 of Chapter 2.

Costs

The government has made a major effort to eliminate economic barriers to

school attendance. Although most direct school costs paid by parents have been

eliminated for primary education, parents must still provide pens and copy books

and in many areas uniforms as well. These direct costs to parents, as well as the

forgone 'Ialue of the children's labor, still appear to be significant barriers to

participation by the children of poorer families.

The costs to government for primary education are also high, and higher than

they need to be. The cycle cost of primary education, including the total govern

ment and individual/private expenditure, is Rs 4,087; drop-out and repetition rates

result in the cycle cost being more than it would be if there were no drop-outs or

repeaters.9 Specific programs to reduce repetitions and drop-outs, and to improve

the quality of instruction, would significantly reduce these cycle costs.

Financing

Given the high costs of providing free primary education throughout the

country for all children, the government expects local communities to provide

increased financial support to schools. Communities are expected to build and

maintain school buildings, and provide furniture and other materials. There is

general agreement that present physical facilities are inadequate and that School

Management Committees have not been fulfilling their responsibilities. More

effective means need to be identified for accessing local resources. There are plans

9Updated repetition and drop-out rates, based on information not available at
the time the draft of this report was prepared (August 1987), give a cycle cost of
Rs 5,546. This is about three times higher than the cycle co~t would be if there
were no drop-outs or repeaters (see Annex 4.6).
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to involve the District Panchayats more directly in school financing since they have

the power to levy local taxes. Many areas have a wealthier elite that will also

need to be encouraged to support education. Chapter 2 discusses more detailed

options for accessing local resources.

External assistance agencies have a significant role in funding experimental

projects. Government could more effectively utilize the successes of these projects

to forge a single cost-effective plan for improving the quality of primary education.

Increased expenditures for education will be needed to provide additional

teachers and more textbooks as the system expands, and to implement the inspector

system and the cash awards that will be offered to successful schools. Financing

improvements in the quality of education is an additional demand on already scarce

resources. Decentralization of these efforts to local communities, with the govern

ment offering incentives to encourage improvements in quality, is one possible

solution. Implementation supported and endorsed by local initiative is less costly

than implementation from the top down. When communities organize themselves,

interest and commitment naturally evolve, and resources are likely to be used more

efficiently. Decentralization as a strategy may allow HMG to attend both to quality

improvements and to expansion of access.

4.2.5 Conclusions

The following conclusions are based on the preceding analyses. These con

clusions form the foundation for the recommendations in the final section of this

chapter.

1. Universal Ac:c:ess. The physical targets for universal access to education

are relatively reasonable given local community desires to have primary schools. A

school mapping project is currently in progress to identify where new schools

should be located so that all primary-age children will have access to a primary

school.

2. Equity (Universal Enrollment). Enrolling children who currently do not

participate, even though they have access to schools, is a more difficult task that

will require flexibility and incentives to encourage participation. Without special

attention to this problem, the universalization of primary education will be difficult

to achieve. Just as free textbooks initially increased enrollments, further means of

attracting students must be identified.
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3. Retention. Drop-out and repetition rates are high. The greatest wastage

occurs in Grade 1. This increases both unit and cycle costs, as discussed more fully

in Chapter 2.

4. Curriculum. The curriculum lacks sufficient detail about the knowledge,

skills, and attitudes that children are to learn in primary school. More specificity

is needed to provide a base for developing improved instructional materials and for

setting clear achievement standards for Grade 5 graduates.

5. Instructional Materials. Wastage within the system cannot be reduced

without improving the quaWy of instructional materials. The high drop-out and

repetition rates at Grade I may largely be due to a lack of instructional materials

appropriate to the needs of children beginning school and the expectations teachers

have for them. Improving the quality of i:lstructional materials may also attract

new entrants to school. Improvement is essential if basic literacy is to be attained

by Grade 5.

6. Teacher Performance. Teacher performance can be improved by assuring

that (I) teachers are held accountable for their jobs, particularly for attending

classes regularly; (2) they have instructional materials to support their teaching and

clear objectives for them to accomplish; (3) they have a support system to develop

and promote their sense of professional capability; and (4) they are recognized for

teaching well. The PEP and SETI projects provide useful models for improving the

quality of primary education. The successful aspects of these programs have

important implications for the system as a whole.

7. Parental Attitudes. Many parents do not support their children's participa

tion in school. In addition to economic constraints, their own illiteracy and their

lack of awareness of the critical role parents must play in education contribute to

their lack of support. Experimental projects have shown that parents can be

successfully educated to support their children's education. HMG needs to support

programs to increase adult literacy and role awareness.

8. Local Support and Decentralization. Educational plans are generally made

at the central level, which also controls the distribution of resources. As a result,

there are few incentives and opportunities for local communities to develop their
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own capabilities to manage and improve their schools. However, local support is

essential if HMG is to enroll all primary age children in school at a realistic cost

within current budget constraints. Communities need to create a demand for

education, provide and maintain facilities, and expect high performance from

teachers. To encourage this local support, the government must decentralize some

of its decision-making authority and encourage communities to find ways to help

themselves. Local initiative is critical to the improvement of primary education at

costs that are affordable. Centrally funded projects have shown some successes but

at recurrent costs higher than the government is able to bear for country-wide

implementation. Local initiative could greatly reduce the costs of implementing

successful aspects of these projects.

9. Teacher Allocation. The government is limited in its ability to control the

allocation of resources. As a result, the current allocation of teachers within some

districts is both uneven and excessive, resulting in an inefficient use of funds.

Considerable savings could be realized if teacher~ were allocated according to

government policies for student/teacher ratios.

10. Accountability. The government is limited in its ability to enforce

teacher attendance and performance as well as to control their hiring, firing, and

transfer. An inspection system based on frequent visits to schools by inspectors

empowered to take action, in support of or against schools and teachers, would

build accountability into the system. Plans have been made for such an inspection

system.

11. Special Projects. The PEP, SETI, and lIP projects provide useful models

for improving the quality of primary education. The MOEC needs to assure more

coordination of activities among these projects so that efforts are not duplicated.

The MOEC also needs to plan for ways to implement the more successful aspects of

these projects in affordable ways.

4.3 RECOMMENDATIONS

To achieve universal primary education by the year 2000 A.D., the government

has decided to: (1) assure universal access to schools for all children; (2) promote

universal enrollment of all children; (3) promote universal retention of all children
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through Grade 5; and (~) improve the quality of primary education. This demands

careful planning and efficient use of resources if these objectives are to be

achieved. The following recommendations are not exhaustive; they do not addr.:ss

every area of need in primary educntion. Rather, they recognize that resource

constraints will not allow the government to act simultaneously in all areas of need,

but instead that the government must emphasize those areas where the investment

of limited resources is likely to have the greatest impact. The recommendations

assume that improving the quality of instruction is key to meeting many of these

objectives, to encouraging out-of-school children to enroll in school, and to

reducing drop-out and repetition rates. When children and parents believe that

children are becoming proficient in reading, writing, and arithmetic through high

quality instruction, then children will be motivated to come to school and stay

through the primary cycle.

As mentioned earlier in this -:hapter, improving the quality of instruction will

require multiple interventions. These include the improvcm'::ilt of instructional

materials, the training of teachers, the development of a professional support

network for teachers and other teacher incentives, and enhanced financial and

educational community support for schools. Such multiple interventions present the

government with an overwhelming task. Therefore, these recomendations identify

strategies that are believed to be the first and most critical step to improving the

quality of education. They identify the improvement of instructional materials as

the most crucial need of primary education and recommend that resources first be

allocated to meeting this need. Teacher training and support become effective when

teachers have quality materials with which to work. The recommendations then

identify ways to improve the administrative support system and to encourage local

initiative in seeking ways to expand primary school enrollments. There is also a

suggestion for ways to reallocate resources to finance the earlier recommendations

and a final recommendation for more extensive use of data analysis and policy

studies to support the planning and policy making process.

These recommendations identify priority areas for government action. This

does not mean that other areas such as teacher training (also addressed in Chapter

6), the improvement of physical facilities, or the provision of incentive systems to

out-or-school children, are unimportant but rather that they can be more effectively

accomplished once these priority recommendations have been implemented.
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Improved Educational Materials

Recommendation 1: Develop the specific skills, attitudes, and knowledge to be

learned by primary schoo! children, based on the general objectives of the primary

curriculum. The primary curriculum presents broad outlines of what is to be

covered in Grades 1-5. Specific steps in the form of detailed, sequential objectives

related to skills, knowledge, and attitudes now need to be developed to support the

curriculum. The specific objectives should bridge the gap between the general

objectives and the textbook material and activities. Thc;se specific objectives, in

fact, are needed to make the textbooks or other instructional materials more

effective for helping children develop basic literacy and attain the other objectives

of the curriculum. The language arts and mathematics curricula require special

a ttention since they form the core of the literacy skills. The task is complex

because it involves the application of theories of learning, cognitive development,

and curriculum development to the achievement of these objectives. Once these

objectives are specified, they can serve as the basis for the preparation and

revision of instructional materials which will expand students' opportunities to learn.

Recommendation 2: Develop instructional materials that are self-directing for

teachers and/or students. This should be undertaken upon completion of

Recommendation I. The implementation approach should be incremental. In the

first step, more directions couI'd be added to the existing textbooks either as

footnotes for teachers or by identifying learning objectives in the body of the

textbook and in the introduction to the student exercises. Grammar and skill

instruction in language arts could even replace some of the student exercise

material. Future steps could involve development of alternative formats that would

provide more self-directing materials. These might include the following:

instructional guides for teachers, self-instructional workbooks for students, or

various combinations of these for use with the existing textbooks. Attention should

be given to designing materials that will facilitate instruction and learning in Grade

I, particularly the learning of sounds, letters, simple words, and numbers. Such

materials would increase the efficiency of instruction in Grade I and thereby reduce

the time needed to cover the curricul um and the tendency of many students to

spend two years in Grade I. Quality Grade I instructional materials are essential

for reducing the high repetition rates at this grade. Materials development should

also recognize that many schools have multi-grade classrooms and that within all
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classrooms students demonstrate a wide range of abilities. At present, it is felt

that materials are designed for the average student.

Experience in other developing countries has shown' that incorporating a few

basic principles of instruction in learning materials produces significant gains in

achievement. These kinds of instructions include: requiring active student

participation, giving immediate feedback to students on the correctness of responses,

dividing learning tasks into meaningful units, providing appropriate examples, and

allowing opportunities for practice. Incorporating these principles into the

development of well-designed instructional materials can help make teachers more

effective. Such materials are especially needed when teachers are untrained and

undertrained.

Recommendation 3: The cost of printing and distributing rnised and/or

additional instructional materials should not exceed the amount currently spent for

providing free textbooks. This means that less expensive ways need to be found to

produce more materials. There are a number of ways to do this. The following

suggestion can serve as an example for further discussion.

The MOEC is planning to renew efforts to recycle textbooks, thus eliminating

the cost of their yearly replacement. To effectively recycle books, however,

students should not be allowed to take them home but only to use them at school.

Parents and students, however, expect children to receive books and it is important

to provide opportunities for learning and practice at home. Workbooks which

students are given each year could be developed to complement and enhance the

material in the textbooks. In addition, workbooks would provide students with

paper and opportunities for writing. Since students are often not able to provide

their own copy books, workbooks would provide at least a partial solution to this

problem. If new textbooks are provided only every three years, for example, the

funds saved could be used to publish and distribute the workbooks. The cost of

these should be considerably below the cost of textbooks since less expensive paper

could be used. The books in the adult literacy series, Naya Gore:o, are published

for a cost of about Rs 6 for nearly a hundred pages or text and illustrations. A

hundred pages could provide students with extensive opportunities for reading,

writing, and arithmetic practice.

The lack of storage facilities at schools is often a major obstacle to recycling

textbooks. If schools are allowed to sell the workbooks for a small fee (e.g., Rs I),

these funds could be used for building storage facilities. Of course, workbooks

4 - 71

I



should be given free to students who cannot afford to buy them, but recovering

even part of their cost should make students value the books more and provide the

schools with funds for needed storage and other materials.

The Adminlstrathe System

Recommendation 4: Implement the school Inspectorate system as planned but

assure that Assistant Education Inspectors visit schools on at least a bl-monthly

basis. In effect, this represents a recentralization of authority in order to increase

the accountability of schools and teachers. The implementation of other recommen

dations will depend on regular contact between schools and Assistant Education

Inspectors (AEIs). Since assistant inspectors will have more of a policing role than

currently played by supervisors, the standards for holding schools accountable need

to be clearly specified in terms that can be objectively measured. For example,

objective judgments about teaching quality may be more difficult to make than

assessments of teacher attendance or student achievement. In addition, AEIs must

have sufficient authority to make decisions consistent with their responsibilities.

The inspectorate system assumes that teachers and headmasters know what to

do but, given the absence of accountability and incentives, they are not performing

adequately. While this assumption may be partially correct, it seems likely that

teachers and headmasters also need opportunities to learn how to do a better job

and need access to resources to support their efforts. The next recommendation

addresses these needs.

Recommendation 5: Develop policy guidelines and incentives for schools to

form their own clusters of Resource Schools and Satellite Schools based on a review

of the PEP and SETI Projects. This recommendation will decentralize selected

aspects of school administration to balance the trend to centralization, develop cost

effective ways to improve access to primary education, and improve the quality of

instruction.

The PEP and SETI projects both have developed viable clustering models which

provide a mechanism for channeling resources to schools and for giving professional

support to teachers. They are, however, implemented from the top down, i.e. from

the central and district level. As a result, implementation costs may be prohibi

tively high when nationwide implementation is considered, and the demand for

trained manpower may exceed the capacity of the system. This recommendation
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proposes that local schools be encouraged to form their own clusters within

guidelines provided by the MOEC. Initiative would come from the schools and only

those schools wishing to participate would do so.

These clusters would be responsible for: improving the quality of their

educational program; and identifying and implementing ways to expand primary

school access to underserved populations, particularly girls. Through a system of

support, schools can be encouraged to improve, experiment, and solve their own

problems.

Obviously, there must be significant incentives for schools to participate.

Incentives that would be available only to schools in a cluster could include the

following: (I) access to training programs which lead to recognition as a trained

teacher; (2) access to supplementary materials such as those developed by SETI,

PEP, and lIP; (3) construction funds; (4) funds for existing or additional personnel

to implement the cluster program; (5) reassignment of personnel decisions to

individual schools (headmasters or SMCs) given proven performance; and (6)

permission to levy an education tax through the District Panchayat.

Decentralizing efforts for improving the quality and accessibility of education

should be less costly and more efficient than centralized implementation efforts.

There are several reasons for this. Local resources are more likely to be utilized

when there is local initiative and the utilization of these resources will more likely

be efficient. Given the magnitude of the task of providing universal primary

education, the MOEC needs to decentralize certain aspects of authority and

responsibility to accomplish its goals.

Recommendation 6: Establish resources for program implementation within

each District Education Inspectorate. This will enable the DEIs to provide

information and training to local leaders and educators for establishing a cluster

system and for channeling resources to these schools once the clusters are

established. These resources would need to be coordinated with the inspection

process but in such a way that efforts to improve it do not conflict with inspection

responsibilities. The resources needed for program implementation in the District

Education Inspectorate would parallel the growth of the number of schools in the

cluster systems.
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Recommendation 7: Adhere to the policy that only those students six years of

age and above be allowed to enroll in Grade 1. Older students are more mature

than under-age children and therefore are more likely to be successful in school.

This policy will reduce Grade I class sizes and should also reduce the number of

students repeating that grade.

Recommendation 8: Expect all districts, according to policy, to administer and

be responsible for grading the Grade 5 examination. By controlling the Grade 5

examination, districts can set standards for primary schools both in terms of the

literacy skills and the knowledge that students are expected to achieve by the end

of primary school. A district level examination can be an incentive for primary

schools to increase the time that teachers spend in the classroom and the quality of

their instruction. Care needs to be taken, though, that such an examination

encourages learning and understanding and not merely the rote memorization of

material in the textbooks.

District Education Officers will probably need guidance in how to develop

effective tests. A pool of sample questions could be developed to serve as models

for district personnel developing the test. Test construction is a skill that should

be incorporated in training programs offered to DEI personnel.

Recommendation 9: Create a significant role for headmasters by giving them

clearly separate authority from the School Management Committees, by requirin&

training for their positions, and by increasing their allowances. Headmasters are an

important link in the chain of communication and authority which extends from the

MOEC to the teachers. Because headmasters are at the school level, they are in

the best position to promote instructional quality and expanded access. They cannot

do this without appropriate authority, training, and incentives.

Recommendation 10: Train DEO (DEI) staff, particularly District Education

Officers (Inspectors), supervisors (Assistant Education Ispectors), accountants, and

those responsible for program Implementation. These personnel need to be thor

oughly familiar with their role responsibilities and the extent of and limitations to

their authority. District level staff presently receive no training. This reduces

their ability to fulfill their functions, particularly for the planning and budgeting

required by the MOEC and for improving the effectiveness of primary schools. As

roles are redefined with the introduction of the inspectorate system, training

becomes even more essential. If teachers are to be encouraged to teach more

effectively, they need to be supported by staff who are competent in their

respective areas.
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Resources Allocation

Recommendation 11: Reassign teachers within an~ across districts to adhere to

the student/teacher ratios spedfied in the Basic Needs Document and to expand

access In areas without schools. Abolish positions that exceed present needs. The

reduction of teacher numbers exceeding the present ratios would provide significant

savings to HMG. Reallocating existing teachers to new areas identified in the

school mapping study would reduce the cost of hiring new teachers required to

implement universal primary education.

Planning and Policy

Recommendation 12: Support the planning and policy making process with

analyses of existing data and with policy studies when existing data sources are not

suffident. The objective of universalizing primary education is clear. The most

effective means of achieving this objective, however, have not yet been identified in

detail. Costs of alternative policies, and their relative benefits, have to be

estimated for policy selection to be made. A careful analysis of existing data and

policy research studies to address policy issues facing the government would

enh~nce the eff-::ctiveness of the planning process.
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Annex 4.3

Selections from Primary Curriculum

The following selections are roughly translated from the Nepali version of the
Grade I primary school language arts and arithmetic curricula. No substantive
sections of the language arts curriculum are omitted.

Grade 1: Language Arts Curriculum, Including Social Studies. (These are based
on four general objectives identified for the language arts curriculum).
[After presenting four general objectives for language arts, the following Grade I
curriculum is presented.]

Objectives: The student should be able to:

I. Pronounce the letters,
2. Describe orally objects and pictures,
3. Read simple sentences made up of simple and complex words,
4. Write letters combined and simple,
5. Write simple sentences from dictation or from the textbook.

Content: area and order:

I. Simple letters
2. Simple and combined letters
3. Pronunciation of simple and combined letters
4. Word construction
5. Sentence construction

Lessons:

I. House and famBy
2. School
3. Animals and birds
4. Games

Form:

I. Story
2. Poems
3. Essay

Subject Matter within Lessons (more detail on these is given in the social studies
curriculum):

I. Relations within the family
2. School: teacher, friends, school building, classroom
3. Animals and birds: cow, dog, cat, duck, chicken, crow, etc.
4. Games: butterfly, swing, hide and seek, etc.

The teaching process is to include: moving from simple to complex, starting
using simple letters, teaching using the word method, teaching listening, speaking,
reading and writing skills through stories, poems, and essays.
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[There follows one page of brief explanations of simple letters, complex
letters, different pronunciations, word construction, and sentence construction.]

The following are areas to be covered and the amount of emphasis they are to
receive: O=none, I=general, 2=twice as much, 3=more than 2.

Listening:

Be able to distinguish sounds of the alphabet (I)
Be able to distinguish similar sounds (I)
Listen carefully (I)
Understand when others use different types of sentences: question,

exclamation, etc. (2)
Observe gestures while listening (I)
Listen to and understand simple words (I)
Listen to and understand the main idea (I)
Listen and be able to repeat (1)
Listen and be able to retell in order (I)

Speaking:

Pronouce all letters of the alphabet (I)
Increase vocabulary according to the grade (I)
Speak politely (I)
Describe events (0)
Speak in a normal way (I)
Express one's own ideas (0)
Retell what is read in a book (0)

Reading:

Distinguish letters similar in shape (2)
Read from left to right (2)
Read words and sentences with understanding (I)
Read sentences understanding the word order (1)
Read about events with understanding (0)
Read critically and express one's own opinions (0)
Read correctly and clearly (0)
Read prose and poetry correctly (0)

Writing:

Write using eye-hand coordination (I)
Write all simple letters of the alphabet and all different vowel

sounds (2)
Sit and hold a pencil correctly while writing (2)
Write combined letters with all vowel sounds (0)
Write all letters with good handwriting and proper spacing CO)
Write with understanding of pronunciation CO)
Write clearly with understanding (0)
Write material read and heard CO)
Write to express one's own ideas CO)
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Emphasis given in marks--total = 300

Skill Grade Grade 2 Grade 3
Listening/

speaking 200 150 100

Reading 50 7S 100

Writing 50 7S 100

While the translation of the above curriculum may not be exact, it serves to
give a sense of the extent Di~1 detail of the curriculum. Only selected portions of
the arit~lmetic curriculum for Grade 1 are given below since this curriculum is more
detailed.

Grade 1: Arithmetic Curriculum. Based on 9 general objectives of the
arlH\metlc curriculum the student will be able to:

1. Distribute, select, and compare different groups of locally available objects,
2. Express groups in number,
3. Read and write numbers from 0 to 100
4. Understand place value up to 2 places
5. Distinguish between ordinal and cardinal numbers and recognize up to ninth

in order,
6. Add and subtract numbers up to 2 place value,
7. Be ready for multiplication and division,
8. Recognize circular and rectangular pictures,
9. Express the fraction 1/2 and 1/4 in figures,

10. Understand and use kilograms, meters, hours, and coins for weight, length,
time, and currency, and

11. Solve simple problems of daily life using addition and subtractiion.

Content (samples selected from 9 different units):

Unit 1: Pre-number activties

1. Collect small pieces of brick, sticks". marbles, leaves,
2. Observe and divide objects into groups,
3. Select objects through manipulation,
4. Test groups by matching,
S. Keep objects in order according to size and shape.

Unit 3: Numbers and Numerals

1. Collect and count materials and use them,
2. Compare numbers I to 9 in their natural order,
3. Count up to 9 in ascending and descending order,
4. Read and write symbols from I to 9 in numbers and words,
S. Concept of numerical order,
6. Concept of O.
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Unit 4: Multiplication and Division

1. Count forward and backwards from 0 to 8 by twos,
2. 0 to 9 by threes,
3. Concept of multiplication as repeated division,
4. Concept of division and repeated subtraction.
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Annex 4.4

Basic Needs Criteria

Student/ Number Qf Students by Area
Teacher TQwn Number Qf
RatiQsl MQuntain Hill Tarai Panchayat Teachers

- 20 - 30 - 40 25- 40 I
21- 40 31- 50 41- 60 41- 70 2
41- 69 51- 99 61-120 71-120 3
70- 99 100-149 121-160 121-160 4

100-200 150-200 161-200 161-200 5

Distance frQm Student's HQme tQ SchQQICriteria
for SchQQI
LQcatiQn 2 MQuntain

I km

Hill

1.5 km

Tarai

2km

TQwn

I schQol in each ward

Distance
Between
SchQQls MQuntain

Areas

Hill Tarai
Town
Areas

2 km 3 km 4 km nQ restrictiQn

Catchment Areas
fQr SchQols
(hexagQnal

in shapel MQuntain

Areas

Hill Tarai
Town
Areas

6 km2 10 km2

lAfter these figures, one teacher for 40 additiQnal students.

2If the density of students exceeds 600 in one ward, there may be two or mQre
schQols but each schoQI must have at least 200 students.
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Annex 4.5

School Evaluation Plan

To raise the standard of education in schools

by way of incentive (encouragement) and competition

In connection with the request made on Jestha I, 5, 12 and 15 of 2041 B.S. by the
Ministry of Education and Culture of His Majesty's Government, the following
directives were provided by His Majesty the King:

1. As there is a great need to uplift the deteriorating standard of education
in most of the schools in the country, the Ministry should take various
appropriate (positive) steps to this end. With this objective in mind, a
sense of competition should be aroused and encouraged in the outstanding
Primary, Middle and High schools of the district and to set a rewarding
trend for those schools with satisfactory performance. Such a trend
should also be adopted at the zonal level and for this purpose, a rule
should be formulated to separate and f~·mark Rs. I lekh out of the grant
assistance of HMG to every District Panchayat.

2. A practical regulation should be formulated and implemented as to how
qualitative level of education can be raised by means of incentive and
competition.

In line with the royal directives, to raise the quality of education in schools by
encouraging competition and setting a rewarding trend and by means of incentive
and competition among outstanding schools, it is always important that a single
yardstick be consistently used in evaluating the various aspects of all the schools in
the kingdom. By using a single yardstick for evaluation, it will be easy to
distinguish between outstanding schools and poor schools at district, zonal, regional
and national levels. As an incentive, a trend is to be set to provide district-level,
zonal-level, regional-level and national-level awards to outstanding schools and at
the same time by pointing their weaknesses, opportunity for improvement will be
provided for those schools with poor performance.

The task of evaluating different aspects of all the schools of the kingdom is quite a
difficult one. As it is necessary to collect statistical description (data) for this
work, a Form named 'School Description 2042' has been prepared and made available
to all the districts of the kingdom. For correct evaluation of the schools, it is
important to collect accurate and complete statistical description.

Therefore, active participation of Director from the Directorate, experts and other
education officers from the education sector is of great importance.
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Classification of Schools to be Evaluated

and the Evaluation Norms

Except for the national-level Budhanilkantha School, Regional-level Gandaki school
and International level schools to be set up in future, evaluation will be carried out
for all other schools of the kingdom approved by the government. The schools to
be evaluated are as follows:

1) Primary schools with Class I to 5, which have already conducted
the final examinations.

2) Middle schools with Class I to 7, which have already conducted
the final examinations.

3) High schools with Class 1 to 10 or Class 6 to 10, which have
already completed the SLC examinations. This also includes
Sanskrit High Schools.

With an objective of encouraging competition among schools having similar level,
type and geographical aspects, the schools at each level will be classified in 4
groups and evaluated at the following levels:

Classification of School

A. Boarding schools of
the Kingdom

B. Schools within town
Panchayats

C. Schools in remote
areas (recognized
by the government)

High School
Primary School Middle School With Class
With Class 1-5 With Class 1-7 1-10 or 6-10

National level National level National level

NaLional level National level National level

Regional level Regional level National level

D. Schools in other
village Panchayats

District level
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Fixing Norms and Minimum Marks

A total of 1.000 Marks. provided for the evaluation of schools. will be divided as
follows:

Physical aspect of school 250

Educational aspect 500

Extra activities 100

Financial aspect 75

Administrative aspect --li

TOTAL 1.000

By using the proposed yardstick for evaluation. average Marks for each group of
schools at each level will be calculated on every point given above and the sum
total of the averages will fix norms for each group. Each group obtaining more
marks than the fixed norms and at the same time securing the minimum marks given
below will be considered outstanding:

School Grouo

Boarding schools

Minimum Marks Out of 1000

750

Schools within Town Panchayats 600

Schools within Village Panchayats 450

Schools within Village Panchayats
of remote areas (recognized by
the government) 300

Cash Prize and Letter of Aporeciati2.n.

Arrangements will be made to award Letter of Appreciation. Cash Prize or both for
the outstanding schools.
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Annex 4.6

Drop-Out, RepetJtion, and Promotion Rates: 1983-1984 (2040-2041)

The following table gives drop-out, repetition, and promotion rates based on a
9S percent sample of all ;>rimary schools. The data were collected by tJte School
Administration Section of the MOEC as part of its program to evaluate schools.
Because these figures are based on data from nearly all the schools, they are more
reliable than those previously published by the Manpower and Statistics Section in
1986 for these ~ame years (2040-2041).

Grade
Rates 2 3 4 S

Total: Drop-Out .27 .17 .IS .17 .14

Repetition .30 .16 .12 .12 .II

Promotion .43 .67 .73 .71 .75

Boys: Drop-Out .26 .16 .IS .16 .13

Repetition .29 .IS .12 .II .11

Promotion .4S .69 .73 .73 .76

Girls: Drop-Out .29 .18 .17 .17 .13

Repetition .31 .17 .IS .16 .14

Promotion .40 .6S .68 .67 .73

Source: School Administration Section, MOEC, 1987, unpublished

I2ml Qi.r.l1
Note: Number of years needed to produce one graduate 12.84 14.18

Average study years per entrant 3.SS 3.45
Efficiency of the primary school cycle 39% 35%
Graduation per 100 entrants 28. 24.
Wastage due to drop-outs 67% 66%
Wastage due to repeaters 33% 34%
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5. SECONDARY EDUCATION

Secondary education in Nepal has grown very rapidly during the last four

decades and is now available throughout the Kingdom. Along with this exp.ansion

there have been l:everal major changes in the objectives and the curriculum·;)f

secondary education.

There are problems of access to the system, since the concentration of

facilities is in the Kathmandu Valley and, as with other government services, the

Mid-Western and Far-Western Development Regions have fewer facilities than either

Kathmandu or the border cities in the Tarai.

The current major goal of secondary education is, by implication, preparation

for higher education. This results in a system from which most students leave

unqualified for either university entrance or for many of the better jobs. The

system has very low internal and external efficiency.

The pressure to pass an ultimate examination presses the system to emphasize

rote memory of academic materials, and to disregard preparation either for the

current job market or for more technical national development tasks. It does,

however, prepare school leavers for clerical, accounting, and other office positions.

5.1 STATUS

This description of the present status of secondary education includes sections

on the historical setting, national goals and strategies, structure, and program. The

program section includes descriptions of schools and students, teachers, curriculum,

administration, examinations, quality of ~nstruction, costs and fil'l,ancing,· and

facilities and equipment.

5.!.1 Historical Setting

Begionlo2

Modern secondary education began in Nepal in 1853, when Durbar High School

(now Bhanu Madhyamik Vidyalaya) was established, the first of its kind in

Kathmandu. Its chief purpose was to educate the sons of the nobility. Access by

all was not available until many years later. There were only eleven secondary

schools with 1,680 students by 1951. These were in the principal commercial and

industrial towns outside Kathmandu and in the capital. The national literacy rate at

that time was only two percent.
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Modernization

The Nepal National Educational Planning Commission (NNEPC, 1956) laid the

foundation for modernizing the educational system in its pioneering report,

Education in Nepal, published by the College of Education in Kathmandu in 1956.

The present configuration of the education sector is a consequence of the

implementation of several recommendations of the NNEPC.

With regard to secondary education, the cor lmission had recommended

establishment of multi-purpose vocational secondary schools and general secondary

schools in different parts of the country. The plan for multi-purpose vocational

secondary schools failed because, in the perception of parel-Its and students,

vocationa~ education could not compete with the general stream of secolldary

education in offering career prospects and an elite future. The Sanskrit stream

lingered on with limited support. While the general system featured an explicit

emphasis on the modernization of education, it may be \..haracterized as having an

elitist orientation.

Another educational planning body was appointed in 1961. Its assignment was

to study progress in education, to identify its weaknesses, and to make

recommendations. This body, the All-Round National Committee on Education, acted

independently, without reviewing either the recommendations made by the NNEPC or

the extent of their implementation. Some of the recommendations of this body,

found in Report of the All-Round National Committee on Education 1961 were

implemented in other sub-sectors, but nothing new was initiated with respect to

secondary education.

In 1962 a two-person UNESCO Mission surveyed progress in education and

made major recommendations (Wood and KnaU, 1962:'. Most of these, however, were

merely replicas of the original NNEPC recommendath:"'.s.

Thus the initial conceptual basis for secondary education was derived from the

early recommendations of the NNEPC of 1956, and th:.n foundation prevailed until

the advent of the National Education Committee b~ 1971, which prepared the

National Education System Plan (NESP).

Development Orientation

The N~SP in 1971 added a strong development thrust to the:: education system,

stating that education should support nation huilding. Education goals had not been

clearly stated by the previous educational phnning bodies, and the NESP document

was a significant achievement in this regard. The Preface stated:
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The Plan is primarily aimed at counter-acting the elitist bias of the
inherited system of education by linking it more effectively to productive
enterprises and egalitarian principles.....The Plan calls for unifying
education into one productive system that serves the country's needs and
aspirations. The concept of education as sn end to white-collar jobs is
being replaced by 8 new concept that regards education as an investment
in human resources for the development of the country.

5.1.2 National Goals and Strategies

The NESP set forth the following goals for the education sector:

I. To produce citizens who are loyal to the nation, monarchy and national
independ~nce and who remain ever alert and active toward their rights
and duties under the Panchayat System.

2. To develop, preserve. expand and extend such learning, science,
technology and skill as may be necessary for the development of the
country and to produce a cadre of able workers who can shoulder
responsibilities in every development sector.

3. To inculcate the following qualities in all: a. Moral integrity, b. Habits of
work. c. Self-reliance. d. Creativity. e. Scientific approach. f. Powers of
appreciation, g. Aesthetic awareness, h. Cosmopolitanism.

4. To preserve, develop and propagate the national language and literature,
culture and arts.

National Goals of Secondary Education

While the goals for the entire education sector were clearly stated, the

national goals for secondary education were 1\ot specifically set forth in the NESP.

There was only one goal mentioned in it; another source has added a second goal,

which was only a derivative from the general goals of education stated in the

preceding section. The two goals are as follows:

I. "to create useful citizens by laying special· stress on vocational training,"
(NESP. pp. 6- I I).

2. "to produce dis~iplined. ideal citi..:ens through teaching about loyalty to
the country, the Crown, and God." (Secondary Education Curriculum, Part
I, p. 6).
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The overall national goals of education are comparable with such goals in many

other countries. But the goals for the secondary cycle do not match the

comprehensiveness of the national goals. The NESP document·s framers intended

some sort of terminal character for secondary education. at least for some students.

This was to be attained through vocationalization. Had the government been able

to implement a policy in that direction. a foundation for building this terminal

character into secondary education might have been created. But the present

situation indicates very little terminal character in secondary education.

Since the NESP there has been no other national education planning body. or

even a policy declaration in this regard. Therefore. with the exception of the eight

vocational/technical trade schools. the objective of the system is to ac~ess higher

education. It has been characterized as a "straight highway system. in which all

try to get to the end of the road." Each level of the whole system is basically

preparation for the next level.

Peoples' Participation

Peoples' participation :&as been an important consideration in Nepal. Because

of the increasingly significant role of the School Management Committees

throughout the country. schooling is one of the most decentralized activities of

Government. While the curriculum itself is centralized to maintain standards of

Quality, and textbooks are prepared on a national basis to reduce costs and assure

Quality, construction of local school buildings has remained a major contribution of

the local people. School Management Committees also participate in selection of

teachers and other matters pertaining to personnel management.

5.1.3 Structure

As with primary education. the secondary structure has shifted three times

since 197CJ. Initially there were three years of lower and two years of upper

secondary after five years of primary schooling (5+3+2). With the NESP (1971), it

changed to four years of lower and three of upper secondary, following three of

primary (3+4+3). In 1981 it changed again to five plus two plus three (5+2+3).

There are plans for another shift, combining lower and upper secondary. so that the

system soon will be five years of secondary following five of primary (5+5).

While there is curricular uniformity in lower secondary education at present,

there are three different streams in upper secondary: the Sanskrit Stream, the

General Secondary Stream. and the Trade Stream (technical/vocational). Of the
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496,821 students enrolled in all secondary education in 1985, about 1,500 (0.6

percent) were in the Sanskrit stream, and only 502 (0.2 percent) were in technical

(trade) schools. At that time there were 3,578 lower secondary schools and 1,321

upper secondary schools, of which 20 were Sanskrit schools and 8 were trade

schools. There were 254,354 students in lower secondary, of whom 65,535 (26

percent) were girls, and 242,467 students in upper secondary, of whom 55,276 (23

percent) were girls.

5.1.4 Program

This section describes features of the secondary school program such as the

growth of schools and enrollment of students, teachers, curriculum, administration,

examinations, quality of instruction, costs and financing, and facilities and

equipment.

5.1.4.1 Growth of Schools and Enrollment. Secondary education, from the

pre-195 I period to the present, has been characterized by rapid growth and

continuous change. The growth is illustrated in the first portion of this section;

the change in both objectives and curriculum is described in the second portion.

The growth of lower secondary education (Grades 6-7) and secondary education

(Grades 3-10) is presented in Table 5.1, and these two-level figures are added to

show the status of the new secondary structure as proposed and almost certain to

soon be if stituted.

The growth of secondary level education (Grades 6-10) during the 1951-1985

period is demonstrated by the fact that the number of schools increased from 11 to

4,899, and students increased from 4,899 to 496,821. The number of students in

1951 had become the number of schools in 1985.

Age-group population data are not available for the period prior to 1971. Table

5.1 presents the estimates of age-group enrolled in schools according to both the

old structure and the proposed structure for the 1971-1985 period. The table depicts

the following 5 trends:

1. Boys outnumber girls. In terms of the proposed new structure (6-10), 35.1

percent of the boys' population participated versus 13.1 percent of the girls' in

1985. The gender difference is found throughout the 1971-1985 period.
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2. The growth in the Quinquennial periods is uneven, due partly to the lack of

systematic records of school enrollments and partly to the rates of drop-outs and

repetition at the primary grades which might have varied greatly from year to year.

3. Though boys still far outnumber girls in enrollment, girls have made

considerable progress in growth rates for age-group participation throughout the

period. For example, compare the growth in age-group participation by gender as

shown below (see Table 5.1 for details).

Boys
Girls

1971-76

1.0
2.8

1976-81

13.4
17.1

1981-85

3.7
11.1

1971-85

6.1
10.1

One interpretation of the above differences is that a "leveling off" of the

growth curve for boys has been slowly approaching, while for girls the trend has

been a continuous rise, though not of a steep nature -- the "leveling off" for girls

is far away.

4. An implication of the above is that the nation needs to promote girls'

enrollment to reduce the existing disparity between the genders' access to secondary

education.

5. Considerable progress has been made in secondary education. It should be

noted, however, that enrollment figures tend to cover several anomalies in the

system, an issue taken up below.

Knowing the number of drop-outs, for example, is important for understanding

the flow of students through the cycle. While drop-outs from secondary schools are

not as high as for primary education, as reported in the prior chapter, they have

been about 10 percent each year. These have been about 12 percent for Grade 6

and 11 percent for Grade 7 in lower secondary. And in upper secon(iary, they are

about 10 percent for Grades 8 and 9, and then increase to 53 percent for Grade 10.

This phenomenon is associated with the School Leaving Examination (SLC), and is

disc'ussed below in Section 5.1.4.5.
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Table 5.1

Development of Secondary Education: 1971-1985 (2028-2042)

Year Growth Rate per Annum (9li)

Schools and 1971 1976 1981 1985 1971-76 1976-81 1981-85 1971-85
Age Groupi (2028) (2033) (2038) (2042) (2028-33) (2033-38) ,(2038-42) (2028-42)

No. of Schools
Lower Secondary (LS) 677 2289 2786 3678 27.6 4.0 6.5 12.6

Upper Secondary (US) ili 620 918 1321 1.0 12.0 9.6 L.l
Total (T) 1171 2809 3704 480g 19.1 6.7 7.2 10.8

Students Enrolled
Boys LS 44,256 67,786 136,203 188,819

US 66,612 61.624 117.066 187.191

T 100,867 119,310 262,268 376,010

Girls LS 8621 12,274 34,361 66,635

US 10,229 12.636 27.266 65.276

T 8,750 24,810 61,627 120,811

Total LS 62,776 70,060 169,664 264,364

US 66,841 74.060 144,331 242467

T 119,617 144,120 313,896 496,821

Age-Group Enrolled (%)
Boys LS 16.3 17,6 36,4 40.7 2.8 16.6 2.8 7.2

US 16.6 16,0 26,6 30,8 :QJ! 11.2 U 1&
T 16.4 16.2 30.4 36.1 1.0 13.4 3.7 8.1

Girls LS 3.6 U 10.9 16.7 4.6 19.4 1l.3 11.6

US 3.2 3,6 6.8 10.5 1.8 14.2 1l:! Y
T 3.4 3.9 8.6 13.1 2.8 17.1 11.1 10.1

Total LS 10.0 11.6 24.7 19.7 3.0 18.3 4.7 8.1

US 9.8 9.7 16,8 .1Y -0.2 11& Y !:!
T 9.9 10.5 20.3 24.9 1.2 14.1 6.2 8.8

Sources:
1. MOEC, Educational Statistical Report of Nepal (1972-1985 Annual Series), Kathmandu, MOEC
2. National Planning Commillion Secretariat, Central Bureau or StatilticI, Population Census-1971,

Kathmandu, Central Burnu or St"tiltiCI, 1986
3. National Planninr Commislion Secretariat Central Bureau or Statistici
4. Statistical Pocket Book, Nepal, 1984. Kathmandu: Central Bureau or StatlsticI, 1982
Notes:
1. It il aslumed that teachers in the ucondary schooll a110 teach the lower secondary p'ades.
2. The lower lecondary and secondary grade firures are combined (T) to Ihow the statua or the propoI.d

secondary Ichoolltructure (Grades 6-10).
3. The age-(rOup population ror 1976 Is Interpolated by applyinr the 1971-81 age-group lpecific KrOwth rat.

(by gender).
4. The age-group population ror 1986 il derived rrom projectionl developed by Jay Salkin, U Ihown in

Chapter 2. The breakdown by lender il bued on the proportionl obtained in the 1981 population censul
report (Source 3 above).

5. 'fhe Ichool and enrollment fiiUres reported above ror 1971 are rrom the 1972 records, becaule the
fiiUrel ror 1971 are not available. The estimates or the age-group enrollment are bued on the 1971
population censul report, and u such are a bit innated.
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Migration

Another phenomenon apparently not well-documented is out-migration from

Nepal by secondary students. Some families from Kathmandu invest heavily to send

their children to school in Darjeeling. Informal sources suggest that about 3,000

are now enrolled there. If out-migration over the southern border to secondary

schools in India is added, similar sources estimate that the total may be in the

range of 10,000. From the perspective of the total secondary school population this

may be of no consequence at this time. However, the reasons why parents feel it

necessary to make the expenditures involved may be related to quality factors as

perceived by these parents.

Geographic Distribution of Secondary Schools

In 1985 there were 3,578 lower secondary schools and 1,321 upper secondary

schools. Of these 4,899 schools, 576 (12 percent) were in the Mountains, 2,730 (56

percent) in the Hills (which includes Kathmandu Valley), and 1,593 (33 percent) in

the Tarai.

Of the lower secondary schools, 3,294 (92 percent) were in rural areas and 284

(8 percent) in urban areas. Of the upper secondary schools, 1,140 (86 percent) were

in rural areas and 181 (14 percent) in urban areas. Table 5.2 shows the 1985

distribution of all secondary schools by Development Regiol'~:

Table 5.2

Secondary Schools by Development Region (1985)

Region Lower Se~ondary Secondary Total r.
Eastern 865 303 1,168
Central 1,000 420 1,420
Western 886 344 1,230
Mid-Western 478 145 623
Far-Western 349 109 458
Total 3,578 1,321 4,899

Source: MOEC, Educational Statistical Report of Nepal, 1985

5.1.4.2 Teachers. From 1976 to 1985, the total number of teachers in lower

secondary schools increased from 7,930 to 11,120 (40 percent). In the secondary

schools, the number of teachers increased from 3,439 to 7,242 (III percent) during

the same period.
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In addition to the growth in numbers, the quality of teachers has improved. In

1976, for lower secondary, only 67.7 percent were "qualified," and 38.3 percent had

been "trained." By 1985 these percentages had increased to 83.8 and 41.9,

respectively. "Qualified" is used in Nepal to refer to teachers who have at least the

minimum academic level of certification for the particular position (SLC, lA., B.A.,

etc.). "Trained" means those who have also had formal training in education or

pedagogy. For the secondary schools there have not been increases in the

proportions of ~ualified and trained teachers, but the proportions have remained

relatively stable despite more than doubling the numbers of teachers. Full details

are given in Tables 5.3 and 5.4.

Teachers are also gaining experience as time passes. A 1986 study reported

that lower secondary teachers had an average of seven years' experience, and

secondary teachers an average of eight years (based on preliminary data, 52

districts reporting, MOEC Manpower and Statistics Section, 1987).

Two observations can be made concerning the data in Tables 5.3 and 5.4.

First, the proportion of qualified teachers has increased over nine years (1976-1985)

at the lower secondary level, but aot at secondary. The staffing improvement at

lower secondary may be related to: (I) demand for higher qualifications, (2)

teachers' academic upgrading while on the job, or (3) the movement to this level of

qualified teachers from the primary school level. The reason why no change is

shown at the secondary level may be related to the high proportion of teachers who

already have at least a B.A. The lower secondary schools might have relaxed the

governmental regulation about the entry minimum (e.g., at leasi. an lA. or

equivalent).

The second observation based on Tables 5.3 and 5.4 relates to the impact of

the teacher training programs. More trained teachers have entered the profession.

This impact appears higher at secondary than at lower secondary, although the

proportion of trained teachers has not increased as much compared to the

proportion of trained teachers at the primary and lower secondary levels.

The student/teacher ratio, while changing over the years, was 23:1 in both

lower and upper secondary by 1985. The ratios for the five development regions

and Kathmandu Valley are given in Table 5.5.

With the sparse populations in the Mountain areas, the 1985 student/teacher

ratios in lower and secondary were 14:1 and 21:1 respectively, while they were )'):1

and 41:1 in the Hills, and 24:1 and 39:1 in the more densely populated Tarai. The

1985 ratios were 24:1 and 39:1, respectively, in Kathmandu.
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Year

B.S. A.D.

2033 1976
2034 1977

-~Jii 2035 1978

..iJ 2036 1979
2037 1980
2038 1981
2039 1982
2040 1983
2041 1984
2042 1985

Sources:

Notes: 1.

Table S.3

Academic and TrainlnK Status of Secondary Teachers:

1976-1985 (2033-2042)

Lower Secondary Secondary

Number Qualified Trained Number Qualified Trained
(%) (%) (%) (%)

7930 67.7 38.3 3,449 96.6 50.0
8774 71.5 39.1 3,665 97.4 56.4
9416 67.1 41.0 3,948 98.0 63.0

10,536 70.2 39.4 4,265 98.0 63.0
11,693 72.7 39.2 4,683 98.5 62.3
12,245 75.8 39.5 4,909 98.1 62.5
10,820 81.9 42.0 5,634 95.5 62.4
10,146 83.2 42.6 5,764 95.6 58.6
10,602 82.4 43.7 6,467 95.7 55.0
11,120 83.8 41.9 7,242 95.7 53.0

MOEC, Educational Statistical Report of Nepal. 1976-1985 (Annual
Series)

The decrease in number of lower secondary teachers in 1982·83 is
due to the change in the structure of lower secondary school from 4
to 2 years.

2. Minimum qualifications required for teachers:
Lower Secondary-- Intermediate passed (IA pass) (Intermediate
Certificate in Nepal is given, typically, after two years of study
after SLC at one of the campuses of the university system);
Secondary--Bachelor degree (BA pass).

3. Qualified teachers are those who have the minimum qualification
irrespective of training.

4. Trained teachers are those who have received teacher training (of
varying durations) irrespective of their academic qualifications.
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Table 5.4

Distribution of Teachers by Qualification and Chana.. In

Distribution, 1976 and 1985

Lower Secondary Level

Distribution by Qualification (%l ProporatioD
Year U-SLC SLC IA BA MA TQTAL Qualified

1976 2.90 29.42 58.36 8.89 0.43 7,930 .6768
1985 1.42 14.7~ 72.45 lO.95 0.39 1,120 .8379

Extent of change in the pnportions of qualified teachers (IA and above).
Proportion test value: Z·.;,; 25.17 (p<.OI) Significant

Unper Secondary Level

Distribution by Qualification (%) Proporation
Year U-SLC SLC IA BA MA TQTAL Qualified

1976 0.14 0.09 3.20 88.89 7.68 3,439 .9657
1985 0.10 0.25 3.93 90.22 5.50 7,242 .9572

Extent of change in the proportions of qualified teachers (BA and above).
Proportion test value: Z = 2.18 (p<.05) Significant

Based on MOEC, Educational Statistical Report of Nepal, 1976 and 1985 (Annual
Series)

Table 5.5

Student/Teacher Ratio for Secondary Schools

b}' Region (1985)

Region Lower Secondary Secondary

Eastern
Central
(Kathmandu Valley)!

Western
Mid-western
Far-western

Total

25:1
25:1
(22,24,32)
21:1
14:1
18:1
23:1

40:1
34:1
(22,39,43)
32:1
14:1
18:1
23:1

Source: MQEC, Educational Statistical Report of Nepal, 1985.

1 These figures &re for the three Districts in Kathmandu
Valley (parts of Bhaktapur, Kathmandu, and Lalitpur).
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There are also differences between public and private schooh in the

student/teacher ratios, as well as other factors. These are illustrated in Table 5.6.

Lower
Secondary

Secondary

Total

Private
Public

Private
Public

Private
Public

Table 5.6

Public and Private Secondary Schools (1984)-

Schools Students Teachers Student/Teacher
Ratio

88 5907 138 43:1
3420 238,928 10,602 23:1

250 39,903 998 40:1
1235 216,473 6467 33:1

338 45,810 1136 40:1
4655 455,401 17,069 27:1

I

Source: A Brief Overview of Nepal's Educational Statistics Kathmandu: MOEC
(n.d.) p. 22.

·While figures here are disaggregated by private ana public
schools, these figures are combined in all other tables.

An additional factor is rela ted to the high proportion of all secondary teachers

who are "temporary" rather than "permanent." For lower secondary, one recent

study in 52 of the 75 districts showed only 58 percent of teachers on a permanent

status. For secondary, only 56 percent were permanent. Informed sources suggest,

and these figures imply, that the turnover of teachers may be relatively high among

the over 40 percent who are only temporary.

Permanent teachers tend to stay on the job for their whole career. Interviews

with district and regional education officers suggest that most "permanent" teachers

remain in service until their retirement. Only about 5 percent of them are likely to

leave for other employment prior to retirement.

Absenteeism of teachers is a problem. Teachers are allowed up to 21 days of

various types of leave each year in addition to school vacations and holidays. In

addition, many teachers are reported to miss class from time to time for personal

reasons.
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Some parents and students complain about teacher absences. However, none of

the district or regional education officers interviewed for this assessment maintained

any records of teacher attendance. When the teacher absenteeism problem was

raised in interviews, the usual response wa~ that there is no travel allowance or

daily allowance for supervisors to visit schools. Therefore, supervisors did not

supervise teacher attendance. r' eadmasters, of course, could be required to maintain

such records, and some of them do.

One District Education Officer reported that he had six supervisors for

secondary schools, but no travel funds at all. He said he had requested that the

MOEC reduce the number of supervisors to two, and provide funds for them to

travel to visit schools. He reported that this had been officially rejected.

One study (Gupta, 1982) analyzed teacher absenteeism in one Kathmandu

school, which had 45 full-time teachers, over a three-month period. In the month of

Shrawan (July-August), 26 teachers were absent for a total of 117 days; in Bhadra

(August-September), 39 were absent for a total of 259 days; and in Aswin

(September-October), 24 were absent for a total of 88 days. During that

three-month period, there was a loss of 2,320 teacher instructional hours, and a loss

of 185,600 student study hours.

The extent to which that school is typical of others is not known. Most

persons interviewed, however, indicated that absenteeism is a serious problem.

There are, of course, many dedicated, serious teachers, who may be giving more

time and energy to school responsibilities than might be expected, considering their

low salary levels.

5.1.4.3 Curriculum. The objectives of education in the NESP document (1971,

p. 11), and later in the Secondary Education Curriculum (CTSDC, 1981, p. 6), total

just two (see Section 5.1.2) unless more are added as deductions from the broad

national objectives in the parent document (NESP). Fourteen years later, the

National Education Committee elaborated the objectives into the following nine

headings on the occasion of the 1985 Education Day.

• to generate respect for labor

• to prepare productive citizens for national development

• to develop faith in God, loyalty to the country and King

• to develop a sense of discipline
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• to enable students to opt a higher education major with the provision of
a wide variety of subjects to choose from

• to lay the foundation for higher education

• to develop high level Qualities as self-reliance, honesty, co-operativeness,
world brotherhood, and responsibility

• to bring about national integration by harmonizing different economic and
social interests

• to strengthen national ~olidarity by integrating multi-cultural traditions
and by bringing about uniformity in the intellectual tradition (CERID,
School Level Curriculum, (I 985). Kathmandu: National Education
Committee, p. 24).

The curriculum has been in a state of gradual change in recent years, both in

terms of objectives and the actual pattern of courses. This constraint is one of the

most critical aspects of the secondary education subsector which accounts for

uncertainty and instability.

As part of this assessment, the secondary education objectives were examined

for the period covering the last five decades. There is a trend in the goal

specifications from more specific statements in the earlier years (like "to provide

communication skill in English") to broader general statements in more recent times

(like "to generate respect for labor"). Some of the broad generalizations, however,

are found over all of the years. These include national loyalty and "respect" for

work and the vocations, if not actual development of vocational and technical skills.

The Seventh Plan (1985 - 1990), published by the National Planning Commission

in Kathmandu in 1985, lists the objectives of lower secondary education for the

present as: " ... to build the character of students, develop in them the feeling of

dignity of labor, stimulate in them the habit of working and to prepare basis (sic)

for secondary education" (p. 748). The "objective of secondary education,"

according to the same document, "is to prepare citizens capable of making

contribution for all round development of the country and to impart basic

knowledge for obtaining higher education" (p. 749). The same document sets a

target of lower secondary education facilities to be provided to 43 percent of

children of 11-12 years of age. It also states that "arrangements will be made for

imparting secondary education to 36 percent of children of 13-15 years age group."
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The present curriculum for lower secondary school includes ten subjects. The

relative weight given to each, in terms of instructional time and the examinations

which follow, is assigned by a system of "marks." The total- is 700 marks. Nepali

language is given the most weight, with 120 marks (17 percent). Sanskrit language is

given 30 marks (4 percent). Three other subjects are given 100 marks (14 percent)

each: English, Mathematics, and Social Studies. Additional subjects are Science, 80

marks (II percent); Physical Education, 50 marks (7 percent); Moral Education, 50

marks (7 percent); Pre-vocational Education, 50 marks (7 percent); and Health, 20

marks (3 percent). (Percentages are rounded).

The upper secondary school curriculum now changes between Grade 8, on the

one hand, and Grades 9 and 10. Each part of the curriculum has a total of 700

marks. In Grade 8 there are 100 marks (14 percent) each for English, Nepali,

Mathematics, Vocational, and Science and Health; and 200 marks (29 percent) for

the combined group of History, Geography, and Panchayat. For Grades 9 and 10,

English, Nepali, Mathematics, and Vocational remain at 100 marks each. But 200

marks of Optional subjects are offered, along with 100 marks of "Extra-optional"

subjects.

The Optional subjects include Science, Language, Social Studies, Commerce,

Sanskrit, Home Science, and Miscellaneous. The Vocational group includes Home

Science, Office Management and Accounts, Agriculture, Industrial Education,

Karmakanda (Religious Rites), and Education. Of these latter subjects, some

subjects are offered only in some secondary schools.

5.1.4.4. Administration. The administrative organization of education is the

same for all levels of education. The chart on the next page shows the organi

zational structure of education. Broken lines indicate independent status, unbroken

lines indicate dependent status. 1

ISince the preparation of the draft of this report (August 1987), the functions
of the District Education Commissions have been shifted to the ad hoc Teacher
Selection Committees and the Commlssions have been done away with.
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District
Education - - - -
Committee (75)

INational Education Committeel

IMinistry of Education and Culture
I

I Regional Directorates (5)'

I
District Education--- Offices (75) ---

I
School Management Committees

(one for each school)

District
- - - Education

Commissions

The roles and functions of these structures are as follows:

I. The National Education Committee (NEC) is the highest level
policy-making body.

2. The MOEC is responsible for implementing the policies
formulated by the NEe and for having any self-initiated
policies approved by the NEC; it oversees the general
administrative functions of issuing directions and orders and
controls the entire education system.

3. The Regional Directorates coordinate the activities of the
District Education Offices (DEOs).

4. The DEOs are the district level educational authorities,
responsible for carrying out the MOEC programs within their
respective districts.

5. The District Education Committees are authorized to plan,
organize, and operate all schools in the district. The District
Education Officers are member secretaries of these committees,
which are chaired by the Chief District Officers.

6. The District Education Commissions function as public service
commissions in preparing lists of potential deserving candidates
for teacher vacancies. The power to appoint teachers hl vested
in the School Management Committees (SMCs). (See footnote I
on prior page.)

7. Each school has a School Management Committee directly
responsible for its management. With the 7th Amendment of the
Education Code (Central Regional Education Directorate, 1981),
the SMCs have been vested with more powers.
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The principal features of school administration in Nepal can be summarized as
follows:

1. School administration has remained a replica of the total
structure of the government bureaucracy. "No attempt has been
made in Nepal to develop school administration peculiar enough
to suit the management needs of the schools" (Shrestha, K.N.,
1982, p. 60).

2. The administrative structure of education exerts indirect
control over the actual operation of schools. The grants-in-aid
system has been used as a powerful instrument of control.
Moreover, the MOEC has the power to give and withdraw
recognition to schools, including the private schools.

3. The administrative system is basically staffed with
administrators, not educators. Although the NESP created a
supervision structure and appointed trained manpower to do the
work of school supervision, and had the excellent vision of
instituting quality improvement in schools, effective supervision
does not take place at the district level.

4. "His Majesty's Government has always been adopting the policy
of partial financing of the cost of school operation [at the
secondary level]. Similarly, it has d\:veloped administrative
structure to maintain partial control of the schools" (Shrestha,
K.N., 1982a, p. 61).

S. The grants-in-aid system, the centrally-located decision making
power, the centralization of the examination system, and the
structure of educational administration all stabilize the present
nature of the secondary sub-sector and discourage change.

5.1.4.5 Examinations. Probably no aspect of the secondary education is as

significant, as crucial, and as powerful as the examinations in controlling other

components of this subsystem.

There are examinations at the end of each year in lower and upper secondary.

For a student who has completed the examination at the end of Grade 10 (the final

year), there is the School Leaving Certificate (SLC) examination.

Individual schools are responsible for setting the year-end examinations, and

all other aspects of their administration. They are based on the curriculum set by

the MOEC, but individual schools determine the questions, the style of

administration, the procedures for grading, and the grades received by each student.

The examination at the end of Grade 10, known as the qualifying test for SLC, or

"sending up" examination, is set and graded by the District Education Office.
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The SLC examination is different. It is a nationwide test administered by the

Office of the Controller of Examinations (DCE) in the MDEC. A standard

examination is prod\.'ced for the entire country, with questions in both Nepali and

English, and administered at many different locations. There were 109 examination

centers in 1983. The examina~ion has both essay and short-answer questions,

cov:ring each subject in the curriculum. Since there are so many small examination

centers, separate papers are prepared in most subjects so there can be three

sittings, which contributes to the work load and reduces comparability of scores on

separate papers.

The SLC grading is not standardized. Various individuals are employed as

examiners or "graders" to score t:-te paper!). The examiners may be teachers, head

masters, university staff, or others. They are paid on the basis of the number of

papers scored. With the exception of S~jJDI:: ~dthematics questions. they are usually

not given sample "correct" answers, nor are they given procedures for assigning

marks to individual items. Graders may apply different scoring standards, and an

identical answer to the same question at two different locations may be given

different grades. The OCE is now in the process of improving quality control for

grading.

No studies of the validity or reliability of the examination have been reported,

but a representative of the University of Cambridge Local Examinations Syndicate

studied the whole system in 1983. His report discussed features such as the

cognitive, equity, and efficiency effects of current questions. He also made

recommendations for improving the management of the examinations process. A

team from that Syndicate later conducted a study for the DCE with support from

the World Bank (University of Cambridge Local Examinations Syndicate, 1985). They

commen~ed that "Papers are seriously restricted in the range of skills tested.

concentrating mainly on the factual recall of textbook information and sometimes

encouraging the repetition of learned model answers based on textbook exercises."

Failure rates have been moderate for each grade of the lower and upper

secondary cycles, but significantly high for the SLC. The 1972-1973 passing

percentages for each grade of the two cycles and for the SLC are given in Table

5.7. It is an anomaly that the percentage of students who failed the lower

secondary examinations was II percent, and 16 percent failed the upper seconda.y

examinations, while the percentage of students who failed the SLC was 65. The

analysis of failures and flow of students through the secondary cycles, as presented

in Chapter 2, is consistent with these data.
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Table 5.7

Students Passinl Secondary School Examinations by Grade:

1972-1973 (2029-2030)

Grade/SLC

6
7
8
9

10 (pre-SLC)
SLC

Source: Aryal, et aI., 1984, p. 67

Percentage Passed

88%
89%
90%
84%
76%
35%

The numbers of students who took the SLC, and the percentages who passed,

are given in Table 5.8 for 1967 through 1985. This table includr.s all those who

took the SLC examination each year. That encompasses regular students, who have

just completed Grade 1O~ plus others such as exempted, compartmental, and private

students. Recent estimates of numbers of SLC failures, only among those who have

completed Grade 10, run above 30 percent.

One study of the SLC reports that the subjects most frequently failed are

English and mathematics (Shrestha, 1975, pp. 29-30). These are major subjects at

both lower and upper secondary levels, presently accounting for 100 marks each of

700 marks at each level.

A study of Palpa District in 1985 is illustrative of the situation assumed to

prevail throughout Nepal. That year 577 students took the Grade 10 examination

and 316 passed. Then 323 took the SLC examination itself, and 112 of the group

passed. The 323 is assumed to include some private students and possibly sor~e who

h~ld failed in part before and were repeating. At best, therefore, only 19 percent

(i.e., 112 of 577) of the Grade 10 students passed the 1985 SLC examination in that

district.
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Table 5.8

SLC Results (1967-1985)

Number Number Percentage
Year Appeared! Passed Passed

- 1967 (2023) 9,218 3,624 39.3
1968 (2024) 12,134 5,871 48.4
1969 (2025) 15,597 8,294 53.2
1970 (2026) 17,192 5,271 30.7
1971 (2027) 17,192 5,157 30.0
1972 (2018) 15,772 5,267 33.4
1973 (2029) 16,202 5,829 36.0
1974 (2030) 21,286 7,813 36.7
1975 (2031) 27,729 11,250 40.6
1976 (2032) 32,720 7,208 22.0
1977 (2033) 35,189 10,939 31.1
1978 (2034) 41,008 13,961 34.0
1979 (2035) 48,443 13,551 28.0
1980 (2036) 63,989 18,789 29.4
1981 (2037) 72,819 15,608 21.4
1982 (2038) 79,968 13,331 16.7
1983 (2039) 80,886 !6,434 20.3
1984 (2040) 100,001 23,824 23.8
1985 (2041) 99,862 29,546 29.62

1986 (2042) 52,559 15,180 28.93

Total 859,7663 236,753 27.5

Source:

N(\tes:

MOEC, Educational Statistica;' Report of Nepal. 1965-1985
(Annual Series)

1. The number of students appearing at the SLC Examinations includes four
categories: (a) regulars, (b) exempted, (c) compartmentals, and (d)
private. The regular students are the new SLC candidates, the exempted
are the SLC repeaters in all subjects (for having failed subjects more
than the minimum and by wide margins), the compartmental students are
those who are allowed to take portions of the examinations (those faith-lg
up to two subjects by narrow margins), and the private students are
those who do not study in formal schools but sit officially for the
examination by qualifying through the pre-SLC school-based qualifying
test.

2. The reduction in numbers of students taking the SLC in 1985 and 1986
and the increased pass proportions are not related to the total students
in secondary schools, which has continued to increase. Instead, it is
associated with the new policy of government that iC a secondary school's
percentage of students passing the SLC examination falls below 16
percent Cor three consecutive years, it will not be entitled to any
government financial support until its pass rate improves. This policy
docs not apply to schools in the remote regions.

3. Additional data for 1987, including only r~8ular and private students,
indicate that 49,777 of them took the examination, and 17,201 (34.8S
percent) passed.
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The low proportion of students passing the SLC eXftmination, compared with

those who complete Grade 10 and then pass the district pre-SLC examination, may

be :lttributed to (1) the natur: of the SLC examination itself; (2) the grading

procedures; (3) the practice of requiring "SLC Pass" to pass all subjects while,

within individual schools, a student might pass some subjects and be allowed to

continue through the system while picking up particular subject failures later; and

(4) more flexibility within individual schools in providing supplementary examinations

as needed. On the other hand, (I) pressure from local people to keep students

moving up from one level to the next is great, and (2) from the perspective of local

school administrations there are financial reasons to keep as many students in class

as possible. However, since the examination is actually used as a screening device

for entry to higher education, those factors may only be symptoms of the present

situation, rather than its causes.

If the SLC is viewed primarily as an entrance examination which qualifies

students for the limited number of places in higher education, then a more realistic

measure of successful completion of secondary education becomes the Grade 10

examination, which is also known as the pre-SLC, or SLC qualifying examination.

By this latter measure, the whole secondary education system could be regarded as

much more efficient, since 89 percent of the lower secondary students passed their

examinations in the sample years illustrated above, and 83 percent passed all

internal school examinations in upper secondary schools that year (Aryal, et aI.,

1984, p. 67). This examination, administered by each District Education Office,

tends to have approximately 80 percent of students passing over the years.

In its present form and structure, the SLC examination sets the pace and

limits the quality of all instruction at the secondary school level. The examination

is regarded as the single measure of success for the system. Administrators,

teachers, students, and parents value the system primarily on the basis of the

probability of a, student achieving the SLC. A natu!~! c!)nsequence of this situation,

as found in many countries with external examinai.ions, is teaching toward an

examination. Teachers emphasize rote memory of the types of questions found in

prior examinations, practice memorization of sample answers, and other activities

that discourage creativity and independent thinking.

The administration of the SLC is gradually being decentralized. At present,

certain examination papers from one development region are sent to another region

for grading. There are tentative plans to gradually shift more and more of the

responsibility for examination administration to the regions and districts. This may
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even include setting of the questions, invigilating, marking the papers, analyzing the

results, and distributing the results.

Commenting on the SLC, the Asian Development Bank Study (ADB, 1986 p. 37)

states the following (see also Aryal, et aI., 1984, p. 78 from whence ADB obtained

its data):

"Another disturbing fact is that the percentage of successful candidates is
falling every year. Assuming that the standard of examination papers
evaluating the capabilities of learners remained the same from year to
year, then the percentage of students passing the SLC Examination during
the period as a whole [1970-83] ranged from 16.7 per cent to 53.2 per
cent, with a mean of 28.8 per cent. On the one hand, the number of SLC
candidates increased almost every year; on the other hand, the
percentages of successful candidates were extremely low, crossing the
upper limit of 50 per cent only once out of 16 times. The correlation
between the number of SLC candidates and the percentage of them
passing it comes to -0.67. [This correlation is based on 2023-2038 data.]
This measure of correlation is high negative and significant, indicating a
reverse relationship between the growth of secondary education as
represented by the increasing number of SLC candidates and the
efficiency of the school system as amply reflected in the profile of SLC
Examination results of 16 years, holding other variables constant."

Steps might well be taken to encourage schools to give a higher percentage of

"pass" marks among those who take the examination, as indicated in note number 2

for Table 5.8, above.

One fallacy in this analysis may relate to the lack of standardization for the

SLC grading. Since individual graders apparently are free to decide how many

marks might be given for the identical answer to a given question, the assumption

that "SLC Pass" is either a valid or a reliable measure of the "efficiency" of the

secondary school system may be unwarranted. Whether the judgment of individual

teachers and headmasters, as given in the Grade 10 or the pre-SLC examination, is

any more or less appropriate as a measure of system efficiency, remains to be

demonstra ted.

What is the criterion of success in school level education remains a question

which no one may be able to answer, since the SLC is not a satisfactorily

standardized examination administered under "controlled" conditions. In addition,

instances of administrative ir;egularities are often cited concerning various SLC

Centers, potentially invalidating parts of the process.

The team from the University of Cambridge Local Examinations Syndicate,

cited above, made many relevant comments and suggestions about the SLC. The

ones most relevant to this discussion are the following:
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The problem of multiple sittings is the greatest single obstacle to
successful reform leading to a real improvement in the Quality of the SLC
examination. The aggregation of raw marks in this way ignores the
inherent differences between subjects in te~ ".s of their distinctive mark
distribution patterns.... This method of gr&ding allows the choice of
subjects, within the options permitted by the SLC entry regulations, to
become a factor - possibly a significant factor - determining the results
of some candidates.

The Office [of the Controller of Examinations] is critically short of
material and human resources and all OCE staff are fully engaged with
purely administrative tasks.

Papers are seriously restricted in the range of skills tested, concentrating
mainly on the factual recall of textbook information and sometimes
encouraging the repetition of learned model answers based on textbook
exercises.

The need to set and moderate different papers for each of four sittings
within a short period immediately before the examination remains a
serious obstacle to progress.

This unstructured system of quality control is inappropriate to the
current situation. The SLC examination has experienced more than a
decade of dramatic growth in candidate entries. Several subjects now
generate more than twenty thousand answer books in each of the two
main sittings. Marking on this scale cannot be reliably checked without a
much greater devolution of responsibility.

At present examine'rs have little more than the written instructions and
their experience to guide them.... Answers to more open ended questions
requiring interpretation, evaluation or imagination on the part of the
candidate are likely to create serious problems of inter-marker reliability.

The nature of the documentation and procedures for recording and
checking marks is cumbersome and involves much duplication of effort.
An unusual additional problem is presented by the practice of recording
marks in either the Arabic or Nepali numbering systems.

And, regarding reporting on results:

This procedure is extremely demanding of OCE time and manpower and
creates serious congestion at the Office for several weeks.

5.1.4.6 Quality of Instruction. The numbers of npper and lower secondary

schools are increasing, as are the number of students. But the proportion of

trained teachers at the upper secondary level is decreasing (see Table S.3). And the

sheer presence of teachers who are qualified academically docs not guarantee

effective teaching.
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The quality of textbooks is reported by some to be improving, as is their more

timely distribution. Others complain that the books, although produced within the

country with some local illustrations, are too simple for the secondary school level,

and are difficult to acquire in many locations. Beyond textbooks, other

instructional materials, from chalkboards to science laboratory equipment, to posters

and charts, seem to be far less than adequate to support quality instruction.

For secondary schools in :i system where the major goal is the achievement of

an SLC, one important measure of qualiiy of instruction is the proportion of

students who pass this examination. Although there are problems with the validity

of the SLC examination, as discussed above in Section 5.1.4.5, analysis of the SLC

results may have some relevance to the quality of instruction.

According to one interviewee, the inefficiency of secondary schools is reflected

in the low numbers of SLC passes, attributed to the widespread poor quality of

teaching. For example, the SLC results of four years (1981-1984) for all secondary

schools in the sixteen districts of the Western Development Region are presented in

Annex 5.3 and summarized in Table 5.9. These were provided to the assessment team

by the Regional Education Officer during an interview. The lower part of the table

in Annex 5.3 summarizes the IS district results: for the 3 development zones, and

for the entire region.

To improve teaching, the government has recently changed the regulations for

payment of its grants-in-aid. If a secondary school fails to have at least 15

percent of its students who take the SLC examination pass for three consecutive

years, the government will stop its grant-in-aid to that school.

The extent to which the school system is inefficient, leading to high

proportions of students' failures in the SLC, can be seen from two sets of

information, one presented in Table 5.9 which summarizes four years' achievement

(1981-1984) of the 16 districts under the Western Development Region and Annex 5.3

which presents the same information in greater detail.

First, consider the annex. The bottom rows show that the proportions of

schools failing to meet the official minimum pass percentages in the SLC (i.e., not

below 16 percent) for the four years of study (1981-1984) were in the order 54.3

percent, 42.4 percent, 46.9 percent, and 32.4 percent (88/162, 82/198, 114/243, and

93/287, respectively). The proportions of schools with 0 percent achievement were

in the order 10.5 percent, 6.6 percent, 7.4 percent, and 10.1 percent. There seems

to be a little improvement in the situ1tion discussed here after the implementation

of the above-stated regulation. It is more likely that this improvement was duc to
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Table 5.9

SLC Passes from Western Reslon Schools: 1981-1984

A B c D E F G H I J K L

No. of yean (timu) out of ... yeara (tim..)

DISTRICT 4/4

Kuki 1

Lamjunl

Gorkha

Tanahu 2
Syancja

Mananl

GANDAKIZONE 3

Palpa

Rupandehi 2

Kapilvutu

Nawalparui

Arlhakhanchi

Gulmi

LUMBINI ZONE 2

Parvat 1

Bai1unl

Myaidi

MUltanl

3/4

5

2

3

2

12

3

1

3

7

1

15

2

2/4

9

2

2

5

4

22

8

6

2

3

4

2

25

2

1

1/4

3

7

23

3

2

2

2

5

5

2

3/3

1

2

3

1

1

3

1

2/3 1/3

3 1

1 1

1 1

1

5 4

1

1 1

1

1

2 3

3

3 4

2/2

1

1

2

1

1

1

1

1

5

2

1/2

2

2

1

3

8

2
3

2

2

2

11

2

2

Three

1/1 Total conaecutive

f yean

3 29 3

19 3

5 2
4 20 3

1 16 1

1

88812

3 22 2

2 20 4

10

2 14 5

1 11 1

1 12

9 89 12

4 17 1

3 12
1 9 2

DHAULAGIRI

ZONE

TOTAL:

WESTERN 6

DEVELOPMENT

REGION

1 2

29 50

7

44 7 13

6

11

2

9 23

8

25 217 27

Source: Western Regional Education Directorate (n.d.). School Profile. 1985-86
(Vidyalaya Vivaran, 2041-42). Pokhara: WRED

Notes: 1.

2.

3.
4.

During the period 1981-1984 (the data are combined), one school in Kaski
failed to attain the official minimum all the four times or years (Column
A), five schools failed to attain the minimum in three out of four times
(Column B), and so on.
During the same period, three schools in Kaski failed to attain the mini
mum for three consecutive years or times. (Column L; it includes also the
Column A cases).
The prescribed official minimum is 16 percent.
For more details see Annex 5.3.
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the schools' practice of disqualifying several students at the pre-SLC qualifying

tests, administered at the district level in several places, than due to improvements

in teaching. The fear of being financially penalized by the government for poor

results in the SLC must have forced several schools to disqualify their weaker

students from taking the SLC examination.

Second, refer to Table 5.9. There were only five districts in which no schools

were penalized for having results below the minimum for three consecutive years,

although the results in four of them are not any better -- :he schools in these four

districts simply a voided the penalty by breaking the chain of poorest results in time

(see column L). Between 1981 and 1984 there were 215 cases of schools'

performance below the minimum (column K). A rough estimate (not exact because

of variation in school numbers from year to year) would be that the proportion of

schools performing worse than the concessionary minimum range:d between 55

percent and 32 percent in the Western Development Region during this period. The

situation in most parts of the country might have been worse than in this region

because this region is comparatively better in terms of its profile of educational

developmen t.

Even with this pressure on the schools exerted by the changed regulations, in

this region only eight of the 287 secondary schools (2.7 percent) had over 90

percent of students passing the examination, another group of 30 schools (10.5

percent) had 60-89 percent of students passing, and a third group of 89 schools

(31.0 percent) had 30-59 percent of students passing.

Thus, with more than half of the schools unal-it: to get even 30 percent of

their students through the examination, it can be safely inferred that either the

quality of instruction is very poor, or the examination system itself is not a valid

and reliable criterion.

Although several factors are responsible for the high rates of SLC failures,

the quality of instruction in the secondary schools contributes to a high proportion

of the variation in achievement. The university blames the secondary schools for

not preparing better quality students, the secondary schools blame the lower secon

dary schools, and the lower secondary schools blame the primary schools, where

everything is said to go wrong.

There has been very little systematic research on the quality of instruction in

the secondary schools. One study compared teaching behaviors of Nepalese and

American teachers (Pfau, 1981, Pi'. ~-3). Although it may not be valid to compare

the performance of teachers in the U.S.A and Nepa!, in the sense that each group
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works in a different context and in different value systems, the comparison still

yields some potentially useful information about the Nepalese situation which is con

sistent with opinions about teachers and teaching in Nepal held by informed and

educated Nepalese citizens. The results of this study follow:

1. Nepalese teachers did not use the ideas of students during class as often
as the U.S. teachers did.

2. Nepalese teachers allowed students to spend less time expressing their
ideas and opinions in class than U.S. teachers allowed their students.

3. Nepalese teachers lectured and talked more than U.S. teachers during
Grade 2 and Grade 5 classes. No significant differences were found be
tween Nepalese and U.S. teachers lecturing at Grade 9, however.

4. Nepalese teachers asked much shorter questions than U.S. teachers.
These shorter questions nearly always required one or two words for a
response, or other predictable short answers.

5. Nepalese teachers expected students to give much shorter answers than
did U.S. teachers.

6. Nepalese teachers gave fewer directions for students to do things. Their
direction5 were also much shorter than those of U.S. teachers.

7. In science classes, Nepa~ese Grade 5 students spent no time in laboratory
work (Le., no hands-on experiences) or library work, and nearly none ob
serving demonstrations. U.S. students spent significantly more time per
forming these activities.

Another Nepalese study (Mali, 1982) indicates how school conditions and lack of

adequate facilities restrict the instructional effectiveness of the teachers. The five

restrictive factors identified by the study were: (1) overcrowded classrooms, (2) lack

of educational facilities, (3) too many classes per teacher, (4) low socioeconomic

status of teachers, and (5) lack of performance evaluation of the teachers.

A CERID study (Sharma, et aI., Eds. 1984), of trained and untrained teachers at

primary and secondary levels in Nepal, ~ete:cted the impact of training more at the

secondary than at the primary level. The study made the following comments about

the behavior of trained secondary school teachers:

... the desirable effects of the training programme are discernible in some
important areas, as for example the teachers who are trained are, by and
large, found to be student oriented. They are likely to let students have
practice and to use instructional materials for'more effective teaching.

However, the need of making the training programme more appropriate and
relevant should not be lost sight of ...
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It has also been observed that a great number of trained teachers are still
using the methods of direct teaching and they involve the students very
little in the learning process.

Another study of secondary education in Nepal concludes with the statement:

"The degree to which this problem of educational wastage [at the secondary level]

affects the efforts, resources and even the morale of the nation is indeed high"

(Aryal, et aI., 1984, p. 76).

Considering the youth and rapid growth of secondary education, the situation

seems full of opportunity for the future. Quantity has come first. Now quality

and efficiency must be addressed.

5.1.4.7 Costs and Financing. This section presents a brief summary of the

costs of lower and upper secondary education. A more complete discussion of these

unit and cycle costs is given in Section 2.6.3 of Chapter 2. Details of the

computations of unit costs are in Section 2.6.3.1 and of cycle costs in Section

2.6.3.2. The above sections set forth the assumptions used for calculating the full

costs for a single year of secondary school (the unit cost) and the full costs to

produce a completer of the secondary system (the cycle cost).

The full costs of secondary education consist of the basic costs to government,

the indirect or administrative costs to government, the costs of teachers' salaries,

and the costs paid by parents or guardians at the school level. Precise information

on each of these components of schooling costs is not readily available for any

school system, and estimates for them are used in Chapter 2. The bases for these

estimates, and the actual figures used, are set forth in Chapter 2. Readers who

wish to estimate unit and cycle c/)st'i based on different assumptions may adjust the

figures of Chapter 2 to derive alternate estimates of these costs.

The assumptions in Chapter 2 yield an estimated full financial unit cost to

schools and students per annum of Rs 784 for lower and Rs 895 for upper secondary

education. Given adjustments for progression rates within the secondary system,

the Chapter 2 assumptions provide an estimated full financial cycle cost of Rs

13,602. When compared to the ideal cost of producing a secondary school completer

(i.e., no repetitions or drop-outs) of Rs 4,253, this cycle cost represents an excess

of Rs 9,349 over the ideal. When compared to this ideal cost, the secondary

education system is only 30.9 percent efficient, given that 16.17 instructional years

are needed to produce each graduate.
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5.1.4.8 Facilities and Equipment. The ADB education sector study of 1984 states

"The physical facilities in Nepalese schools are far from satisfactory. Most of the

school buildings do not meet even minimum health requirements: They are neither

clean, well lighted nor spacious; many have no separate bathrooms for boys and

girls; many have no mats for the children to sit on." (p. 15) The same report, in a

section on secondary education, goes on to say, "The position regarding physical

conditions in schools and other teaching facilities is quite frustrating."

A recent study conducted by CERID (Mali, 1982) indicates how school conditions

and teaching facilities in Nepal do not permit the teachers to teach effectively.

Among factors that h:nder their performance are overcrowded classrooms and the

lack of educational facilities.

In their study of secondary education, Aryal, et al. (1984) asked teachers'

opinions on the availability and use of instructional materials in three sample

districts (Gorkha, Jhapa, and Kapilbastu). A majority of teachers complained that

"... instructional materials were not adequately available in their schools. Most

schools had no instructional materials other than blackboards . student

experimentation with objects was practically nil in these schools.. It was plain

that students got through the science course without having any experience of

practical activities as demanded by the curriculum" (p. lID).

The same study found that available space in secondary schools was below one

square meter per student. Most of the schools lacked furniture. There were no

chairs and tables for teachers in most classrooms. Benches and desks for students

were inadequate in each classroom.

Another study (New ERA, 1975) found that several teachers did not use any

materials for teaching even though the schools had a stock of them.

Secondary education may be characterized as lacking adequate facilities and

equipment. Those who teach and those who learn must carryon that effort with

minimum technological support.

S.2 ANALYSIS

This section presents an analysis of needs, policy, plans, constraints, and issues

in secondary education, followed by conclusions derived from this information.

After an examination of needs and plans for secondary education, the major visible

constraints and issues are identified. The chapter then examines some of the less

visible constraints and issues on the basis of the status of the sub-sector presented

earlier in this chapter. Finally, a set of conclusions based on this analysis provides

the foundation for recommendations in the final section.
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S.2.1 Needs

The n~eds in secondary education are both Quantitative and Qualitative.

Quantities of schools and students have been expanding, increasing pressure for

more teachers, buildings, and facilities. The need for maintaining quality with

expansion has been a problem in the past, and it will be a continuing challenge

with the increased pressure for expansion.

Among the needs identified are the following:

• Expansion vis-a-vis the policy of universal primary education by the year
2000 A.D.

• Extension of educational opportunities to disadvantaged groups and
locations to increase equity

• Impruvement in the quality of instruction

• Reduction of the educational wastage, primarily !hrough changes in the
examination system

• Improvement in supervision and administration

• Increased relevance of what is learned to the developmental needs of the
country

Government has announced the goal of achieving universal primary education by

the year 2000 A.D. The numuers of students likely to be involved in that expansion

are discussed in Chapters 2 and 4. The implications for secondary schools are

presented here.

Tables 5.10 and 5.11 offer projections of the numbers of students likely to be in

secondary schools by the year 2000 A.D., if the goal for primary education is

achieved. The first projection assumes the same rate of movement from primary to

secondary levels and the current student/teacher ratios.

Universal primary education implies some arrangements for secondary education

in order to provide opportunities for students who complete primary school. The

Basic Needs Strategy concentrates heavily on universal primary education but is

silent about the upper levels of education. The .Seventh Plan, which covers

activities through 1990, has specified enrollment targets as 43 percent of the 11-12

age group at lower secondary and 36 percent of the 13-15 age group at upper

secondary.

5 - 30



There are no policies about secondary enrollment beyond that date. It is clear

that the universal primary education proposal is an incomplete plan in the seilse

that it provides no policy indicators for structuring the entire educational pyramid.

As the universal primary education plan is implemented, many thousands of children

will press toward higher levels. This eventually will force planners to consider the

entire system, and this kind of planning requires considerable lead time.

This section presents two diffeu:nt enrollment scenarios based on different sets

of assumptions. The first scenario (Tahle 5.10), called the Basic Needs Case or

conservative estimate, is based on the assumptions of holding all system variables

constant: student/teacher ratios, drop-out rates, and grade-to-grade continuation

rates. It also assumes 100 percent of the age cohort will be enrolled in Grade 1 by

the year 2000 A.D. It should be noted that the Basic Needs Document has not

stated that universal primary education means 100 percent enrollment in Grade 5,

the final primary cycle grade. This makes Scenario 1 all the more conservative.
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Table 5.11

Enrollment aod Teacher Requirements for

Increased Efficiency Estimate (Scenario 2): 1985-2000 1

Enrollment 1985 1990 1995 2000

Lower Seconchrv 254,364 405,768 660,(\76 924,012
(29.7%) (45.4%) (62.8%) (78.9%)

Secondary 242,467 358,122 621,728 1,051,367
(21.3%) (26.5%) (44.0%) (62.7%)

Total Secondary 496,831 763,890 1,281,804 1,975,379
(24.9%) (34.0%) (52.0%) (69.4%)

Teacher
Req'..!;,rements

Lower Secondary 11,120 17,642 28,699 40,174

Secondary 7,242 10,852 18,840 31,860

Total Secondary 18,362 28,494 47,539 72,034

1 Based on 100% of age group in primary school by the year 2000, and assuming
constant student/teacher ratios, reduction in repetition rate and drop-out rate, and
increase in both continuation and graduation rates. Details are given in Chapter 2.

The second scenario (Table 5.1 I) is based on several assumptions related to the

improvement of internal efficiencies. It is reasonable to be optimistic that variables

within and outside the school system will continue to improve, influencing

enrollments and the level-to-Ievel flow of students. Hence, an optimistic, or liberal

set of estimates is presented as Scenario 2. The assumptions with respect to each of

the new efficiencies reflected in this scenario are described in detail in Chapter 2.

Even larger numbers are projected in Table 5.1 I. There it is assumed that the

present educational system will become more efficient. Starting with the same

population projections, it assumes reductions in th" repetition rate and in the

drop-out rate, and an increase in the proportion of students continuing in school, as

well as an increase in the proportion successfully completing each level. It assumes

no change in the current student/teacher ratio;;. For the year 2000, student

numbers rise to almost two millIon, and teachers are over 70,000.
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Statements by :'r10EC officials indicate that there are plans to increase

financial support for primary education in order to meet the Basic Needs goal by

the year 2000, but not to make parallel investments in secondary education. Given

limited financial resources, one possible strategy to accommodate the increasing

numbers of primary school graduates would be to leave government grants-in-aid to

secondary schools at present levels, only adding sufficient funds for expanding

textb(ll)k preparation, the SLC examination system, and other basic support costs.

This s~rategy assumes that local communities, parents, and other private sources

would bear most of the costs of any expansion of secondary schools.

Projecting such a situation, where secondary school enrollments are maintained

at their present levels, but primary grows to 100 percent of the- age cohort by the

year 2000 A.D., almost 369,000 students would complete primary school that year.

Openings for them in lower secondary would include only 136,000 places. Therefore,

63 percent of primary school leavt:rs would have no secondary school opportunities

available except for additional private schools inside or outside of Nepal. The

number of students potentially seeking secondary school entrance in the year 2001

is projected to be nearly 230,000 assuming some of the individuals may not want to

go to further education.

The pr~ceding analysis was based on the medium variant projection of

population growth as described in Chapter 2. If population grows according to the

high variant projection, assuming constant 1985-1986 rates of progression from class

to class, by the year 2000 there would be approximately 577,000 students completing

primary school (see Chapter 2).

But if the continuation rates to secondary school remain as they are now, then

there would need to be 518,000 places in secondary by the year 2000. This

projection assumes that by the year 2001 there will be 977,000 students in lower

and 1,030,000 in upper secondary, for a total of over two million in Grades 6

through 10.

Using the most conservative of these estimates, (i.e., Table 5.10) Nepal might

double the number of students in secondary schools in twenty years, and need

physical facilities for approximately 500,000 more students than are now in the

system. As for teachers, the most conservative projection (Table 5.10) suggests an

increase from 18,362 in 1985 to 38,451 in 2000, or the addition of over 1,339

teachers per year over the IS-year period. And that does not take into account the

normal attrition due to retirement, change of job, and other factors. Thus, there

may be a need for significant expansion of the cumber of secondary school

teachers, buildings, and other facilities.
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With regard to quality, there are many additional needs. This includes

increased and more effective supervision of teachers. More than a control on

absenteeism, this includes inservice training to keep teachers familiar with new

textbooks and other instructional materials, curriculum changes, and perhaps most

important, to motivate them to be more effective teachers.

Another aspect of quality is related to the discipline of both teachers and

students to be present in class, the reward of academic performance, and working

toward the national objectives of education. The development of appropriate

professional rewards and penalties may be one of the most significant needs. It can

lead to satisfaction of other needs s\..:h as the need for improving instruction, for

reducing wastage and "rop-outs, for cO~~lmitted public participation in local school

management, and for a sense of public l1c(;olJntability a.llong school personnel.

The study by Shrestha (1982b}, which focused on successful secondary schoolr

is revealing on this point. Among the :onclusions were:

The dedication (commitment), efficiency, le:Jdership of the headmaster
have been the most important factors that led to the development of the case
schools. Participatory decision making has been a rule in all these case
schools. Teachers are involved in major decisions of the schools. All four
headmasters played their role, first as teacher, and only second, as headmaster.
All these schools have developed some mechanism to maintain good rapport
with the students. Efforts are made to develop a sense of dedication among
the teachers. Each of these schools makes every effort to get the maximum
number of students' excellent performance on the SLC examination.

There is also a need for in_rease1 relevance to the world of work on many

aspects of the curriculum. Since the pre~' llt secondary schools are, in fact,

"terminal" for many students, their utiHty might be increased if the present

mathematics courses were modified LO include some accounting, if language courses

included some instruction OP how to teach thJse languages, and if science had more

examples from Nepal's agriculture. Thc'le a:-o: merely examples of potential gradual

and modest "vocationalization" c,; the (;'urri~·llum.

Other needs may include the neect for : evision of textbooks from time to time,

the need for diversification of sehoul types (perhaps increasing technical and

vocational streams), and the need for promoting participation by disadvantaged

groups and in disadvantaged areas.
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5.2.2 Policy

The most significant matter of policy is the announcement of government to

achieve universal primary education by the year 2000 A.D. Implications of this

policy for secondary education are mentioned is the last section. Whether it will be

the policy of government to provide additional support for the almost inevitable

expansion of secondary education, or to rely more heavily on private finance for

secondary levels, is a critical policy question.

There is a tendency for every formal educational system to be a selection

device for societies to separate their controlling elite from lower classes. As the

costs to individual families for secondary education increase, the access by wealthier

families increases, and equity is diminished.

The extent of cost sharing of public finance betwee',l central government and

local governments, or local communities, is another serious matter of policy.

Increasing decentralization of financial resource generation for individual schools

can be a major force for accountability within the school, as well as for relevance

of the academic program to the world in which school leavers will make their way.

Decentralization of the financial base is only one aspect of policy, however.

Other aspects include decentralization of curriculum control, management of

teaching staff (appointments, promotions, terminations, etc.), instructional materials

preparation, responsibility for buildings and equipment, examinations, and

certifications.

One policy option for quality control is to maintain central control of

curriculu~a and instructional materials, and to seek as much decentralization as

possible in financial resource generation. A problem can occur within such ~ system

if the curriculum fails to meet the perceived needs of parents and others in the

community.

Overcentralization of examinations can lead to a curriculum based on rotc

memory of .mticipated answers to examination questions. Overcentralization of

examinations can also result in unmanageable work loads for those who must process

the papers. However, excessive decentralization of invigilation of examinations, for

example, could lead to manipulation of the system to benefit local students. Some

balance between local and central control, as well as local and central financial

support, may be a desirable policy goal.

It has been suggested that when a school has been able to demonstrate

effective management of its own resources, there might well be a move, on a

gradual and experimental basis, toward more decentralization of matters such as

examinations.
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S.2.3. Plans

Topics covered in this section include plans for a changed system of inspection

as part of the administration of secondary education, plans for quality improvement

of the SLC examinations, and other plans for improvement of secondary education.

The Inspectorate System

The MOEC now has a plan to introduce a new version of the 30-year-old

inspectorate system, doing away with the present supervision system. This new

proposal is waiting for official sanction to begin its implementation. The plan was

expected to possibly come into effect before the end of 1987, at the time the draft

of this report was prepared (August 1987).

According to this plan, the District Education Officer will be called the Chief

Inspector and the present supervisors will become Assistant Inspectors of Schools.

They will have increased responsibilities and authority, but their new role will be

less professional and more administrative. The inspectors will have the authority to

give recognition to new schools, to ensure the quality of functioning of schools

(including the monitoring of teacher absenteeism), to withdraw recognition of

schools which fail to meet or maintain the prescribed conditions, or to reduce the

grants-in-aid. The earlier emphasis given by the NESP, toward using the

supervision system as a mechanism for improving the quality of teaching, is likely

to be diminished because inspectors are likely to assume the role of "policing"

rather than assisting the schools with professional expertise focused on quaiity of

instruction.

Quality Impronment of the SLC Examination

Because of the centraUzed nature of the SLC examination processing, the

Office of the Controller of Examinations (OCE) is under a heavy and constant

workload. This condition has arisen because the OCE was initially established to

manage the testing and certification needs of an education system which had an

enrollment of only a few hundred students. The student size has since grown

several times. There were 95,923 students who took the examination in 1985, and

the OCE has only 60 staff. The logistics of managing an examination system for

such a vast number of examinees calls for some new measures to relieve the load on

this office, as well as to improve the efficiency of the management of the system,

and perhaps curtail the alleged irregularities in the current system.
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New proposals are being prepared. These include a plan for the regionalization

of the SLC procedures ranging from scoring of the answer books to tabulating the

scores and maintaining the records. The central office that now does all this work

will coordinate the regional processes of testing, certify and do the work of a

national record keeper, and conduct appropriate research on the validity and

reliability of testing and other matters.

Other Proposed Plans

Among the new measures to be adopted there are other plans for reform of

various aspects of secondary education. One relates to the improvement of the

grants-in-aid system. The current policy of withholding or reducing the

grants-in-aid funds to schools with less than 15 percent student success at the SLC

examination for three consecutive years will be continued, but it will be

accompanied by certain measures such as paying 10-20 percent extra grants t()

schools doing better on the SLC, and a 20 percent reduction of the grants-in-aid

fands to schools with poor performance instead of penalizing them with complete

withdrawal of funds. Even private schools, which now are not given any grants,

will be given grants if they perform better. (This information was given in an

interview.)

Another proposal focuses on glvmg incentives to the School Management

Committees for increased public participation in school management. Presently, all

members of these committees are nominated or serve as ex-officio members. The

new arrangement will allow the co-option of 50 percent of the total membership

with representatives of parents and local elites, all to be chosen by the concerned

schools. It should be noted, however, that these representatives are not to be

elected. The intention of the framers of the regulation seems to be to keep the

schools away from politics.

Another contemplated change is in the area of the secondary school

curriculum. Several options are being suggested, but which will be selected is not

yet certain. Science, which is not compulsory in the present curriculum, may be

made compulsory. It is very likely that the number of subjects required for the

SLC examination may increase from the present seven to at least eight.
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5.2.4 Constraints

The constraints in secondary education are related to the rapid growth of the

entire system over the last thirty-six years, and to the frequent changes in the

goals, structure, and curriculum. As illustrated in the early parts of this chapter,

the system has changed significantly every ten years since 1951.

Even with a consistent government policy, it would have been a difficult

challenge to develop secondary ed\;cation from a system with 1,680 students in

eleven schools in 1951 to a system with 496,831 students in 4,899 schools by 1985.

But to do that while shifting major objectives every ten years was even more

problematic.

And the attempt to make a massive system-wide conversion from an academic

orientation to a more vocational orientation with the 1971 NESP was not done

gradually. The rapid conversion had apparently failed even before the end of the

following decade. The goal of harnessing the secondary schools to nation-building

tasks may have been attempted too quickly and with too little strategic preparation.

The consequence of the abandonment of that attempt by 1981, and a return to more

academic and less development task-oriented approaches. was a second major

hardship for the system.

Related to this growth and the frequent curriculum changes has been the

problem of quality of inputs. While the present textbooks seem adequate. the high

proportions of temporary teachers. of untrained and unqualified teachers. and of

teacher shortages in specific fields such as science have been a major constraint to

better performance of the system.

The attempt to achieve quality control through a nationwide examination for

the SLC has also been a constraint to secondary education. The numbers who take

the examination each year have increased so rapidly that the small and

under-equipped staff of the Office of the Controller of Examinations has been

unable to cope with the increased workload. The difficulty with transportation and

communication among seventy-five districts, scattered over some of the most

difficult terrains in the world, has made multiple sittings necessary for the annual

examinations. That, plus the problems of administration in many different centers

in some districts, has made invigilation of the SLC examination almost

uncontrollable, even with support from Chief District Officers and district police

officials.
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Add to those problems the difficulty of standardizing grading procedures among

many different individuals who neither meet each other. nor share special training

for the marking process, nor grade against standardized responses. And when that

is considered with respect to an examination which itself encourages rote memory of

answers to anticipated questions. the whole secondary education system is seen to

have significant problems.

The major problem is related to a situation in which the examination results

have powerful control over the future lives of all students. Results determine who

shall enter higher education, and who shall not. Within higher education. the SLC

results may determine which field of study will be open to the student. But more

severe, perhaps, the examination results determine which category of public and

pdvate employment may be open to the former !::tudent, and perhaps the salary

classification which will determine earnings for a lifetime.

Compared with other constraints such as lack of financial resources, shortages

of trained and experienced teachers, overcrowded classrooms in inadequate buildings,

weak administration and supervision. and even lack of professional discipline and

incentives for professional performance, the examination .c;y~tem may be the greatest

single constraint to further evolution of secondary educatioli in Nepal.

Qualified Manpower

Table 5.3 showed the status of secondary school teachers in terms of

qualifications and training. Information on the nationwide distribution of qualified

and under-qualified teachers. and on trained and untrained teachers by principal

subjects (such as mathematics, science. and English, which most students fail in

their SLC examinations). is not presently available. High proportions of temporary

teachers, plus shortages of qualified teachers in many areas, make the teacher

scarcity a serious constraint.

Disc:lpline and Incentives

Several issues are related to the high rate of absenteeism of both students and

teachers. They include lack of a "controlled" situation during the examination time.

and lack of objective criteria for rewarding the better performing teachers. The

disci"line of a work ethic is not apparent. This remains an outstanding constraint

in the system.
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A judicious system of rewards and punishments for creative teaching is not in

operation. Favoritism in the appointment, transfer, and promotion of teachers is

reported to be high. Teachers are often surprised to see who gets the nationally

awarded honors and prizes. The criteria for these awards are not made public.

There is uneven distribution of decision-making power between the administrators

and the headmasters, the headmasters and the teachers, and the teachers and the

students.

Lack of Professionalism

A less visible but more powerful constraint relates to the lack of

professionalism among teachers. There is a teachers' association at the primary

level and another at the secondary level recognized by the government. These

organizations have not played even rucHmentary roles in initiating and promoting the

professional behaviors of the teaching profession. A part is also played by the

government policy of controlling the orientation and activities of the tc.achers'

organizations. It appears rather unusual that the constitution of the teachers'

union was framed under the directives of the MOEC.

Teachers are divided into strong political ideology groups, and the union

members have been talking more about their rights and less about their duties and

responsibilities. To date, teacher seminars, teacher workshops, and professional

upgrading activities have been sponsored and conducted either by the MOEC or the

University or the external assistance agencies, and there are very few cases of

teacher-initiated professional events.

Probably because of the orientation of the teachers' association, the

government has not allowed collective bargaining. There was a long struggle by

teachers to get the MOEC to recognize their organization. Equally difficult was the

long struggle by teachers to earn the benefits of pensions and other fringe benefits

at par with other civil servants.

The establishment of professional organizations may foreshadow, for the

administration, unionized activities threatening the maintenance of order. These

curbs on the growth of professionalism, either due to control from above or to

politicization from below, affect the growth of a sound educational system. While

these sociological and cultural facts are often not publically recognized, they

nevertheless are real.
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Irrelevance of Secondary Education to Economic Development

In spite of all the achievements, secondary education in Nepal by 1987 is still

constrained because it carries vestiges of an expatriate system which may be largely

irrelevant to the realities of rural life in this country. The NESP partially

dismantled the negative effects of external influences on the sub-sector. However,

secondary education remains only remotely linked to the Nepalese economy and the

realities of daily life.

Perhaps the most significant constraint in the educational system of Nepal is

the practice of depending on easily available external assistance agency funds and

unevaluated advice from foreigners without integrating them with resources from

within. This practice undercuts the utility of and the rewards for a truly vigorous,

creative, dynamic, and functional educational system which would help the next

generations of Nepalese people become all that they have the potential to become.

In summary, the following are the constraints to secondary education:

1. Frequent changes in goals, structure, and curriculum. With a major shift

in each decade, the sub-sector has been constantly off balance.

2. Inadequate quality of inputs. With textbooks which are scanty and

marginally adequate, and very little else in the way of instructional materials or

facilities, and a high proportion of temporary and untrained te~chers, inputs to

secondary educat.ion are a constraint on quality.

3. A school leaving examination with no proven reliability or validity. This

most critical c·)nstraint features large numbers of students being examined in many

scattered examination centers with test instruments that are not standardized, and

with procedures lacking uniformity and quality control.

4. Shortaae of qualified teachers. With a high proportion of teachers being

temporary, they tend to be untrained in education, and many are not qualified iu

the fields of instruction to which they are assigned.

S. Discipline and incentives. Since there are few incentives in the system

for teachers or students to take their work seriously, there is a general lack of

discipline.
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6. Lack of professionalism. Neither teachers themselves nor the system

which employs them vigorously promote professional and scholarly patterns of

behavior.

7. Irrelevance of secondary education to economic development. Neither the

highly academic curriculum, nor the teaching and learning styles which tend to

disregard problem solving, nor the dominance of external knowledge systems, make

secondary education relevant to the internal development needs of Nepal.

5.2.5 Issues

The issues described below are based on the above-cited needs, policies, plans,

and constraints. These issues are discussed within the analytic framework of the

following five themes: external efficiency, internal efficiency, access and equity,

administration and supervision, and costs and financing.

5.2.5.1 External Efficiency. The external efficiency of an educational

sub-sector is defined as the degree to which the knowledge, skills, and attitudes it

imparts are relevant to further education, the job market, the lives of its graduates,

and the society as a whole.

If the system goal of preparation for higher education is taken as a criterion

for measuring external efficiency, then the system could be considered less than 30

percent efficient.

While the pass rate is much higher in some of the most expensive private

schools, and some of the best public general higher secondary schools have better

than 90 percent of students passing the examinations, the elitist bias produced by

the system is only efficient if separation of a small group for leadership and control

is a goal of the system, which it is not stated to be.

Nevertheless, many who complete secondary sC;lool enter the job market

directly, and for them secondary education may be the only formal "vocational

education" the~ receive. From this perspective, as a type of terminal and

vocational preparation, the system may be more efficient than from mere

consideration of marks on the SLC examination.

for example, the system does produce people who are literate in both Nepali

and English, and who have some skills in mathematics. They enter the job market

as junior accountants, as clerical office workers, and in many other assignments

supporting the evolving tourism, manufacturing, transportation, agricultural, and

service industries. Many enter informal or nonformal apprenticeship programs for

further skill training.
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Another way to assess external efficiency. therefore. is to consider the

proportion of those who gee through the system by learning what they need to

know to survive in society. Although numerical data are not available, indications

are that those who complete lower secondary have higher earning capacity than

those who have completed only primary school. And those who complete Grade 8 or

Grade 9 have an advantage over those who complete only Grade 7.

Since 80 to 90 percent tend to progress from each grade to the next. and

about 80 percent of those in Grade 10 have traditionally passed the examination for

the complet;on of that year. the whole system appears much more efficient if the

SLC examination is not regarded as the sole criterion for success. If. for example.

the SLC examination were considered to be the entrance examination for higher

education (and perhaps renamed), and each school were allowed to give its own

school leaving examination, the efficiency of the whole system might shift from

around 25 percent to around 30 percent.

An initial disadvantage of this approach might be the obvious difference

between a certificate from a "good" school compared to one from a "weak" school.

But that difference would be real and well known. An advantage of this approach

would be that. if each secondary school were allowed to conduct its own

examination, the aCE could devote itself to developing and implementl?: measures

to improve the national examination system. Reduced pressure of numbers might

even enable the aCE to more easily improve the SLC's validity and reliability. and

thus its utility both to higher and to secondary education.

This change would be only cosmetic. There are also more fundamental needs

for improving the quality and quantity of secondary education. But a simple "name

change" in the national examination might both add to the morale of students and

staff in secondary education, and make the whole system more effective. The

present SLC examination is, in fact. the entrance examination for higher education.

The present approach confuses that function with certification that an individual

has actually completed secondary education. The present approach penalizes

students for the weakness of their schools. A plan in which each school

administers its own "final examinations" and award~ its own certificates would allow

the system to "complete" closer to 75 or 80 percent of its students.

Assuming the whole system will continue to do what it can to improve the

quality of its performance. and to enhance its internal efficiency as discussed below.

the issue is whether that can be accomplished better by identifying the present

examination as a school leaving certification or as a higher education entrance
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certification. Both the psychology of motivation and the reputation of a young and

rapidly growing secondary education system are at stake.

Studies of the job performance or academic performance in higher education of

the SLC graduates practically do not exist. Available information indicates that their

performance level is generally low both in higher education and in job situations. A

previous study undertaken on secondary education for the World Bank (Aryal, et al.,

1984) included an opinion survey of 32 university teachers on the academic ability

of the SLC graduates entering intermediate level courses. Below is a summary of the

study's results:

1. The products of the private secondary schools were better in terms of their

adaptabilities to higher education.

2. About half of the entrants from the general secondary schools could read

and write the national language satisfact.orily. Regional, caste, and ethnic influences

were noted in language abilities.

3. Teachers of :English felt that only about 10 percent were good in English

and the rest did not even have: a workable background. Of this 10 percent, about

two percent graduated from private schools and the rest from general secondary

schools.

4. The science teachers had opinions similar to those of the teac.li'rs of

English. Although entry into science courses requires higher SLC scores in

mathematics, science, and English, the students were found to be weak in these

very subjects. It implied that their SLC marks were not valid predictors of their

abilities. The science teachers complained that teaching in English posed problems

of understanding among students, while teaching in Nepali posed technical and

practical problems.

S. The mathematics teachers reported that SLC graduates who took

mathematics for their optional subject, in addition to the compulsory mathematics

course, performed better in the university courses. About 10 percent of the

students were very good and most of these were from the private schools. Another

20 percent, from the general public secondary schools and who also were first

division passers (minimum marks = 6S percent), did well with the science courses.

The remaining students had difficulty, compelling about 20-25 percent of the

entrants to leave the science courses in favor of studies in the humanities.
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The results of the study are summarized as follows:

it seems that schools rarely complete courses according to the pre
scribed curriculum. They lack teachers trained in specific subjects; practical
experiences for students are almost nil; teaching is textbook centered and
lecture-dominated; and worst of all, most students do not have sound [regular]
study habits. In this situation, it is idle to expect quality in school products.
(p. 87)

There are no tracer studies of secondary school drop-outs or of SLC graduates

not continuing to higher education. Sume formal training opportunities are available

for them but these are extremely limited. The available openings are in training

programs related to areas such as teaching, Assistant Nursing/Midwifery (only for

females), Auxiliary Health Services, Leather Work, Weaving and Sewing, Pottery and

Ceramics, Electrical, Mechanical, and Technical training. But in these programs the

school drop-outs or SLC failures also have difficulties, for the SLC holders are

generally preferred.

The SLC graduates also have difficulties in the job market, mainly because

they have to compete with holders of even higher academic qualifications. Rendered

thus unemployed, they often pursue higher studies as private students. Had their

secondary schooling been relevant to the market demands, their situation might not

have been so frustrating.

5.2.5.2 Internal Efficiency. Measures of internal efficiency reflect how

effectively a part of the educational system uses available resources to achieve

specified educational outcomes. Internal efficiency may be considered to have two

dimensions: the relationship of what enters and what exits various parts of the

subscctor, and the relationship of quality to costs between entry and exit poinr,s.

Given their history of rapid expansion, the secondary schools have not

achieved remarkable internal efficiency. Although efficiency is affected by school

size and student/teacher ratios, present conditions in Nepal indicate major problems

in these areas.

Schools vary in size and tend to be overcrowded. However, they reflect

normal conditions in the country. Student/teacher ratios in lower secondary, at

slightly more than 20:1, are probably appropriate. Ratios of one to somewhat over

thirty at the upper secondary level are also within the range of what might be

expectell.
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More serious. perhaps. are the relatively high percentages of temporary

teachers. as well as proportions who are unqualified (lacking appropriate levels of

academic certifications) or untrained (without special training in education). Among

lower secondary teachers in 1985. 16.21 percent were unqualified. although only 4.28

percent of secondary school teachers were unqualified.

Training of teac{ters is another matter. Many secondary school teachers may

have the minimum general academic qualifications. but no training in teaching. In

1985. only 41.9 percent of lower secondary teachers had been trained. and only 53

percent of upper secondary teachers. To the extent that teacher training results in

fewer drop-outs and grade failures. the lack of training fOi 50 many teachers lowers

internal efficiency. Unfortunately. few reliable studies of the relationship between

teacher qualifications and training, and student performance. are available

specifically for Nepal.

One study. however. has appeared recently. Parajuli (I987) studied the impact

of several teacher variables. including training. on students performance in the SLC

examination in English. mathematics. and science. For all students who took the

SLC in Kaski district in 1983. Parajuli found the following: (1) the impact of

qualifications and experience was evident in all subject areas; (2) holding teacher

qualifications constant. training had no impact on students' performance in any

subject; and (3) students taught by specialized teachers in English and mathematics

did better than those taught by unspecialized teachers. Worldwide experience

suggests that internal efficiency increases where such teacher training is practical

and relevant to actual classro(lIn performance.

The 1972-1973 data presented earlier in Section 5.1.4.1 may not be

representlltive of the present situation. However, at that time about 45 percent of

students were dropping out during the lower secondary and over 50 percent during

the upper secondary cycle. These figures are much higher than the failure rates on

examinations. and it is assumed that many of the drop-outs later return to school.

Examination failures are about 11 percent for lower secondary and 17 percent

for upper secondary for each year. While these figures may not be high as

measures of progress through the system. they are low compared to the percentage

of failures on the SLC mentioned in the last section, which tends to be over 65

percent each year.
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The issue of quality control is significant. With teachers who may not be

qualified, and who have little training in pedagogy, it is not surprising that

emphasis on rote memory to get students through examinations has remained the

dominant modality of education. But since pass levels fer all grades within the

system are set locally, schools need internal discipline to fail those who have not

mastered the curriculum for each level. Since income to schools is directly related

to the numbers of students who continue through the system, there is internal

pressure to pass even those students who have learned very little. It is common

practice to promote students even though they may have failed two or three

subjects of seven or eight. When this is coupled with community pressure, there is

a tendency to pass most students. This makes the system appear more internally

efficient than it may actually be.

When students eventually take an external examination, after completing grade

10, they tend to do quite poorly. However, with the lack of evidence of validity or

reliability for the SLC examination system, extensive inferences based on this

information may be unwarranted.

S.2.S.3 Access, Participation, and Equity. Table 5.12 presents two sets of

data: th<: first is related to access to secondary education, and the second to equity.

In this assessment, access is defined as the quota of schools per 1,000 children

of the specified age-group--11-12 for lower secondary, 13-15 for upper secondary,

and II-IS for the total of these cohorts. Participation is defined as the proportion

of these age cohorts, broken down by gender and location, enrolled at each level.

Access represents the ability of the government to provide schooling facilities.

Equity represents the extent to which individuals are able to utilize these facilities

regardless of gender, location, or ethnic membership. The data in this section

present no information related to equity as a function of ethnic membership. The

data in Table 5.12 are organized by the development region, the geographical

sub-region, the Bagmati Zone, and the Kathmandu Valley.

With regard to access, from the east to the west the quota of schools per

1,000 of the age-group population increases for lower secondary. This same general

trend is found, with some exceptions, for upper secondary. Similarly, following the

topographical structure of the country, moving north from the plains (Tarai) to the

hills, and then to the high mountains, the distribution of schools for the size of the

age-group population gradually increases for lower secondary. For the secondary

level, this trend is not found.
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Table 5.12

Access and Equity at Lower Secondary and Secondary (1985)1

Acce.. Participation

Diatribution

AREA or Sehool.
Per 1,000 AGP LOWER SECONDARY SECONDARY TOTAL: LS + S

LS S Total BoY' Girl. Total Boy. Girl. Total BoY' Girl. Total

Eutem

Dev. Relion 3.8 1.0 0.2 41.5 18.9 30.9 32.9 12.5 23.3 36.6 15.3 26.6

<.'

Central

Dev. Relion 3.7 1.2 2.3 42.7 19.2 32.2 34.6 12.7 24.6 38.1 16.4 27.8

W..tem

Dev. Relion 4.8 1.4 2.9 44.9 19.9 33.2 31.4 11.1 21.9 37.2 14.8 26.8

Mid-We.tem

Dev. Relion 4.3 1.0 2.4 29.6 7.6 19.4 20.8 4.6 13.1 24.6 5.8 15.8

Far-We.tern
Dev.Region 5.1 1.3 3.0 37.5 6.7 23.2 23.2 2.7 13.8 29.6 4.0 18.0

Total (Nepal) 4.2 1.2 2.5 40.7 16.7 29.7 30.8 10.5 21.3 36.1 13.1 24.9

Mountain. 6.4 1.2 3.4 33.8 8.7 22.2 22.1 4.0 13.7 27.0 6.0 17.3

Hill. 4.7 1.2 2.6 41.3 17.1 29.9 28.7 10.2 19.9 33.9 13.0 24.0

Tarai 3.2 1.1 2.0 41.5 17.7 30.9 36.6 12.4 26.1 38.3 14.8 27.7

BaiI11ati Zone 4.2 l.3 2.5 49.5 27.6 39.5 38.6 llU 29.8 43.0 22.7 36.7

Valley 4.7 2.0 3.0 73.7 5U 65.0 63.1 3lU 52.2 67.3 46.1 57.3

Sources: 1. MOEC, Educational Statistical Report of Nepal, 1985 (2042), (for enrollment data).
2. Projections developed by assessment team member Jay Salkin; details are shown in

Chapter 2.

Notes: The area and gender breakdowns are based on proportions reported in the 1981
population distribution.

lAccess: As distribution of schools per 1,000 age-group population (AGP).
Parti::ipation: Level enrollment as percent of AGP.
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• This uneven distribution of schools with regard to population may partly be

ascribed to the topography and partly to the practice of opening schools where

there is political motivation. Kathmandu Valley is the seat of political power, and

has the highest percentage ~f the age-group in secondary schools. The last two

rows of Table 5.12 show that in the Kathmandu valley and its surrounding Bagmati

Zone the enrollment is higher, as a percentage of the age-group, than elsewhere in

the country.

Several of the country's upper and lower secondary schools are under

populated. The enrollment patterns may follow the topography of the land. Where

the population is most dense, there are more students per school, as illustrated in

Table 5.13.

With respect to access, there is a fairly good distribution of secondary

schools throughout the country. As most of the people are rural, most of the

schools are in rural places, as shown in Table 5.14. However, these tend to be the

smallest schools, with least students per school.

And among the development regions, the greatest numbers of secondary

schools are in the Central Development Region, which includes the Kathmandu

Valley. This is shown in Table 5.l 5.

Regarding equity, as these tables sugl;est, thr access to schooling is unevenly

distributed among the development regions, among the geographical regions, and

with respect to gender. The difference between male and female enrollment is

pronounced everywhere, in differing degrees from place to place, with the girls

enrolled in lower percentages than boys in every category. For the country as a

whole 35 percent of the boys' age cohort are enrolled in secondary education, but

only 13 percent of the girls are enrolled. Kathmandu valley is significantly

different for both sexes, with 67 percent of the boys and 4S percent of the girls.

The low for both boys and girls is in the mountains, with only 27 percent and 6

percent of the age-groups respectively enrolled.

There are also some disparities related to the location of secondary schools.

If enrollment is compared with location of schools, for lower secondary, the regions

with the largest numbers of schools per person of the age cohort are the Western,

Mid-Western, and Far-Western Development Regions. However, the highest

enrollments, as a proportion of the age cohort, are in the Eastern, Central, and

Western Development Regions.
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Area

Mountains
Hills
Tarai
Mountains
Hills
Tarai

Table 5.13

School/Student Ratios for Secondary
Schools by Topographic Areas (1985)

Level

Lower Secondary
Lower Secondary
Lower Secondary
Secondary
Secondary
Secondary

School/Student Ratio

1:35
1:64
1:97

1:111
1:164
1:232

Source: MOEC, Educational Statistical Report of Nepal. 1985

Table 5.14

Rural/Urban Distribution of
Secondary Schools (1985)

Level

Lower Secondary
Secondary
Total Secondary

3,294
1,140
4,434

Urban

284
181
465

Total

3,578
1,321
4,899

Source: MOEC, Educational Statistical Report of Nepal. 1985

Table 5.15

Secondary Schools by Del'elopment Region (1985)

Development
Region

Eastern
Central
Western
Mid-Western
Far-Western
Total

Lower Secondary

865
1,000

886
478
~
3,578

Secondary

303
420
344
145

--.lO.2
1,321

Total

1,168
1,420
1,230

623
---ill.
4,899

Source: MOEC, Educational Statistical Report for Nepal. 1985
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A similar phenomenon is found when the Hills, Mountains, and Tarai are

compared. The Mountains have a relatively high number of schools per potential

student, and the Tarai has the higher enrollment per potential student. The Hills

are relatively high in both categories.

With regard to the upper secondary schools, while the Central and Mid

Western Development Regions have among the higher proportions of both schools

and enrollments, the Far-Western and the Eastern show the same inequity mentioned

above. The Far-Western has a higher proportion of schools per person in the age

cohort, but the Eastern Development Region has a much higher proportion of its

cohort enrolled. And the Far-Western Development Region has one of the lowest

proportions enrolled.

From the above it may be inferred that the major problem is equity rather

than access. Secondary schools are scattered throughout the country. But

enrollment of boys is higher than enrollment of girls, and proportions of the age

cohorts actually enrolled are higher in some places than in others.

In addition to matters of access and equity, another disparity is the significant

differences among the quality of different schools. This is indicated by the

proportion of Grade 10 students who pass the SLC examination. Although the

validity and reliability of the examination have been questioned above, informed

sources suggest that some upper secondary schools have excellent records and

others have done very poorly. Charts on the wall in District Education Offices

show a few schools where 70 to 80 percent of those taking the examination pass,

and many schools where the percentage is between 5 and IS percent. As reported

above, the more expensive private schools tend to ~ave better passing records than

the general public secondary schools.

Access to the higher quality secondary schools, because of costs to parents

discussed earlier in this chapter, is beyond the reach of even the middle class

population, let alone the 40 percent of the population now living below the poverty

line.

5.2.5.4 Administration and Supervision. The present supervIsIon system is

generally regarded as not working well. Many interviewees reported that supervisors

do not have sufficient travel funds (Travel Allowances and Daily Allowances, or

TA/DA) to visit schools. Their titles are planned to be soon changed to

"inspector," and sufficient travel funds are expected to be provided. GiveI'! the

general scarcity of funds in the education sector, the intention for sufficient TA/DA

to be provided cannot be regarded as a guarantee that funds will be forthcoming.
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This proposed change in the roles of supervisors is supported by some who feel

that teachers know what to do, but tend to be absent from class only because there

is no monitoring operation to ensure that they do attend. Others believe that this

is no assured solution to absenteeism.

Having a cadre of inspectors who monitor and report on teacher absences may

help. but this is not the only factor affecting the low quality of secondary

education. as discussed above in Section 5.1.4.6. If there are rewards for teachers

who attend. and penalties for teachers who do not. there may be improvements in

the schools. In addition. headmasters may do a better job of keeping records and

completing reports on time if there is regular on-site inspection.

A similar matter involves the extent of people's participation in local school

management. Which matters should be left to the local School Management

Committees. and which should be handled by central Government through its officers

at district level? Decentralization would encourage more people's participation, but

government may fear the loss of quality control. However, if curriculum design.

textbook preparation. and examinations are controlled centrally. there may be less

need for central regulation of other aspects of administration and supervision.

Financial accountability for government grants-in-aid could also be partly

decentralized, with district staff monitoring each school and being held responsible

for the accuracy of periodic reporting.

From the perspective of discipline. political involvement at each level can

ensure local people that professionals in the school system serve them well. On the

other hand. if those in power are more concerned with short-teim gains than

long-run benefits through the quality of the education offered to their children.

then no system of supervision is likely to provide accountability.

5.2.5.5 Costs and Financing. The cost analysis in Section 2.6.3 of Chapter 2

indicates a unit cost of Rs 784 per annum for lower secondary and Rs 895 per

annum for upper secondary.

The cycle costs for a graduate of the secondary education cycle. including an

SLC pass. are estimated to be Rs 13,602 per student. That includes an estimated

government cost of Rs 6.675 and an estimated family and community cost of Rs

6.927. When compared with a model "ideal" cost for completing this cycle. in which

a much higher proportion of the students who enter would actually achieve the

certification (estimated at Rs 4,253), this cost is judged to be excessively high. (S;:.~

~ection 2.6.3 of Chapter 2. for details of this calculation.)
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A major reason for the high cost is the small proportion of students who

actually pass the SLC examination. A cycle cost based on the completion of Grade

10 examinations only would be only about Rs 6.299 per student.

To place this in context, the cost of secondary education is approximately Rs

6,299 per student. The cost of a School Leaving Certificate is Rs 13,602 per

student, or an additional Rs 7,303. In terms of the "ideal" cost mentioned above, of

Rs 4,253 per student, the present system is 67 percent efficient in moving students

through the secondary education cycle, but only 31 percent efficient in providing

them with a School Leaving Certificate.

Government provides just under 50 percent of the secondary education costs,

and other sources (primarily local) finance the remaining 50 percent. Total cycle

costs for secondary education as detailed in Chapter 2. including both lower and

upper secondary schools, are estimated at Rs 13,602, of which government sources

provide Rs 6,675 and non-government sources (family and community) provide Rs

6,927.

The issue for future financing relates to private versus public sources. and also

to central government versus local community sources. Part of this issue is how

much of the costs should be covered by fees, paid by the families of students

themselves, compared to the proportion financed by public sources.

Families with sufficient financial means can send their children to private

schools. By paying more. they expect better education for their children. Poor

families do not have that choice. And since there are fees and other costs even in

public secondary education, the poorest do not usually get to secondary school at

all.

Thus, decisions on sources of finance will determine which economic groups

may participate in secondary education. If more costs are financed through fees,

then participation in the subsector is likely to become more elitist, increasingly

reserved for the children of wealthy families. If more costs are financed from

public sources, government financial requirements will expand.

Some kind of joint financing, between central government and local community

sources, may be fruitful in two ways. First, it would help the central government

bear the increasing costs. Second, the center may be able to exercise professional

quality control (through curricular, textbook, examinations, and teacher training

requirements), while the community groups may ensure more accountability.

Accountability at the community level could be measured in terms such as efficient

functioning of schools, teacher attendance, and the proportion who pass the national

examinations.
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5.2.6 Conclusions

There are eleven conclusions in this section, based on the assessment of the

current status of secondary education as described in the early part of this chapter

and on the analysis presented above.

Conclusion 1. Rapid Growth and Achievement. Secondary education has

demon:trated an outstanding achievement by growing from a subsector with eleven

schools and 1,680 students in 19S 1 to 4,899 schools (both lower and upper) and

496,821 students in 1985. Further, there are a few scatt:red schools where dedicated

and competent teachers, stimulated by creative and disciplined headmasters, do an

outstanding job of preparing secondary school students both for higher education

and for life in the future.

Conclusion 2. Lack of Program Stability. Rapid growth, and frequent change

of objectives and curriculum, have created many difficulties for the national

secondary education subsector. There is a need for program ,stability during the

anticipated continued growth. Implementation and implementability of plans and

programs should guide the setting of goals and plans for this subsector.

Conclusion 3. Low Quality of Instruction. The general poor quality of

instruction is reflected in the high proportion of failures on the SLC examinations,

as well as in other indices of instructional quality.

Conclusion 4. Examination Deficiencies. The present SLC examination process

is a major constraint to secondary education. The organization, staff, facilities, and

procedures for invigilating, marking, and standardizing have not kept pace with the

rapid growth in work volume. The present examination process needs further study

of its reliability and validity.

Conclusion 5. Enrollment Demand Pressure. Demand for secondary education is

likely to continue over the next two decades. To meet this demand would require

major increases in the subsector capacity, probably doubling the numbers of students

and teachers by the year 2000 A.D. This would stress vital inputs to the subsector,

such as numbers of teachers, classroom space and other instructional facilities, and

operating funds. Increased cost-sharing with local communities may be necessary.

While capitalizing on the trend toward privatization, however, steps should be taken

to maintain quality of instruction.
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Conclusion 6. Poor Quality of Supervision. Supervision is currently

insufficient. At present there are supervisors in the districts, but not enough of

them actually travel to the schools. There is a lack of the necessary inspection to

control teacher absenteeism, to train teachers to keep up with curriculum changes,

and to motivate teachers to become more effective.

Conclusion 7. Decreasing Curriculum Relevance. There is a trend toward

decreasing relevance in the secondary education curriculum. Increased relevance to

the world of work is a prominent need. There is opportunity for gradual shifts

toward more applications of the principles being taught to problem solving in the

current Nepalese context. This could be accomplished without any major change in

the curriculum and would support the current goals for the subsector. The present

curriculum includes too few examples of how to use mathematics in accounting.

Students could later teach the languages being learned and teach how to apply

science to generation of electric power, to agricultural production, to new industry,

and to other such needs.

Conclusion 8. Teacher Incentives Lacking. The system provides insufficient

rewards to teachers for professional achievement. There is a need for new

approaches to incentives and recognition for careers in secondary school teaching.

Conclusion 9. More Accountability Needed. There is a need for increased

accountability throughout the system. Headmasters should report regularly on

teacher and student attendance, and rewards to teachers should reflect their

achievements in the classrooms and laboratories. This could become a part of the

regular reporting requirements for District Education Offices.

Conclusion 10. Low Internal and External Efficiency. The secondary subsector

is highly inefficient, both from external and from the internal efficiency

perspectives.

Conclusion 11. Better Inservice Training Needed. Since a high proportion of the

present teaching staff has not had training in education or pedagogical techniques,

more adequate and flexible inservice training is needed.
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5.3 RECOMMENDATIONS

Development comes through change, which normally requires modification of

existing patterns of human behavior in order to evolve new patterns. Such change

has a better chance of being accepted and persisting over time if each step is

carefully fitted into existing situations, introduced incrementally. and implemented

slowly and gradually. The recommendations below. based on the preceding analysis

of the subsector, are offered to support this type of development.

Reform ExaminatIons (Recommendations 1-5)

Recommendation 1. Separate the School Leavinll Examination from the

university entrance examination. The present SLC Examination s<:rves the purpose

of testing and certifying students for entry into higher education more than the

purpose of testing and certifying students for having completed the secondary level

of education. A single mechanism cannot serve both of these purposes effectively.

Hence, a new mechanism to carry out the latter purpose (testing and certifying for

completion of secondary level education) should be instituted. With due

standardization this would make the SLC an entrance examination for higher

education, in which case the name would need to be changed. An alternative would

be to institute a university-based entrance examination for higher education, leaving

the SLC Examination to perform its current functions. In the absence of either of

these two recommended mechanisms, the education system of the country assumes

the characteristics of a "straight highway system."

RecommendatIon 2. Decentralize the administration of the SLC Examination to

the regional level. A system in which each development region manages its own

examining and certifying procedures would reduce much of the present burden on

the Office of the Controller of Examinations (DCE). This would facilitate the

introduction of curricula best suited to the needs or the regions. The central

standardization of the curriculum and the uniform treatment of schools, while viable

for certain matters such as promotion of national interests and culture, is not

viable in view of the increasing numbers of students from various strata of life and

in view of increasing differentiation of the economic needs of the regions. With

regionaJization, the present OCE could act as the coordinator of the examinations

systems and carry out several improvement measures including the research which

now is absent.
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Recommendation 3. Continue present efforts to rnlse and Improve the SLC

examination. Improvements in question papers, field administration, invigiiation,

marking of papers, and processing of results should be supported. Recommendations

recently made by the Cambridge Syndicate to the Office of the Controller of

Examinations should be implemented. These recommendations include improvements

such as the following: installation of computer hardware and software;

establishment of in-house facilities for small scale confidential and large scale

non-confidential document reproduction; redesign of current documentation to allow

for an increase in micro-electronic applications for storage, retrieval, and analysis

of data; and decentralization of some of the functions of the office to the districts.

Recommendation 4. Validate examinations. Systematic research should be

conducted on the validity and reliability of the examination process as a measure of

achievement of secondary education, as a predictor of success in higher education,

and as a preparation for various employment opportunities.

Recommendation 5. Develop prototype examinations. Prototypes of testing and

evaluation materials should be developed on the contents of SLC syllabi, so that

teachers as well as students may get instant feedback through their administration

to students. Examination graders could also be trained to score the copies of these

prototypes.

Decentralize Finance and Administration (Recommendations 6-9)

Recommendation 6. Expand cost-sharing with local communities. Further

decentralization' of financial support is recommended in order to cope with

increasing numbers of secondary school students. If the government continues its

grants-in-aid to secondary schools at the present levels, parents and communities

should pay an increasing proportion of the total costs. This calls for increased

flexibility by government in encouraging individual schools to be accountable to

parents for the quality of education. It also calls for academic quality controls on

a national level (as through continued supply of ever better textbooks and

instructional manuals), and financial incentives to local schools for increased access

to secondary education by disadvantaged groups, as well as for expansion of

buildings and facilities.
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Recommendation 7. Decentrali:le district level admiuistration. Central

government support to district level administration and supervision should also be

decentralized. Increased accountability at district levels would be encouraged by

decentralization of financial management. Decisions regarding the numbers of

supervisors or inspectors, and the amounts of funds for travel to visit schools,

could be made within the district. The district, in turn, should be held accountable

for verification that government grants to individual schools are utilized for their

intended purposes.

Recommendation 8. Fund disadvantaged children. A system of scholarships for

disadvantaged children should be created in order to promote equity for members of

this group.

Recommendation 9. Change grants-in-aid base. The formula for grants-in-aid

to individual schools might be shifted to a multiple-criteria base. Criteria such as

the numbers of students, schools' performance on national examinations, proportion

of girls enrolled, extent of coverage of remote areas, local investment in science

laboratories, and similar indices could be used to determine the size of the grants

in-aid.

Improve Instructional Quality (Recommendations 10-14)

Recommendation 10. Increase practical applications. Continue the gradual

modification of textbooks to include more application of principles to practical

problem sOlving. This could include applied ueas such as accounting, teaching,

tourism, transportation, forestry, manufacturing, and agriculture. The present form

of vocational education in the general secondary schooh, with objectives of

increasing students' appreciation of the dignity of work, does not seem to be

achieving its objectives. Alternative approaches should be implemented. These

could include options such as arranged work assignments for students during

vacation period::!; non-curricular tours of industrial, commercial, agricultural, and

other workplaces; special programs at school assemblies featuring talks by successful

former students who are now succeeding in various jobs; and others. Any further

"vocational" classes in the secondary schools should be limited to those vocations

which are typically practiced in the locality.
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Recommendation 11. Improve and localize teacher trainini. Short an~ intensive

inservice teacher training programs for those teachers who have university degrees.

but no background in pedagogy. should be offered as near to school locations as

feasible. Such training programs should get due recognition. High priority should

initially be given to training the headmasters. who then could train their teachers

while on-the-job.

Recommendation 12. Reward master teachers. Expand the system of national

and community rewards for master teachers. These might be based on criteria such

as: (I) Quality of instruction, (2) creative use of teaching aids. (3) innovative

development of instructional materials. (4) high achievement of former students, and

(5) unusual length of service. Other incentives and types of rec~gnition should also

be developed.

Recommendation 13. Establish school evaluations. The MOEC should establish a

school cvaluation program conducted by a team of professional experts. These

evaluations might even be considered as part of the base for awarding grants-in-aid

to individual schools.

Recommendation 14. Establish a materials production unit. A materials

production unit should be established to prepare low-cost instructional materiais for

secondary school use. The Janak Education Material Centre could be expanded to

produce more than mereiy textbooks. Perhaps the CTSDC's materials production

unit could be mobilized.
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Annex 5.1

Interviewees

Dolak Bahadur Gurung, District Education Officer, Damauli, Tanahu District

Anand Lal Pradhan, Director, Regional Education Directorate, Western Development

Region, Pokhara

Suresh Raj Shar.na, Professor of Chemistry, Tribhuvan University

Kedar Nath Shrestha, Director, Curriculum, Textbook and Supervision Developmen,

Centre (CTSDC), Ministry of Education and Culture (MOEC)

Birendra Kumar Singh, Acting District Education Officer, Kaski District, Pokhara

Narsing N. Singh, Secretary, Ministry of F.ducation and Culture (MOEC)

Iswar Prasad Upadhyay, Controller of Examinations

Many parents of secondary school students
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Annex 5.3

A Four Years' Profile of Students Passing the SLC Examinations

from Schools In the Western Development Region: 1981-1984 (2038-2041)

Total

No.of

District Year 0% 1-16% 16-29% 30-69% 60-89% 90-99% 100% Schoola

1. Kll8ki 2038 3 13 3 1 20
2039 1 7 10 4 1 2 26

2040 3 16 7 2 1 1 29

2041 6 8 7 10 2 1 33
2. Lamjung 2038 1 1 1 7 4 1 16

2039 3 12 3 18

2040 3 6 4 6 2 1 22

2041 2 1 6 10 3 1 22

3. Gorkha 2038 1 1 7 1 1 11

2039 2 1 3 6 1 1 14

2040 3 3 7 3 1 17

2041 2 1 1 8 4 2 1 20

4. Tanahun 2038 3 7 3 1 14

2039 7 3 4 14

2040 2 8 6 1 17

2041 2 8 7 4 1 22
5. Syangja 2038 1 11 6 1 19

2039 1 6 4 11 22

2040 4 6 11 2 1 23

2041 2 9 12 4 27

6. Manang 2038 1

2039 1 1

2040 1 1

2041 1

7. Palpa 2038 3 10 3 2 18

2039 2 4 7 6 1 10

2040 2 9 2 7 2 1 23

2041 3 6 6 6 6 2 27
8. Rupandehi 2038 2 7 4 13

2039 6 6 4 1 16

2040 1 13 6 1 20

2041 3 6 3 7 4 23

9. Kapilvaatu 2038 1 4 1 2 8

2039 2 3 3 8

2040 6 3 4 12
2041 1 6 4 2 13

10. Nawal Paraai 2038 1 8 1 10

2039 1 4 3 2 10

2040 3 10 2 14

2041 2 2 6 7 1 18

(table continued)
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Annex S.3 (continued)

Total

No.or

District Year 0% 1-15% 16-29% 30-59% 60-89% 90-99% 100% Schooll

11. Arghakhanchi 2038 2 2 3 7

2039 1 6 1 1 9

2040 5 2 2 1 10

2041 1 6 2 3 1 13

12. Gulmi 2038 4 6 1 10

2039 6 4 2 12
2040 2 7 6 15

2041 1 6 4 7 1 19
13. Parbat 2038 5 2 4 11

2039 1 4 4 5 14
2040 1 4 8 6 19

2041 4 6 6 4 3 23
14. Baglung 2038

2039 4 3 1 8

2040 8 2 1 11
2041 1 4 6 3 14

15. Myagdi 2038 2 2 1 6

2039 1 2 2 1 6

2040 2 4 2 8
2Q41 2 1 2 4 1 10

16. Mustang 2038 1 1

2039 1 1

2040 1 1 2

2041 2 2

GANDAKIZONE 2038 8 33 14 16 5 1 3 79

(Nol.I-6) 2039 7 33 24 26 1 2 2 94

2040 9 36 25 27 8 3 1 109

2041 9 21 29 44 14 3 3 126
LUMBINI ZONE 2038 7 31 15 12 1 66

(Nol. 7-12) 2039 7 28 23 18 2 76

2040 6 44 20 20 3 1 94

2041 11 32 24 32 12 2 113
DHAULAGIRI ZONE 2038 2 7 2 6 1 17

(Nol. 13-16) 2039 2 10 10 7 29

2040 3 ld 12 8 1 40

2041 7 11 14 13 4 49

WESTERN 2038 17 71 31 32 7 1 3 162
DEVELOPMENT 2039 13 71 57 60 3 2 2 IllS

REGION 2040 18 96 67 66 12 4 1 243

(No. 1-16) 2041 29 64 67 811 30 3 6 287

Source: Western Regional Education Directorate (n.d.). School Profile. 1985-86
(Vidyalaya Vivaran. 2041-42). Pokhara: WRED



6. TEACHER EDUCATION

This chapter presents the current status of teacher education in Nepal. An

analysis of needs and plans as well as constraints and issues, relating to both

preservice and inservice t,acher training, is also presented. A set of conclusions is

derived from this analysis and form the foundation for major recommendations

stated at the end of the chapter.

6.1 STATUS

This section presents the current status of teacher training. Current

preservice and inservice programs are described in detail and teacher requirement

projections are made.

6.1.1 Historical Setting

The history of teacher education in Nepal dates back to X948 when the Basic

Teacher Training Center was established to train primary school teachers for basic

schools. However, the cent~r was short-lived and was discontinued after the

Normal Schools were established in 1956.

As recommended by the Nepal National Education Planning Commission

(NNEPC), the College of Education was established in 1956 to train secondary school

teachers. Simultaneously, the mobile normal schools were set up in different parts

of the country to train primary school teachers. The College of Education provided

a four-year REd. program for teachers who had passed the School Leaving

Certificate (SLC) examination. A one-year REd. was introduced to train graduates

from other disciplines. The normal schools offered a ten-month professional

training program for students who had passed Grade 8. On the recommendation of

the All-Round National Committee on Education (ARNCE, 1962), the permanent

Primary School Teacher Training Centers were established, thus discontinuing the

mobile normal school network. These training centers and the College of Education

trained over 9,000 primary teachers and about 700 secondary teachers between 1956

and 1971.

The adoption of the National Education System Plan (NESP) in 1971 opened

new prospects for the development of teacher education. Teacher training became

popular overnight as a result of NESP policies that made formal training in

education mandatory for obtaining tenure in school teaching and introduced a salary

differential between trained and untrained teachers. Meanwhile, teachers' salaries
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were raised to a level that was comparable to other jobs with similar academic

degree requirements. The NESP posed a new challenge to teacher education

institutions. To cope with this, a high level workshop of teacher educators was

held in 1971 which prepared a teacher education plan to meet the new demand for

trained teachers and other educational personnel (IDE, 1973).

Consequently, all teacher training institutions, the College of Education, the

Primary School Teacher Training Centres, the National Vocational Training Centre,

and the English Language Training Centre, all under the Ministry of Education,

were amalgamated into the Institute of Education under Tribhuvan University (T.U.).

The Institute of Education (IDE) became the sole agency responsible for teacher

training and related activities.

The scope of activities of the IDE was considerably enlarged and diversified.

During 1972-1978 the IDE conducted 15 varieties of training programs for teachers

without the SLC, teachers with the SLC (secondary school graduates), and

Intermediate in Arts, B.A., and M.A. holders at its sixteen campuses. The programs

were diversified in several ways: in level (primary, lower-secondary, secondary, and

degree); in types (general, pre-vocational, vocational, and special); in duration (5

months to 2 years); in emphasis (general, major-minor combinations); and in field

orientation (on-the-spot program, internship, and practice teaching). In addition,

the NESP called for the IOE to develop an academic program for teachers to

upgrade their academic standing by every training program in which they

participated. This plan helped thousands of primary teachers to qualify for

lower-secondary and secondary school teaching.

The higher expectation placed by the NESP on teachers and their training

brought about a large increase in enrollment at the campuses of the IDE.

Consequently, the IOE was compelled to stretch its training capacity to the

maximum. The academic nature of the IDE programs, while helping upgrade

teachers for higher positions, has limited immediate impact on school teaching.

Moreover, the integration of the Education Campuses into Multiple Campuses

resulted into a gradual deterioration in the quality of teacher education.

Although the concept of a multiple campus was adopted by T.U. to facilitate

sharing of manpower and other resources, it did not materialize in practice.

Usually, the multiple campus is headed by a campus chief from a discipline other

than education. The focus of administration and the allocation of resources have

centered on a discipline favored by the campus chief. Inadequate allocation of

resources and frequent transfer of staff have adversely affected the quality of
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teacher education. Teacher training was confined to mere academic lectures in the

classroom.

While the IOE was expanding and consolidating its program, the seventh

amendment of the Education Code in 1980 acted as a countermeasure to curb the

further growth of teacher education because the ratified code states that training is

not compulsory for obtaining tenure in teaching. This policy has adversely affected

the enrollment and the quality of teacher education programs.

During the 1980's, the IDE experienced a decline in student enrollment and a

reduction in the scope of its activities. The total enrollment dropped from 6,178 in

1980 to 2,826 in 1981. Meanwhile, the MOEC has undertaken various innovative

projects, mainly with external agency assistance, in which the training of teachers

has been a major component. Consequently, there is less inclination to send

inservice teachers for longer duration training at education campuses.

6.1.2 National Goals and Strategies

Nepal's education policies and five-year periodic development plans have

consistently emphasized teacher training as a crucial factor for the improvement of

the quality of the ~ducation system. The target of the Seventh Plan (1985-1990) is

to train 2,895 primary, 1,035 lower secondary, and 825 secondary school teachers.

The plan also provides scholarships for producing 90 lower secondary and 90

secondary school teacher for 18 remote districts. About 8,000 inservice teachers

will be trained through the USAID-spo'l~tJred Radio Education Teacher Training

(RETT) project within the plan period. The Seventh Plan has also emphasized the

need for appropriate training in order to bring qualitative improvement to science,

mathematics, and English teaching.

To achieve universal primary education by the year 2000 A.D., the national

goal is to train all primary school teachers, numbering about 63,765 to be trained

between 1988 and 2000 and of which about 35,000 are untrained teachers. Out of

these 35,000 untrained teachers, seventy-six percent have passed the SLC, which is

a basic requirement for being a primary school teacher. However, they have not

received any professional training related to primary school teaching. The

remaining twenty-four percent of these untrained teachers (8,437) are both under

qualified, that is below SLC, and have not received any professional training related

to their job. l In addition, the MOEC has set the goal of training 1,000 science

teachers so that the standard of science teaching will be considerably improved.

lA recent policy decision has established the SLC as the minimum qualification
for a primary school teacher.
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The major past strategy for training teachers has been the campus-based

degree-oriented teacher education programs. The Regional Directorates of Education

and the District Education Offices occasionally have organized short-term training

workshops for teachers of the respective regions and districts in selected subject

areas such as science and mathematics.

With the implementation of innovative projects in education. such as the Seti

Education for Rural Development (SERD) and the Primary Education Project (PEP).

intensive on-site inservice training has been emphasized. In both of these projects,

the strategy of Resource Centres and Cluster Schools has been utilized to provide

training to teachers in the project areas. The short duration training program is

organized by a Resource Person (RP) in the Resource Centre for the teachers of the

8-10 schools that belong to the school cluster.

The proposed strategies for training primary teachers include campus/training

centre based programs, regionalization of training programs with the Regional

Directorates of Education playing an effective role in training, vacation courses, and

mobile training units for districts where the proportion of trained teachers is

particularly low.

6.1.3 Structure

Teacher training programs are organized under two major institutions:

Tribhuvan University (T.U.) and the MOEC. The long-term inservice and

degree-oriented programs are conducted at the education campuses of T.V., whereas

the short-term inservice training is managed by different agencies under the MOEC.

At the very outset, it should be noted that as teachers are not required to

complete training before beginning their employment as teachers, inservice training,

either the long-term or the short-term, is their first opportunity to acquire basic

skills in teaching.

The preservice teacher education programs follow a 2+2+2 structure, after the

SLC, leading to the Proficiency Certificate in Education, Bachelor in Education, and

Masters in Education, respectively. The Proficiency Certificate in Education

program is designed to train lower-secondary school teachers, the B.Ed. to prepare

secondary teachers, and the MEd. to prepare teacher educators and specialists in

areas such as curriculum, evaluation, and educational administration. The major

purpose of these preservice programs is to prepare professionally trained educational

personnel for schools, education campuses, and other agencies. In addition, a

ten-month women's teacher training program is conducted for under-SLC girls
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recruited from rural and remote areas to prepare them for primary school teaching

in their respective villages. Some education campuses of T.U. provide five-month

primary teacher training programs for inservice teachers who have passed the SLC

(see Section 6. 1.4.1 for more detai Is).

These preservice programs are offered both to preservice students who come to

study on their own and to inservice teachers who are sent by the MOEC for longer

duration training.

The programs offered by T.U. through its education campuses are indicated

below:

Eastern Del'elopment Region
IIlam Campus
Dhankuta Multiple Campus

Siraha Multiple Campus

Central Del'elopment Region
Birgunj Multiple Campus
Tahachal Campus
Faculty of Education, Kirtipur
Sanothimi Campus, Bhaktapur
Education Campus, Kathmandu

Western Del'elopment Region
Gorkha Campus
Pokhara Multiple Campus

Butwal Multiple Campus

Mid-Western Del'elopment Region
Surkhet Campus

Jumla Campus

Programs
Proficiency Certificate in Education
REd., Proficiency Certificate in Education,

Women's Teacher Training program
Proficiency Certificate in Education

REd., Proficiency Certificate in Education
REd., Proficiency Certificate in Education
M.Ed., REd.
REd., Proficiency Certificate in Education
M.Ed., REd.

Proficiency Certificate in Education
REd., Proficiency Certificate in Education,

Women's Teacher Training program
Proficiency Certificate in Education

Women's Teacher Training Program,
Proficiency Certificate in Education

Women's Teacher Training Pro8ram

There is no education campus in the Far-Western Development Region. Out of

these thirteen campuses, five campuses offer programs at the proficiency certificate

-level. These campuses had one-year primary teacher training programs until 1981

when they were discontinued and replaced by a five-month package program for

training primary school teachers. The Jumla Campus conducts the women's teacher

training program only. The remaining seven campuses have the capacity to conduct

REd. programs. The M.Ed. program is offered at only two campuses.
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The shorter-duration inservice training programs and the ten-month Radio

Education Teacher Training (RETT) are organized by different agencies under the

MOEC. These programs are indicated below (see Section 6.1.4.2 for more details):

MOEC Projects

Primary Education Project

Seti Education for Rural Development

Radio Education Teacher Training

Science Education Development
Project

Programs

Short-term (1 Z days)

Short-term (21 days)

RETT-I 117 lessons broadcast over 10
months (pedagogy)

RETT-II 140 lessons broadcast over 10
months (content areas)

Science Master Teacher Training
(3 months)

6.1.4 Programs

Training programs for teachers can broadly be classified into two categories-

preservice and inservice programs. However, it should be noted that inservice

teachers are assigned to preservice degree-oriented programs by the MOEC.

6.1.4.1 Presenice Programs. The following preservice programs are organized

by T.U. education campuses: the Women's Teacher Training Program; the Proficiency

Certificate in Education; the Bachelor in Education; and the Masters in Education.

These are each described below:

I. Women's Teacher Training Program: This is a special non-credit

ten-month program started in 1971 to train girls recruited from rural and remote

areas, as well as from disadvantaged sections of the population, and send them back

to their villages as primary school teachers to raise girls' enrollment in primary

schools. It is anticipated that the presence of female teachers in rural schools will

encourage parents to send their daughters to primary schools. Hostel facilities and

monthly stipends are provided to all trainees. This programs is supported by a

network of eleven feeder hostels which provide opportunities for girls from

backward areas to complete their secondary schooling (called the upgrading program)

and later join the teacher training program. The Women's Teacher Training

Program is financially and technically assisted by UNICEF and NORAD (Norwegian

Agency for Development). This program is conducted at four education campuses:

Dhankuta, Pokhara, Surkhet, and Jumla.
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2. Proficiency Certificate in Education: This is a two-year program after

the SLC. Upon completion of this program, the candidate becomes eligible to teach

lower-secondary school. The trainee may specialize in any two subject areas from

among the general or vocational subjects taught at the lower-secondary Icvd.

3. Bachelor in Education: This is a two-year course, following the

Proficiency Certificate in Education or the Proficiency Certificate level studies in

Science and Social Sciences. After completing this course, the trainee is eligible to

become a secondary school teacher. A one-year REd. program is also offered to

other B.A. or RSc. graduates. In the two-year REd. program, the trainee may

specialize in two areas from the general or vocational subjects that are taught at

the secondary level. -

4. Masters in Education: This i:; a two-year program after the Bachelor in

Education. The trainee may specialize either in one of the professional education

areas, such as curriculum and evaluation, or educational administration, or may

specialize in one of the subject areas such as English, mathematics, and history.

This program is primarily for preparing teacher educators to staff the education

campuses.

Enrollment

The target and actual enrollment trend for the Women's Teacher Training

Program, from 1979-1985, are indicated in Table 6.1. The enrollment figures in the

Women's Teacher Training Program have all through these years been near the

target. The overall intake figure for the last seven years indicates that about 96

percent of the quota has been realized.

The enrollment patterns in teacher education programs that are conducted by

T.V. are indicated in Table 6.2. Enrollment in teacher education programs peaked in

1979 and 1980 (6,198 and 6,178 respectively) and declined thereafter mainly because

training was no longer compulsory for tenure in teaching and because of the con

sequent deemphasis on sending inservice teachers for training on the part of the

MOEC.
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Table 6.1

Target and Actual Enrollment of Women's Teacher Training Program

YEAR

1979 1980 1981 1982 1983 1984 1985

LOCATION TOTAL

T A T A T A A T A T A T A T A

Pokhara 90 72 80 71 80 84 80 69 90 90 100 90 90 77 610 553
Campus

Dhankuta 54 56 60 59 60 75 60 61 65 62 75 62 65 41 439 416
Campus

Surkhet 36 31 40 50 40 50 40 35 66 66 65 66 50 69 337 367
Campus

Jumla Campus 10 10 10 17 15 9 26 16 15 16 76 68

Total 160 159 180 180 190 219 190 182 236 227 266 234 220 203 1,462 1,404

Source: Education of Girls and Women in Nepal (CERID, 1986b).
The data for th',; year 1985 are collected from the Office of the Women's Education
Project, MOEC.

Note: T = Target; A = Actual
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Table 6.2

Enrollment in Teacher Education Programs (T.U.)

Proficiency Bachelor Masters
Low Certificate in in

Year Level in Education Education Education
Yr-I Yr-2 Yr-I Yr-2 Yr-I Yr-2 Total

1977 490 2,309 451 637 639 19 25 4,570

1978 964 2,239 333 981 351 13 3 4,884

1979 913 3,019 547 1,313 329 60 17 6,198

1980 953 2,482 800 1,115 682 103 43 6,178

1981 309 1,390 507 537 83 2,826

1982 253 665 1,863 551 397 91 50 3,870

1983 310 1,375 969 859 322 118 66 4,019

1984 69J 622 907 843 395 75 3,535

1985 416 817 959 120 862 171 62 3,407

~
1986 341 1,060 964 788 292 117 68 3,630

Total 3,642 15,978 8,300 7,207 4,806 692 492 43,117

Source: Planning Division, Tribhuvan University

Note: Low level training includes the ten-month Women's Teacher Training
Program and the five-month primary teacher training in which teachers
do not get university credits. The enrollment in these programs are
shown. here to indicate the total enrollment.
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Curriculum

The curriculum of preservice teacher education programs can be categorized

into three broad areas. These are general, professional, and specialization areas.

The details are indicated in Table 6.3. As this table indicates, the emphasis in the

Women's Teacher Training Program was on equipping women teachers with skills for

teaching and for organizing development related activities. Other preservice

programs were designed to provide a sound professional background and to develop

skills in teaching two subject areas taught at the school level. The content areas

and professional education courses are taught concurrently in these programs. The

two-subjects specialization is considered appropriate given that the sizes of the

lower secondary and secondary schools are small in Nepal. Trainees participate in

six-week-Iong practice teaching in cooperating schools at the end of the training

program.

Teacher Educators

With the expansion of teacher education programs in the 1970s, the number of

teacher educators increased considerably at the T.V. education campuses.

Concurrently, efforts were made to upgrade these newly recruited teacher educators

both academically and professionally through an in-country M.Ed. program and by

sending them to India and overseas for advanced studies. Still, the professional

status of teacher educators, as assessed in 1986 (T.V., 1986), is far below the

satisfactory level.

Out of 438 teacher educators, 230 have M.Ed's and other advanced training or

academic degrees (Ph.D.'s) related to their field of work. These teacher educators

are both qualified and trained. Another 104 teacher educators have M.A.s or M.Sc.s

in content areas which they have been teaching at education campuses. But they

have not participated in any professional training in relation to teacher training.

The remaining 121 teacher educators (approximately 28 percent) are under-qualified

(that is, they do not have an M.A. or MEd.), but they have received

longer-duration training in their fields of specialization. These teacher educators

are mainly concentrated in vocational areas.

The distribution and numbers of teacher educators at different education

campuses, as shown in Ta ble 6.4, is very discouraging. Most of the qualified and

trained teacher educators arc concentrated in four campuses within the Kathmandu

Valley with heavy concentration in the Faculty of Education, Kirtipur. The outlying

campuses such as IlIam, Siraha, Jumla, and Surkeht are very poorly!",': ffed.
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Table 6.3

Curricular Contents of Preservice Teacher Education Programs

\laIIen's Teacher
Training Progr.. Proficiency Certificate tache lor In Education t.ch.lor In Education ....t.ra In E~tlon
(10 Il1O. Non'Cr~lt) In Education <Two Years) CTwo Years) C~ year) 'Two T"a)

Full Full Full full full
Area Coorse TI tle "aries Course Tltl!! !!arks Course Title !!m1 Course TI tl!! I!!.W C9\lrU Iitl. !!I!!l

General 200 250
Nepsll 50 Nepali 100
Rural Developnent 50 English 100
Heme SCience 50 Nepal Study 50
Population and
Envlr~t Ed. 50

Professional 800 2()') 300 300 loOO
Education 100 Introductl on to Foundst Ion of F....-datlon of fcumtlon of
Teaching Nepali 100 Education 50 Education and Education and Eclucatlon 100
Teaching Englfsh 100 flewntary currlcuh.. Curr Icvh.. Leamll1ll Theory

Teaching !!ath 100 Educational Developoent 100 D..... lopment 100 and Evaluation 100
reaching Soc.St. 100 PsychoIOlIY 100
Teaching Science 100 Student Teaching 100 Educational Educational PractlC\AII 100
Health Education 50 PsycholOlJY 100 Psychoiovy 100 Ihnls or

Mts" Crafts Inaarch !!ethods 100
or 50 Student Teaching 100 Student Teaching 100 (or _ courae In

Physical Education specialization area)
Practice Teaching 100

Specialization 700 800 200 loOO
Any two slbject Any tllO aubjects ,,,,, coursn Any _ of profea-

areas taught at fl"Olll,_ralor free !!ethods of Iional «lICation or

Iower' secondary vocational albjects Taachlng (e.,•• albject description
1.....1 (e.,.Engll 'h) uught at secondary Teaching Math In (e.g•• English)

lev.l (•• , ••Engl IIh) Secondary School) 100

Engl ish Structur. 100 Introduction to Ttachlng Science Phonetici WId

Speech and Oral LIngul atlcs 100 In secondary Ph_logy 100

English 100 leedlng .. IIrl tfng 100 School 100 Slntactlc Thaory 100

Reeding .. IIrltlng 100 Intro. English Af:iptled Llngulatlcs 100

!!ethods of Teach- LI tc·ratur. 100 I.achlng Engtlsh as
Ing Engllah 50 M.thods of T.ach- • forsl," Language 100

Illfl El1lIlIsh 100

Sourc.: Cours.. of Study for Different Ta.char Education Progr_. I.U. Instltuta of Education. 1980.
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Table 6.4

Status of Teacher Educators in Different Education Campuses (1987)

Aaaiatant Aniatant
Campua Inatructor In.tructor Lecturer Lecturer Reader Proreaor Total

Temp Perm Temp Perm Temp Perm Temp Perm

1. IlIam 1 6 1 9 16

2. Dhankuta 2 3 10 8 1 24

3. Siraha 6 3 9

4. BiriWlj 2 2 8 15 7 1 36

6. Faculty of 3 6 22 48 23 10 112

Education,
Kirtipur

6. Tahachal 9 19 18 1 47

7. Sanothimi 6 II 6 42 14 1 76

8. Education 3 10 5 19

Campul

9. Gorkha 2 1 6 6 1 16

10. Pokhara 1 2 12 16 8 38

11. Butwal 1 3 1 6 14 3 28

12. Surkhet 1 1 10 3 1 16

13. Jumla 1 4 1 6

Total 432

Source: Personnel Administration Division, Tribhuvan University.
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Consequently, the standard of teaching varies widely among the campuses.

Moreover, there is a shortage of teacher educators in areas such as science

education, mathematics education, and English language education.

Instructional Facilities

The instructional facilities at the education campuses did not keep pace with

the increasing number of trainees and faculty members. Between 1974-1975 and

1978-1979, some physical facilities were constructed at some campuses. Since then

only repair of existing facilities has been done. Development of physical facilities

has been suspended at present. although there are pressing needs for more and

better physical facilities at some campuses. The expenditure pattern on teacher

education for FY 1985-1986 reveals 98.42 percent for recurrent and only 1.58

percent for capital expenditures. With salary and wages requiring about 82 percent

of the ex,enditure. very little remains for improving the instructional facilities.

Consequently, the development of training materials and field-oriented activities was

gradually reduced due to the lack of funds.

In ternal Efficiency

The intake and output figures of the Women's Teacher Training Program for

1979-1984 are given in Table 6.5. In these six years 603 trainees passed of a total

intake of 1.024. Thus. the efficiency ratio of the Women's Teacher Training

Program is about sixty percent. The drop-out rate is about four percent. An

encouraging fact is that the pass percentage in the Women's Teacher Training

Program has increased from a low of 32 percent in 1979 to a high of 87 percent in

1984. The flow of trainees in the different teacher education programs is shown in

Table 6.6.

The crude progression rates exhibit substantial variability from 1978 to 1986.

During this period, the average progression rate for the Proficiency Certificate in

Education was about 55 percent. Data collected from Tahachal Campus indicate that

during the period 1983-1987, out of 790 students enrolled in the first year, 649

students progressed to the second year. This indicates a crude progression rate of

82 percent. This finding suggests that progression rates may vary widely from one

campus to another.
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Table 6.5

Retention and Pass Figures in the Women's Teacher Training Program

Dhankuta Pokhara Surkhet Total

Appeared Appeared Appeared Appeared
in End of in End of in End of in End of

fur- Intake Year Exam Pasl Intake Year Exam f!!! I!!!ili Year EX"'al r~! Intake Year Exam Pasa

1979/80 59 59 8 73 73 35 31 31 9 163 163 52

1980/81 59 59 31 71 61 27 .9 179 128 58

1981/82 75 75 55 8. 8. .6 .9 .9 159 208 150

1982/83 61 53 18 69 57 26 50 60 25 180 160 69

1983/84 62 67 48 90 86 76 36 32 15 187 lU 139

1984/86 .21 90 86 76 66 66 60 166 150 136

Total 316 303 160 477 446 286 231 227 158 1,02. 975 603

Source: Education of Girls and Women in Nepal (CERID, 1986b).

INot counted in the total intake because of their not having completed the course
when the data were collected.
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Table 6.6

Flow of Trainees in Different

Teacher Education Programs

Proficiency
Certificate in

Year Education B. Ed. MEd.

Yr-I Yr-2 Yr-l Yr-2 Yr-l Yr-2

1971 2,309 451 637 639 19 25
1978 2,239 333 981 351 13 3
1979 3,019 547 1,313 329 60 17
1980 2,482 800 1,115 682 103 43
1981 1,390 507 537 83
1982 665 1,863 551 397 91 50
1983 1,375 969 859 322 118 66
1984 622 907 843 395 75
1985 817 959 120 862 171 62
1986 1,060 964 788 292 117 68

Source: Planning Division, Tribhuvan University

As the enrollment data for the REd. program include both the one-year and

the two-year programs, it is not meaningful to estimate the progression rates from

the total enrollment. Data available from the T.U. Planning Division for five

Education Campuses for three years (1982-1984) show that 707 students have

continued to the second year out of the total 909 students. which indicates an

average progression rate of 79 percent. For the MEd. program. the average

progression rate is 88 percent.

The enrollment and outflow of different teacher education programs are shown

in Table 6.7. The data in Table 6.7 are fragmentary and at best can only be used

to roughly estimate the outflow from different teacher education programs. The

Proficiency Certificate in Education and thc Masters in Education are of two ycar's

duration each. As such. the outflow in any given year could be compared to

one-half of the enrollment two years earlier for a rough approximation of the

completion rate. The Bachelor in Education program is of two types - onc-year and

two-year durations. So, the outflow of the B.Ed. program could be compared with

70 percent of the enrollment two years earlier to estimate the completion rate.
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Table 6.7

Teacher Education Programs, Enrollment, and Outflow:

1977 - 1987

Proficiency Certificate Bachelor in Education Master in Education

Year Enrollment Outflow Enrollment Outflow Enrollment Outflow

1977 2,309 856 637 622 19 24
1978 2,239 766 981 857 13 4
1979 3,019 1,041 1,313 719 60 17
1980 2,482 390 1,115 733 103 49
1981 1,390 423 NA 716 NA 11
1982 665 42 551 67 91 3
1983 1,375 702 859 NA 118 7
1984 622 31 843 NA NA NA
1985 817 NA 120 NA 171 NA
1986 1,060 NA 788 NA 117 NA

Source: Planning Division, Tribhuvan University

Over the period from 1979 to 1984, 2,629 students completed the Proficiency

Certificate program. Compared to one-half of the enrollments over the period two

years earlier, i.e., from 1977 to 1981, of 6,112 the crude completion rate is

estimated to be 43 percent. For the Bachelor's program, 2,235 students completed

from 1979·1984 which, compared to the enrollment over the period 1977-1982 of

4,597, 70 percent of which would be 3,218, indicates a completion rate of 70

percent.

For the Master's program, for which there are some gaps in the data, the

outflow of 87 graduates from 1979·1983 compared to the enrollments of 286 from

1977 to 1982 suggest a crude completion rate of (87/143...) 60.8 percent.

Relevance and Impact

The Women's Teacher Training Program has had a positive impact on increasing

girls' enrollment and on developing positive attitudes among rural people toward

female education (CERID, 1986b). The CERID study also revealed that the

performance of women primary teachers was found to be satisfactory. In addition,

they have served as "role models" in rural communities, contributing to the welfare

of the family as well as that of the community.
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No systematic mechanism exists to determine the relevance and impact of

teacher education programs. The Board of the Education Faculty annually reviews

the relevance of contents of different programs and makes necessary adjustments.

These reviews have led to periodic reforms in teacher education curricula.

However, the complaint remains that teacher education programs are too theoretical

and academic.

Few studies have attempted to assess the impact of teacher education

programs. A study on the effectiveness of the B.Ed. program at one of the

Education Campuses in Kathmandu indicated that students of schools with trained

teachers performed better at the SLC examination than students of schools which

had no trained teachers (Shrestha & Malia, 1982). A high percentage of trained

teachers stated that they believe their training had improved their teaching behavior

and that they had tried to use some of the techniques learned in the training. A

majority of the responding headmasters appreciated the sense of regularity,

cleanliness, and smartness of their teachers that were trained at the campus.

However, they were not satisfied with the skill level of their trained teachers in

preparing lesson plans and in making adequate use of instructional materials.

Another study conducted by CERIO (1984) on the performance and attitudes of

trained and untrained teachers showed that trained science teachers adopted more

indirect methods of teaching, which involve active student participation, than

untrained ones. The difference in the use of indirect teaching was not significant

between trained and untrained primary teachers. In other subject areas, the

attitudes of trained teachers were significantly more positive than those of

untrained teachers with respect to use of diffe.rent teaching techniques, use of

questioning, evaluating pupil progress, caring for individual differences on the basis

of needs and interests of students, and promoting student participation in classroom

activities. The study also noted several restricting factors, such as lack of

instructional materials, large class size, and heavy workloads, that hindered trained

teachers from playing their professional roles efficiently.

Summary of Preservlce Programs

Considerable progress has been made in establishing education campuses in

different parts of the nation and in organizing different levels of preservice teacher

education programs. However, the preservice programs have remained theoretical

and academic. The T.V. Faculty of Education has 432 professional staff, but the

appropriate distribution and placement of teacher educators have not taken place.
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Due to limited budgetary allocations, the instructional resources have remained

inadequate at all education campus. The internal efficiency of preservice programs

is less than satisfactory and the impact of trained teachers on schools is less than

expected. Thus, there is a need for increasing instructional resources at education

campuses to provide practical and relevant training programs to the preservice

teachers. Only then will the internal efficiency and the impact of the training

programs be improved.

6.1.4.2 Ioservice Programs. There are five major inservice teacher training

programs that are described below. These are the following: the Five-month

Package Program; the Radio Education Teacher Training Project; the Seti Education

for Rural Development Project; the Primary Education Project; and the Science

Education Project.

The five-month package program is conducted by T.U. and the remaining

inservice programs are managed under different projects. In addition, Regional

Directorates of Education and the District Education Offices conduct short-term

seminars and workshops for teachers. However, these are conducted only

occasionally and do not follow a regular pattern. Thus, these programs are not

dealt with here.

I. The Five-Month Package Program: This is a special non-credit program

for primary school teachers selected by the MOEC. The emphasis is on skills

needed for teaching primary school subjects. A similar five-month program is also

conducted for lower-secondary school teachers of science, English, and mathematics.

This program is offered at selected education campuses. During the present

academic session, this program is given at Surkhet, Butwal, Sanothimi, and Tahachal

Campuses.

2. The Radio Education Teacher Training (RETT) Project: This USAID-

sponsored project was designed to increase access to training by rural and remote

area teachers. Training was delivered via regular radio broadcasts (165 hours)

supported by self-instructional materials (four textbooks). In August 1980, 117

teachers in five pilot sites were selected and given an orientation for their

participation in the first experimental year. This RETT I was designed to provide

professional training to under-SLC primary school teachers. RETT II was begun in

1984 with the goal of developing a radio course in English, mathematics, science and

Nepali, the four subjects causing the most SLC failures. In 1986, 117 twenty-minute
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English language lessons were pilot-tested with 171 teachers in five districts. A

revised version of this series is scheduled to be broadcast to over 400 teachers in

10 districts during 1987.2

3. The Setl Education for Rural Development (SERD) Project: The SERD

project is an undertaking launched by His Majesty's Government of Nepal with

support of UNDP. UNESCO. and UNICEF in 1982 in the Seti Zone. which is one of

the most backward regions of the country. Consistent with the philosophy of this

project to make education support rural development. the SERD project developed a

practical training program with a focus on instructional improvement and linking

scheol activities with rural development. The project organized a 21-day training

program for primary school teachers followed by a 7-day refresher training program

in the succeeding year. Selected teachers were also provided with a 12-day health

training program. A variety of other training programs for Headmasters. School

Management Committee members. and adult education teachers were provided under

the project. Most of the training was organized in Resources Centre schools. which

are leading schools in clusters of 8-12 schools. The best teachers are awarded with

a ten-month training opportunity at the project headquarters.

4. The Primary Education Project (PEP): This project began in September

1984 with an IDA credit of US $12.78 million and UNICEF technical assistance. The

goal is to achieve low-cost qualitative improvement in primary education by means

of teacher training. provision of supplementary materials. and a support system

including regular supervision of classroom instruction. The training of tcachers is

done by the Primary Supervision and Training Unit (PSTU) at the Curriculum.

Textbook and Supervision Development Centre (CTSDC) of the MOEC. Primary

school teachers are given a 12-day training program followed by 10-day and 9-day

refresher training programs in succeeding years.

The training program is conducted at Resource Centre schools. The design of

the PEP visualized the clustering of groups of 7-14 schools within a maximum

walking distance of three hours from a centrally located school. The individual

school unit in the cluster is called a satellite school and the central school is called

the Resource Centre (RC). The RC is conceived as the central vcnue for most of

the project activities such as teacher training. supervision, and the supply of

educational materials to the schools in a cluster.

2Efforts are underway to direct RETT and other project-based training
programs toward training inservice teachers who have passed the SLC.
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Twenty-five

1,000 science

will receive

The PEP followed a cascade system of teacher training. The PSTU staff (eight

in the PSTU and another seven in the Primary Materials Unit) were trained by

UNICEF advisors and local experts. These trained individuals now organize training

for Resource Persons (RPs) who, in turn, conduct training programs for teachers in

the Resource Centre. In 1985, the PSTU staff conducted six-week training programs

for 24 RPs from 24 school clusters established in the same year in six of the 7S

districts in the country (four in each district). These RPs conducted 12-day

training programs for primary school teachers in their respective school clusters.

The RPs also organized two-day seminars for the Headmasters and School

Management Committee members of the schools in the cluster.

S. The Science Education Project: The Science Education Project is a

six-year project (1984-1989) funded by the Asian Development Bank and His

Majesty's Government. The technical assistance is provided by UNDP with UNESCO

as the implementing agency. The project is designed to improve the quality of

science and mathematics education in Grades 6-10 of secondary schools by setting

up a network of science and mathematics resource centers called SEDUs (Science

Education Development Units). Twenty-five SEDUs are planned to be established

which will be staffed by Science Master Teachers (SMTs). These SMTs will be

responsible for organizing and conducting inservice training programs at the SEDU.

The project also supports some campuses of Tribhuvan University to increase the

output of science and mathematics teachers. Two-year in-country fellowships are

available for 1,020 students to study for the Certificate in Science or science

education, or for a B.Ed. specializing in science education.

A group of 3S SMTs was trained for three months in 1987.

SEDUs have been established in different parts of the country. About

teachers and 450 mathematics teachers from 700 secondary schools

four-week training at the SEDUs between 1987 and 1989.

Enrollment

The target and actual enrollment of five-month inservice primary and

lower-secondary training are shown in Table 6.8. The trend clearly indicates a

reduced emphasis on longer-duration inservice training. Even with a decreasing

quota allocation, the actual enrollment has fallen behind the target by more than

fifty percent at the primary teacher training level (1984-1986) and by about sixty

percent at the lower secondary teacher training level.
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Table 6.8

Target and Actual Enrollment In the Five-Month Package Program

5-Month Primary 5-Month Lower Secondary
Year Teacher Training Teacher Training

Target Enrollment Target Enrollment

1982 2,800 600 240
1983 2,800 600 150
1984 510 165 135 44
1985 510 391 135 44
1986 575 225 135 75

The RETT I project had a target of enrolling 1,000 teachers the first year

(1981) and then 2,500 teachers per year until the need for qualified under-SLC-pass

teachers would be met. By 1985, RETT I had enrolled 5,593 teachers in its ten

month program of five one-hour broadcasts per week. The RETT II project has

completed pilot-testing 117 twenty-minute English language lessons with 171

teachers in five districts in 1986. A revised version of this series was planned to

be broadcast to over 400 teachers in 10 districts in 1987.

The SERD project provided 21-day training to 720 teachers by the end of 1986.

Four hundred and five of these teachers have received second cycle seven-day

refresher training. In addition, 307 teachers have received 35-day adult teacher

training and another 105 have participated in the 35-day Cheli Beti (out-of-school

girls) teacher training by the end of 1986. During this period, 114 teachers

participated in the 12-day Health Training course.

Under the Primary Education Project, 532 teachers received 12-day training in

1985 and these teachers also participated in ten-day second cycle training in 1986.

The number of teachers who participated in 12-day training in 1986 was 458. In

addition, two-day orientation seminars are organized for the Headmasters and the

Chairmen of School Management Committees.
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Curriculum

The inservice training programs have emphasized the acquisition of teaching

skills. The shorter-duration programs have focused on specific skills and on the use

of project generated materials. The course outlines for the five different inservice

programs are shown in Table 6.9. Obviously, the project-sponsored training pro

grams have focussed on skills and materials that are immediately applicable to

classroom situations. Further, the ~~RD training program has also included some

development components such as afforestation.

Teacher Trainers

The campus teachers who conduct five-mO!~th programs have learned much from

experience, but most of them are not specifically trained to conduct training

courses. The status of these teachers indicates that most of them are M.ED.s and

thus qualified for their jobs. However, these teacher educatr,rs need til be up-dated

in training methodologies and exposed to the realities of the school dtuation. On

the other hand, the experienced and qualified staff are concentrated in :h~ Kirtipur

Campus.

The RETT professional staff who write radio scripts and prepare self

instructional materials are inadequately trained to do these highly tt:chnical jobs and

they lack a strong foundation in the pedagogical aspects of trair-ing. Some of the

staff have recently completed their professional training abroad.

The SERD project has mostly B.Ed.s with some teaching experience and/or

experience as a school supervisor. They lack both specialized training and

experience in teacher training.

The Primary Education Project has a pool of experienced staff (seven .1t the

PMU and eight at PSTU). About one-third of these staff have a Master's degree in

education and the rest have REd.s only. Only a few of them have experience in

teacher training.

The Science Education Project is staffed by four science specialists, two

mathematics specialists, and one English specialist. These specialists have Master's

degrees and experience with curriculum development and teacher training. There

are four expatriate technical advisors working on the project.

In all of these projects, most of the staff are recruited internally from

Regicnal Directorates of Education, from District Education Offices, and from other

departments of the MOEC. Some :lre recruited by open competition. The practice

of recruiting experienced teacher educators from Tribhuvan University is almost

non-existent.
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Table 1..1.9

Curricular Contents of Different Inservice Programs

Five-Month Primary
Teacher Training

Education 100
teaching Nepali 100
teaching Math 100
Teaching Social

Studies 100
T.achlng Science 100
Teaching English 100
Health (First Ald)'-

(30 hours of
Practical Instruction)

Fhe-Month Lower
Sl!~onaary Teacher

Training
(Any One of EngII sh

Science I Hath)

Method I (Theory)
Method II (Practical)
Probability I Stat.
Moclern Math
Ceometry

100
100
100
100
100

Radio Education
Teacher Training I

Education
Teaching Nepali
Teaching Maths
Teaching Social

Studies

SEll Education
for Rural Developnent

(21-Day Training)

First \leek
Intro to the Project
Use of Blackboard
;!ethods:
- •Quest ion/Answer
-'Dlscusslon
- 'Story Tel tlng
- 'Demonstratlon
- 'Role Play
-'Exerclse
Use of Stick Figures
Teaching/Learning

Materials

Prl.. f EcU:atlon
Project

(21'Day Training)

Intro to the Project
Lesson Planning
Preparation and Uae of

Instructional Mat.rlala
Teaching Nepali
Teaching Social nudlec
Teach Ing Mea I th
Teaching Maths
Preparation of Lessons

and Related Materials
Integrated Teaching
Practice Teaching

Second \leek
Preparation of Lessuo
Plans, Model Lessons
and Related Materiels
In Nepali, Social Studies,
Heal th Education, I Maths

Third \leek
Practice Te;\chlng

Sources: 1. Courses of studv for five-month packa:;e program. Institute of Education, Trlbhuvan University, 1981.
2. Course outllrtes collected from related projects.
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Instructional Facilities

The project-sponsored training programs heve more instructional facilities than

the campus-based programs. The RETT I project distributed radio sets and

self-learning materials to the trainees. Both SERD and PEP provide teacher's guides

and sets of teaching materials to the trainees. Detailed planning and significant

preparatory activities take place before conducting inservice training programs. The

Science Education Project has developed teacher's guides in science and mathematics

and also plans to distribute science equipment to the participating schools.

Internal Efficiency

The percentage of successful candidates in the five-month program is about 90

percent. In RETT I, about fifty percent of the teachers have passed the final

examination. In both SERD and PEP, since training has been made compulsory for

selected teachers of project schools, the internal efficiency has remained high.

Relevance and Impact

Although the five-month program is specially designed to increase the number

of trained primary school teachers, the output has been low and has been

decreasing over the last few years. No systematic evaluation has been done to

determine the impact of this program on the instructional standards of primary

schools.

The evaluative study of RETT I (Butterworth, et at, 1983) has revealed that

RETT has successfully reached the target group of untrained rural primary school

teachers. RETT seems to have some impact on teachers' knowledge of education

and subject areas in the primary school curriculum. However, it seems to have less

of an impact on their teaching techniques. The study noted that the impact of

RETT was constrained by implementation problems and the lack of institutional

support to the project.

The evaluation study of RETT II (Shaw, et at, 1987) recommended that the

Radio Education Division (RED) should direct its programming at a larger audience,

including all SLC-passed teachers. The team further recommended that the RED

should administratively evolve into an independent Distance Education Center,

servicing all of the radio education needs of the MOEC.
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The evaluative study of SERD (CERID, 1986) revealed that the 21-day inservice

training supported by regular supervision has had some positive impact on classroom

teaching. The trained teachers repo~ led that the level of their classroom teaching

improved greatly in terms of bcttcr student activities, use of more teaching aids,

and higher motivational levels among the students. However, class observations by

the evaluation team showed 'ltat the class instruction was still dominated by the

teachers talking, indicating the need for focussing training on the techniques that

lead to students' active participation and learning. The integration of instructional

and rural development components into teacher training is appropriate in the

Nepalese context and a significant achievement of the SERD project.

The evaluative study of PEP (CERID, 1986a) indicated that the 12-day teachers'

training proved to be effective in changing the traditional approache:: to teaching

and encouraging a wider range of teaching behavior. Thc two major areas of the

training which have becn helpful to the project school teachers, and which they

have put into practice, are preparation and use of instructional materials and use of

varied teaching methods. One distinct outcome of the training program has bcen

the adoption of grade tcaching in eady primary grades by most of the teachers.

The evaluation team also observed that classroom managemcnt, display of

instructional materials, cleanliness of the classrooms, and student discipline had

improved, particularly in those schools where grade teaching had been adopted.

Several trained teachers noted that hcavy teaching loads, large class sizes,

inadequate knowledge and skills, and lack of funds are serious constraints

preventing them from applying what they werc taught. They also made a number of

suggestions to improve the program and rcquested a longer-duration training.

Instructional Improl'ement in the Primary School Project

This project was conducted by CERID for a three-year period (1982-84) in

three schools in each of two districts, Kaski and Dhanusha. The results have amply

demonstrated a positive effect for a three-way approach. This has involved

intensive teacher preparation requiring their participation in the design and

development of materials, provision of supplementary materials for students, and

parental involvement in children's education. This has improved students'

achievement levels and those aspects of school culture that promotc active student

participation in learning.
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6.1.5. Capacity

The annual capacity of various preservice and inservice programs, based on the

past enrollments cited above, are summarized as follows:

l.

Presenice Programs Capacity Location
Women's Teacher Training Program 300- 350 Five education campuses

(lO-month under-SLC training)
Proficiency Certificate in

education 1,300-1,400 Ten education campuses
Bachelor in Education 800-1,000 Six education campuses
Masters in Education 80- 120 Two education campuses

Inservice Programs
Five-month primary teacher

training 900-1,200 Four education campuses
Five-month lower-secondary

training 150- 250 Four education campuses
Radio Education Teacher

Training 1,000-1,500 Nationwide
Seti Education for Rural

Development 300- 400 Five districts of Seti Zone
Primary Education Project 500- 900 Six districts
Science Education Project 500- 750 25 SEDUs

6.1.6 Teacher Requirements Projections

Of 51,266 teachers in 1985, only about thirty-two percent were trained. Thus,

there was a huge backlog of about 35,000 untrained teachers. In order to achieve

universal primary education by the year 2000 A.D., the number of teachers required

to staff primary schools and the number of teachers to be trained are shown in

Table 6.10.

The primary teacher requirements presented in Chapter 2 are slightly higher

(91,575 compared to 88,565) than the figure in Table 6.10. The number of teachers

to be trained is synchronized with the Five-Year Development Plans. Thus, the

number of teachers to be trained is quite high within the remaining three years of

the current Seventh Plan. Considering the total teacher requirements, 4,905

teachers need to be trained each year which includes 2,036 teachers who are already

in schools and 2,869 preservice teachers.
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Table 6.10

Primary Teacher Requirements

Number of Teachers to be Trained
Total Number

Year of Teachers Old New Total

1988 58,977 2,036 6,079 8,115
1989 64,241 2,036 6,079 8,115
1990 69,505 2,036 6,079 8,115
1991 72,017 2,036 2,512 4,548
1992 74,529 2,036 2,512 4,548
1993 77,041 2,036 2,512 4,548
1994 79,553 2,036 2,512 4,548
1995 82,065 2,036 2,512 4,548
1996 83,365 2,036 1,300 3,336
1997 84,665 2,036 1,300 3,336
1998 85,965 2,036 1,300 3,336
1999 87,265 2,036 1,300 3,336
2000 88,565 2,036 1,300 ~
Total 63,765

Source: Programs to Fulfill Basic Needs in Education. MOEC, 1987

In 1985, of the 11,120 lower-set;ondary and 7,242 secondary school teachers,

about 46 percent were trained. The teachers required for secondary schools and

their training requirements are shown in Table 6.11. About 2,085 teachers need to

be trained each year. This includes 774 teachers who are already working in

secondary schools and 1,311 preservice teachers. As the policy of adopting

five-year secondary education has already been made, the secondary teacher

requirements are shown in one column, including both lower-secondary and

secondary teachers.

f..l.7 Costs and Financing

The unit cost per student of the teacher education programs conducted by

Tribhuvan University is shown in Table 6.12. From 1977 to 1986 the average unit

cost per student year was Rs 3,580 and the average per graduate cycle cost was Rs

7,865. The average unit cost per student is gradually increasing and was Rs 5,630

per student for 1986.
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Table 6.11

Secondary Teacher llequirements

Number of Teachers
Year Number of Teachers to be Trained

Lower
Secondary Secondary Total Old New Total

1988 14,185 8,962 23,147 774 1,311 2,085
1989 15,384 9,642 25,026 774 1,311 2,085
1990 16,479 10,481 26,951 774 1,311 2,085
1991 17,205 11,350 28,555 774 1,311 2,085
1992 17,563 12,232 39,795 774 1,311 2,085

0IIli 1993 17,838 12,962 30,800 774 1,311 2,085
1994 18,263 13,475 31,738 774 1,311 2,085
1995 18,886 13,821 32,707 774 1,311 2,085
1996 19,623 14,133 33,756 774 1,311 2,085
1997 20,361 14,521 34,882 774 1,311 2,085
1998 21,044 15,010 36,054 774 1,311 2,085
1999 21,687 15,557 37,244 774 1,311 2,085
2000 22,342 16,109 38,451 774 1,311 ~
Total 27,105

The unit trainee costs for the different inservice primary teacher training

programs are indicated in Table 6.13. These data show that the unit cost per

trainee per day ranges from Rs 24.06 to Rs 46.65. Since the programs vary in

duration, size, content, and approach, it is not possible to make a meaningful

comparative analysis of the unit cost of different inservice programs. Neither is a

cost effectiveness analysis of inservice programs currently feasible, as data on the

effects of different programs on students' achievement level are not available.

Furthermore, all inservice programs are at formative stages of evolving into

practical and relevant training programs that can be effective in the Nepalese

context.

Table 6.14 presents the allocation of public expenditures for education and the

share for teacher education for the period 1977·1985. The decreasing amount of

financial resources allocated to teacher education has a detrimental effect on the

quality and consolidation of training programs conducted by education campuses of

Tribhuvan University.
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Table 6.12

Teacher Education Programs: Cost per Student and per Graduate

Year Total Public Cost per
Enrollment Expenditure Student

(in '000 Rs)

1977 4,570 11,969 2,619
1978 4,884 13,744 2,814
1979 6,198 13,889 2,241
1980 6,178 12,266 1,985
1981 2,826 14,359 5,081
1982 3,870 14,592 3,771
1983 4,019 15,574 3,875
1984 3,535 18,745 5,302
1985 3,407 18,790 5,515
1986 JMQ 20.436 ~

Total 43,117 154,364 3,580

Source: 1. Planning Division, Tribhuvan University
2. A Survey 01 Teacher Education in Nepal (T.U., 1986)

Table 6.13

Unit Cost of Primary Teacher Training

Unit Cost Unit Cost
per Trainee per Trainee

Program (Rs) per day

1. Five-month Training Program 3,609 24.06
(Sanothimi Campus)

2. Seti Education for Rural 980 46.65
Development Project (21-day)

3. Primary Education Project 436 36.33
(21-day)

4. RETT Project (lO-month)
Per Enrollee 2,494 8.31
Examination Candidate 2,797 9.32
Passing Trainee 8,589 28.63

Source: Training cost data from related projects
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Table 6.14

Proportion for Teacher Education

of Total for Education Sector

(Rs x 1,000)

I

Year

1977
1978
1979
1980
1981
1982
1983
1984
1985

Expenditures
on Educa tion

270,331
315,342
330,580
384,232
534,849
734,000
815,708
838,671

1,240,717

Expenditures on
Teacher Education

11,969
13,744
13,889
12,266
14,359
14,592
15,574
18,749
18,790

% Share for
Teacher Education

4.43
4.36
4.20
3.19
2.68
1.99
1.91
2.24
1.51

Source:

Note:

A Survey of Teacher Education ill Nepal (T.U., 1986)

The expenditure for teacher training incurred by the MOEC is not
included in the above figures.

6.2 ANALYSIS

On the basis of information provided in the preceding section on status,

teacher training needs and plans, as well constraints and issues relating to teacher

education, are now presented.

6.2.1 Needs

The capacity of training institutions and on-going inservice programs is far

below what is needed to meet the requirements for trained teachers. To achieve

universal primary education (UPE) by the year 2000 A.D., there is a need to train

about 5,000 teachers per year. The present capacity of the T.U. education campuses

and two projects (PEP and SERD) can train only about 2,000 teachers each year.

The RETT program can cover about 1,000 teachers a year but this should be

increased.

Given the current pace of training, the project-based inservice training can

hardly train all the teachers in the project districts. These projects usually recruit

only two teachers from schools of a cluster. Thus, the PEP will address only 65

percent of 5,852 teachers in six districts and the SERD will cover about 60 percent

of the teachers with their training programs. Moreover, there is a need for linking

and integrating short-term inservice training with the minimum essential (five

month) training planned for a primary school teacher.
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Not only is the quantitativ~ expansion of teacher education called for to

achieve UPE by the year 2000 A.D., but also there is a need to raise the relevance

and quality of teacher training programs. For this, the existing teacher training

curricula should be revised to include practical and relevant content and methods.

The facilities in the education campuses should be considerably upgraded to support

these changes.

Various training programs of different agencies and under different projects

can potentially contribute to the evolution of a practical and relevant training

program. But there is no coordination among these programs. Thus, there is a

need for coordination and a more unified direction for teacher education.

At present, there is a shortage of trained English, science, and mathematics

teachers. The capacity of the education campuses to produce those teachers is very

limited. Thus, there is an urgent need to prepare competent teacher educators, and

to increase financial resources to train science, mathematics, and English teachers.

Finally, there is a need to specify clearly the roles of preservice and inservice

programs. There is as much a need for preparing preservice teachers before they

en ter teaching as for training inservice teachers.

6.2.2 Plans

The inclusion of a teacher training component in the programs to fulfill basic

needs in education is a significant step in the right direction. Teacher training is a

critical factor that will help reduce wastage in primary education and raise its

effectiveness. The proposals to create regional and district level structures to

provide practical and on-the-spot training represent a sound approach.

The Seventh Plan (1985-1990) has modest quantitative targets and emphasizes

qualitative aspects of the teacher training program. The plan has also emphasized

the consolidation of efforts to provide teacher training through radio.

Tribhuvan University has reduced its enrollment targets for education campuses

because of the fewer numbers of inservice students who are sent for training by the

MOEe. The Faculty of Education is in the process of establishing a Department of

Primary Education to promote research and development of practical programs to

train primary school teachers. In addition, this department will provide special

courses for primary teacher educators.

Various projects, such as SERD, PEP, and SEDC, have developed their own

teacher training plans without consultation with other agencies. Thus, there is no

comprehensive plan for integrating these different training programs. This

represents a very inefficient use of scarce resources.
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Finally, there are no plans for producing teacher trainers and for providing

support services to trained teachers when they start teaching. Both of these needs

have to be met for the nation to have the capacity for producing a continuing

supply of trained teachers.

6.2.3 Constraints

The major constraints in the teacher education sub-sector can be grouped

under the foHowing six headings, which are briefly discussed immediately following

their listing:

I. Lack of clear direction

2. Lack of clarity with resp~ct to programmatic components and training
modalities

3. Lack of competent teacher educators

4. Lack of a distinct and separate administrative structure

5. Lack of incentives for training due to waiving of compulsory teacher
training

6. Decreasing budgetary allocations

I. Clear Direction. There is no clear and consistent commitment to teacher

training. In principle, nobody denies the importance of teacher training. In

practice, when it comes to allocation of adequate resources and provision of

manpower, teacher training is the first item to be cut. The 1971 policy that made

training compulsory for tenure was reversed in 1980. There is also a lack of clarity

with respect to the nature and direction of preservice and inservice teacher training

programs. The MOEC emphasizes inservice training only. But, if preservice

preparation is not given due consideration, the quality of education may suffer in

the long run.

2. Programmatic Components and Training Modalities. Each project or

agency develops its individual curriculum and training materials, and promotes its'

own modalities. There is no clear agreement about the minimum knowledge and

skills necessary for effective teaching and the most effective way to impart them.

Thus, there is no standard approach and format for teacher training.
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3. Teacher Educators. During the development phase of teacher education

(l960s and 1970s), most faculty members were trained abroad. At present, :here is

no plan for producing the needed numbers of competent teacher educators,

particularly at the primary level. There is thus a shortage of competent teacher

educators at education campuses and this shortage will become more serious over

time if this problem is not addressed. Even in projects with strong training

components, the staff do not have sufficient background and training in teacher

education. This lack of appropriately qualified and adequately trained manpower is

a serious constraint to the quantitative expansion and qualitative improvement in

teacher education.

4. Administrathe Structure. Under the MOEC, there are at least four

agencies conducting teacher training (PEP, SERD, RETT, and SEDC). The work of

these agencies has not been fully utilized because of a virtual absence of

coordination. Although there is a training section in the Education Administration

Division of the MOEC, the efforts and directions of different training programs are

nevertheless not effectively coordinated or monitored.3 At Tribhuvan University,

more than half of the thirteen education campuses are under multiple campus

adminstration, where the campus chief is from a discipline other than education. At

these campuses, education is treated as a subject in humanities or social science

which does not require practical preparation and experience in the classroom. Thus,

teacher training has become more academic and isolated from the realities of the

classroom situation. There is no administrative mechanism to coordinate and direct

the efforts of the different education campuses. Thus, there is no separate

administrative structure for teacher training either at the MOEC or Tribhuvan

University.

5. Incentives for Teacher Training. After the 1981 waiving of compulsory

training for tcnure in teaching, the popularity of teacher training has diminished

considerably. The MOEC has recently decided to adopt a four-tier promotional

system in primary school teaching. Teacher promotion will be based on training and

job performance as evaluated by district school inspectors. It is anticipated that

this measure will attract teachcrs to training.

SA coordination committee recently has been constituted to bring about
coordination among different agencies.
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6. Decreasing Budgetary Allocations. Due to decreasing budgetary

allocations for teacher education, as a percentage of the total education budget.

inservice and preservice programs have both been reduced drastically. The

development of training materials, workshops for teacher educators, and other

research and development activities in teacher training have diminished because of

insufficient funds. Teacher education at the university is virtually at a standstill at

present because of the lack of resources.

6.2.4 Issues

Major issues pertaining to teacher training are quality and relevance of

training programs, accreditation and certification of inservice programs, and cost

and effectivene~s of different training modalities. These issues are discussed below

within the five analytic themes of external efficiency, internal efficiency, access

and equity, administration and supervision, and costs and financing.

6.2.4.1 External Efficiency. External efficiency refers to the relevance of

the training program to the subsequent activities of the teachers. The project

based short-term inservice training programs are relevant and have the most

immediate impact on classroom instruction. This is to be expected as the closer the

training is to the work situation. the more relevant and more effective it becomes.

Many educators believe that the longer duration formal preservice teacher

training is less relevant and has a lesser impact on improving classroom instruction.

Although there is no compelling evidence to support this belief, the issue of the

relevance and impact of different teacher education programs deserves serious

consideration. This is especially important where educational resources are scarce

and must be used as efficiently as possible. Although there have been various

efforts at reforming the teacher education curriculum, the basic preservice

curriculum remains essentially theoretical in nature. This is partly due to the lack

of research into the required skills and knowledge for effective teaching in Nepal,

and party to the lack of an effective dialogue between the university and the

consumer of their graduates, the schools and other related agencies.

Other factors that have reduced the Quality and relevance of teacher training

are: (l) training is no longer required for permanent teaching positions; and (2)

lack of instructional materials and of incentives for good work do not inspire

trained teachers to apply what they have learned. Primary school teaching has

remained an unattractive and unchallenging job. Teachers are only minimally
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involved in the development of school programs and instructional materials. Thus.

the issue of external efficiency sho'Jld be viewed from two points of view:

increasing the relevance and utility of training programs on the one hand. and o~

the other hand providing necessary material, morale, and professional support to

teachers while they work.

The second major issue is the accreditation and certification of short-term

inservice teacher training programs. In order to ensure the optimal impact of these

training programs, the inservice teachers should be able to accumulate credits and

be certified as trained teachers. This accreditation and certification should be

based on the demonstrated acquisition of knowledge and skills relevant to effective

teaching, not merely the attendance at training programs.

6.2.4.2 Internal Efficiency. The issues of internal efficiency are related to

the quality of instruction and output of the teacher education program. It may be

considered to have two dimensions: (1) the relationship of what enters to what

exists; and (2) the relationship of quality to cost.

Since teaching is not regarded as a very attractive job, most of the preservice

students in teacher training programs have weak academic background~" Meanwhile.

the education campuses are not offering challenging enough programs to attract

more qualified students. Lack of training materials and other instructional facilities

have restricted the opportunities for conducting practica,l and effective training

programs. The motivation and morale of teacher educators are low. Some

education campuses do not have appropriately qualified and trained staff. The

instructional process at the education campuses is characterized by a large amount

of lecturing by teacher educators and note-taking on the part of students.

The average progression rates are S3 percent for the Proficiency Certificate in

Education. 65 percent for the REd. program, and 81 I?ercent for the M.Ed. program.

The quality of instruction in the preservice programs needs to be improved in order

to reduce drop-out rates in the Proficiency Certificate and the REd. programs. The

drop-out rates in the five-month and shorter-duration inservice programs are

negligible.

The unit cost per student at the education campuses is rising because of

decreased enrollment. The trainee/teacher educator ratio is 8.4:1. As salaries and

wages consume 82 percent of the total expenditures for teacher education, there arc

insufficient financial resources for programmatic improvement at the education

campuses.
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6.2.4.3 Access and Equity. Access to teacher training is concerned with the

availability of sufficient places for those who qualify to participate in the program.

Equity concerns the extent to which training opportunities are acces!lible to people

of different ethnic groups, gender, and location.

Thirteen education campuses that are located throughout the natiD.l provide

access to training to those who are willing to join teacher training programs. The

education campuses admit a.most all students who apply to them.

About 2S percent of the total enrollment in the teacher ed~I'::ltioh pr,)gra(~lS

are girls. The MOEC has had a special program since 1971, the Wome.l·s Teacher

Training program, to increase the numbers of female teachers. Irl llddidoll, the

MOcC provides quotas and scholarships for students and inservice teachers in

remote areas to participate in the teacher training programs.

6.:.4.4 Administration and Supenlsion. The issues in administration and

supervision are concerned with the management of training programs and the quality

control of training activities.

The preservice train.ing programs are managed by the T.U. through its

education campuses. The MOEC selects and sends inservice teachers for

longer-duration training. At present, there is no administrative unit in the

University to coordinate and monitor teacher training activities at different

campuses. The assignment of staff and the budgetary allocations are made by the

T.U. Central Office. However, there is no mechanism for quality control of

different training activities among the education campuses. There is also a lack of

communication among ed,,-:ation campuses.

The shorter-duratior- inservice training programs are managed by different

projects under the MOEC. There l.3 no common curriculum across these training

programs.

The T.U. and the MO,:::: have been conducting their training programs in· their

own ways with different conter-t and approaches. There is a need for more

coordination between the MOEC and the T.U. Faculty of Education.

6.2.4.5 Costs and Financ:lnK. Costs refer to the amount of funds required for

conducting teacher training programs and financing refers to the sources of these

funds.
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The unit cost per student per year in the preservice programs was Rs 5,630 in

1986. A total of Rs 20 million was spent on preservice teacher education programs

in 1986. About 98 percent of the total amount is for recurrent costs and only two

percent is for capital costs. Salaries and wages account for 86 percent of the total

recurrent costs. Thus, there are very limited funds remaining for instructional

improvement at the education campuses. Scholarships are provided to 20 percent of

the quota allocated for different teacher training programs which accounts for six

percent of the total costs of teacher education. The major issue facing preservice

teacb." education program is the rising recurrent costs which consume almost all

available financial resources and leaves little for substantive program improvement.

The unit costs per trainee in the inservice training programs vary from Rs 436

for the PEP 12-day training program to Rs 3,609 for the five-month program and Rs

8,589 for the ten-month RETT program. Stipends, travel and daily allowances, and

food are the major costs in the shorter-duration inservice "'rograms. Less than five

percent of the total amount is spent for the instructional materials in" these

programs. The unit costs per trainee per day show that the shorter-duration

inservice training is more expensive than the longer-duration training. This is to

be expected because of the economics of sC..lle available to those programs of longer

duration.

The major source of funds for the preservice teacher education program is

HMG gr~nts to the university. The Women's Teacher Training Program is financially

supported by UNICEF. HMG provides 96 percent of the total costs of the teacher

education program. Student fees provide the remaining four percent. Thus, the

preservice teacher education program is virtually totally dependent on the

government subsidy. At present, there is no external assistance agency support to

the regular T.U. teacher training programs.

The inservice teacher training programs managed by the MOEC are financed by

different external assistance agencies (RETT by USAID, PEP by an IDA loan and

UNICEF, SERD by UNDP and UNICEF, and the Sch..nce Education Project by ADD).

The major issue relating to the financing of different inservice training programs is

whether the MOEC can sustain these programs after the exteraal assistance agency

support is withdrawn.

6.2.5 Conclus: DDS

The following ten conclusions summarize the main findings from the above

analyses.
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Conclusion 1. The capacities of the on-going preservice and inservice programs are

far below the requirements to achieve UPE and to improve the quality of teaching

at the secondary level.

Conclusion 2. The emergence of different d,irections and modalities for teacher

education is due to the absence of a coordinating structure and the lack of clarity

with respect to the functions of different agencies.

Conclusion 3. The quality and efficiency of the preservice training programs are

adversely affected by their theoretical orientation, inadequate preparation of teacher

educators, unavailability of training materials, lack of adequate financial resources,

and above all by the fact that training is not required for tenure in teaching.

Conclusion 4. Different agencies (e.g., the MOEC and T.U.) and projects (e.g.,

PEP. SERD. and RETT) develop their own teacher education plans and curricula

without mutual consultation or coordination.

Conclusion S. Teacher education planning is generally done in isolation without due

consideration given to plans for preparing teacher trainers and developing a support

system for the newly trained teachers.

Conclusion 6. The project-based inservice programs have made impressive progress.

However, these programs should be closely coordinated and monitored. The

accreditation of inservice programs is an emerging concern, and could become a

serious problem.

Conclusion 7. Education of teachers is costly and needs to be linked closely to the

utility and impact of training on the quality of instruction.

Conclusion 8. There is no definite policy concerning the preparation and

employment of preservice teachers.

Conclusion 9. There is no plan for adequate preparation of teacher educators

working in either inservice or preservice programs.

Conclusion 10. The teacher education program is, in general, hampered by not being

considered a professional preparation program.
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6.3 RECOMMENDATIONS

The following fourteen recommendations for teacher education are given in

priority order. They are based on the analysis presented in this chapter.

Recommendation 1. Clarify the status and role of teacher education In the

total educational context in order to have It maintain a clear slid conslsteut

direction. Considering the crucial role of teacher education in raising the

efficiency and effectiveness of the education system, it is important to consider the

teacher education program as a national priority. It is also necessary that the

minimum essential training be made mandatory for entering and obtaining tenure in

teaching. This can be done on a phased basis.

Recommendation 2. Specify the minimum essential levels of skill and

knowledge required for primary and secondary school teachers. A standard

curriculum should be developed with a required core component for all training

programs and an optional component which may vary with the needs of teachers or

with the philosophies of different training organizations.

Recommendation 3. Consider all teacher education as a professional program

with due consideration given to preparing faculty members, developing tralnlna

materials, and maintaining a balance between theoretical and practical content. In

order to design and implement practical and relevant teacher training programs, it

is necessary that the education campuses be converted into unitary campuses and

that adequate financial and material resources be made available for practical

activities at the campuses and for a school-based practicum. Opportunities should

be provided for teacher educators to upgrade their knowledge and skills, and to

prepare training materials.

Recommendation 4. Develop a multi-media package for Insenlce teachers,

Including the use of radio and self-Instructional modules Involvlna face-to-face

contact with experienced teacher trainers, so that they can fulfill m!1limum tralnlna

requirements. Such a package would ensure active participation by inservice

teachers and promote the introduction of new technology into teacher education.

The training needs of teachers from difficult geographic contexts should also be

addressed by the multi-media training package.
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Recommendation S. Establish a coordinating mechanism to Integrate all teacher

education programs. A Teacher Training Coordination Board should be established

at the national level to consider plans and policies for the consolidation of the

teacher education programs.

Recommendation 6. Establish a teacher education accreditation board to

maintain minimum standards and a unified direction for teacher education. A

Teacher Education Accreditation Board can be constituted at the national level to

examine contents and modalities of different teacher training programs. On the

basis of periodic observation and study, the Board could accredit different programs

and make suggestions for their improvement.

Recommendation 7. Include plans for training of inservice teachers and

preparation of presenice teachers in a comprehen,slve plan for teacher education.

The planning of inservice and preservice teacher training should be done separately

with a clear assignment of responsibilities to different training agencies.

Recommendation 8. Organize inservice training programs as close to schools as

possible and promote the use of Resource Centres for the recurrent training of the

insenice teachers. This will help to make training programs practical and relevant

to the local situation, and will have the most immediate impact on classroom

instruction.

Recommendation 9. Provide the minimum essential inservice training to as

many teachers as possible and the longer-duration degree-oriented training to the

selected ones who have demonstrated excellent professional performance. In order

to raise the quality and the effectiveness of school programs, it is important to

give basic minimum training to all untrained teachers now in primary and secondary

schools.

Recommendation 10. Develop a cadre of primary teacher educators to facilitate

the training of primary school teachers as visualized in the programs to fulfill basic

needs in education. The preparation of teacher trainers is a prerequisite for making

training programs effective.
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Recommendation 11. Develop standard materials for insenlce and presenice

primary teacher training. This should include a teacher's guide, reference materials

for teechers, and samples of teaching aids.

Recommendation 12. Synchronize the strenathening of existing institutions

(education campuses) and the creation of new structures (regional training centres

and m~bile teams) to match the training capacity with teacher requirements. In

order to ensure an adequate supply of trained teachers for the expanding education

system, the intake capacity and programs of the education campuses can be

improved. The establishment of the regional training centers should be

synchronized with the long-term plans for training inservice (including refresher

courses) and preservice teachers. These regional training centers, through satellite

centers as necessary, should organize programs to meet the training needs of

teachers of all 14 zones of the country.

Recommendation 13. Clarify the role of T.V. in the preparation of teachers by

a reorganization of the Faculty of Education. The T.V. Faculty of Education should

consult with the MOEC in conducting different teacher education programs at its

campuses so that its production is consistent with teacher requirements in different

districts.

Recommendation 14. Entrust the T.V. Faculty of Education, in addition to

regular presenice programs, with the design and implementation of appropriate

teacher educator programs, and have them undertake research and prototype

projects to enhance the efficiency and effectiveness of teacher education. For the

long-term improvement of the teacher education program, the preparation of the

cadres of primary teacher educators and other specialists (such as science and

mathematics educators) is a prerequisite. Similarly, a strong research base is

required for identif~ing effective training materials and modalities.
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7. TECHNICAL AND VOCATIONAL TRAINING

During the past seven development plan periods, from 1956 to the present,

Nepal has built infrastructures in communication, industry, energy, and other

sectors. The expansion of opportunities in the education sector has produced many

cdl.licated individuals who are qualified to plan and manage activities of the other

sectors. It has recently become recognized, however, that there is a greater

shortage of skilled and motivated technical and vocational manpower than anything

else needed to support development. The preparation of a sufficiently large trained

and motivated workforce, in fact, has been very slow. The current technical and

vocational workforce is insufficient in size, adversely affecting a large number of

development activities at their planning, operational, and maintenance phases. The

shortage and inadequacy of technical and vocational manpower is more acute in

rural than in urban areas. The most vital and costly component of any development

effort has always been manpower, affecting the planning and progress as well as the

quality of the work performed.

7.1 INTRODUCTION

A review of the past performance in the area of technical and vocational

training indicates that higher level technical manpower has either been procured

externally or Nepalese have been trained in other countries. Middle level manpower

has been trained in Nepal. Non-local individuals are generally employed here as

unskilled or semi-skilled laborers. Therefore, participation in implementation of the

development activities, even those in rural areas, has not directly benefited the

local people. If these people had been given some sort of training the situation

would have been very different. It would have offered employment opportunities

locally and the people woulrJ not need to seek jobs elsewhere, leaving their

traditional activities behind.

Low agricultural yields, decreasing availability of marginal farming land, a high

population growth rate, and other factors are making the life of the rural

population increasingly more difficult. These pressures are causing them to leave

subsistence farming and look for work in other sectors. This is one reason why

almost everyone with sufficient schooling wants to leave the agricultural sector.

However, the slow national economic growth has not provided modern sector

employment for the ever-increasing numbers of job seekers. One of the main

reason~ for the slow economic growth appears, in turn, to be the delay in the
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preparation of sufficient numbers of skilled and efficient manpower. The lack of

sufficient financial resources to support the rate of modernization, of course, has

also been a constraint in this area.

7.2 STATUS

This section on the status of technical and vocational training begins with an

overview of the subsector history. This is followed by a description of the national

goals, strategies, and trends in this subsector. The structure of the subsector is

next described, and the section closes with detailed descriptions of the various

training programs.

7.2.1 Historical Setting

Some formal technical training programs for the newly required skills were

initiated by government departments during the late 1950s and early 19605. These

were established to train junior agricultural technicians, auxiliary nurse-midwives,

mechanical craftsmen, and civil works supervisors. These programs were, however,

designed only to meet the internal manpower requirements for newly initiated

development activities. The programs were later upgraded to a level that trained

middle-level supervisory technicians. This changeover of programs, unfortunately,

caused the production of basic level manpower to be reduced rather than expanded.

The imbalance between technical manpower supply and demand is well

documented in the National Education System Plan (1971-1976). Committed to the

production of various kinds and levels of manpower, the Plan document emphasized

the need for training large numbers of basic level skilled manpower from the

vocational wings of the secondary schools. This vocationalization and technification

of education was, in fact, one of the main thrusts of the NESP. Lower secondary

schools were asked to start pre-vocational education, general secondary schools

were asked to allocate 22 percent of their curriculum contt:nt to technical and

vocational subjects, and the vocational secondary schools were asked to provide 44

percent. All schools were provided resources to build vocational workshops, pro

duce vocational training materials, and provide vocational instructors.

The schools, however, found the resources inadequate to equip the vocational

workshops with necessary training materials; also, the schools could not get

sufficiently experienced vocational teachers. It eventually was realized that the

preparatory planning and the fiscal resources for such a program were insufficient.
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Further, the students were mainly interested in a general education and did not

favor learning technical and vocational subjects.

In summary, the vocational schools failed for four reasons. First, they lacked

adequate resources and skilled teachers; second, there were too many vo'tational

schools established; third, students and their guardians were more interested in the

preparation for higher education than in the acquisition of terminal usable skills;

and fourth, the skills imparted by the vocational schools were not sufficient to

prepare graduates for jobs available in the modern sector marketplace.

7.2.1.1 Technical Education Program. After a study undertaken by CERID to

evaluate the efficiency of the vocational education program, the vocational schools

were phased out. Compulsory vocational education in secondary schools was

replaced by the skill-intensive t!:chnical education program that was also known as

the Trade Schools Plan. Before beginning the Trade Schools Plan the National

Education Committee seriously considered two alternatives: (1) drastically reducing

the number of vocational schools from 120 to about 28 with about two in each

zone, and strengthening the remaining schools with enough resources and suitable

teachers in adequate numbers; and (2) separating the vocational schools altogether

from general schools and having a skill-intensive vocational training program in a

more effective environment. The second alternative was chosen and finally adopted

in 1979.

A Technical and Vocational Edu,=ation Committee (TVEe) was established under

the Development Act of 1956 for the management of technical schools. The

Directorate of Technical and Vocational Education, which is a division of the

MOEC, functions as its Secretariat. The Directorate coordinates the training

activities of the technical schools, conducts feasibility studies for establishing new

schools, designs curricula, conducts final examinations to certify successful

candidates, approves the program of each technical school, and allocates financial

resources tc the schools. It operates within the policy guidelines established by the

TYEe.

7.2.1.2 Needs for Reformulating Policles. The strong commitment of

government to train different kinds and levels of manpower is well documented in

the NESP. For this reason the NESP emphasizes technical and vocational education.

The following five conditions still existed when the NESP was d~veloped in 1971,

and a new policy on skill training activities was thus needed.
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1. A large number of school drop-outs had to be taught some skills that
would help them obtain a job near their homes, and thus save them from
possible dislocation from farming and other similar socio-economic
activities in their villages to go elsewhere in search of employment.

:,'

2. Modern sector development activities were taking place both in urban and
in rural areas. These activities required newer skills and, if these skills
could not be found locally, persons from other countries would come to
Nepal to fill these jobs. This would eventually deprive the local
inhabitants of the full benefits of the development activities taking place
in their areas.

3. The training programs offered by different agen'cies had to be coordinated
properly so that the skill training offered by one agency would be
recognized by the other agencies.

4. A skill grading and skill testing process had to be instituted so that
persons with skills but with no formal qualifications could be employed.

5. There had to be a standard certification of skills for all the skill training
programs.

7.2.1.3 Need for Technical Schools. The vocational courses offered by the

general and vocational schools after NESP were not good enough to meet these

requirements. The employment opportunities that emerged after the NESP were in

the areas of construction, mechanics, electricity, plumbing, health, and agriculture

trades, but the vocational schools did not have programs in all these areas.

Therefore, it was realized that there was a need to establish separate technical

schools to produce such basic level manpower. The following nine principles

directed the establishment of the separate technical schools.

1. The production of basic level manpower was to be in the areas where
demand was the highest.

2. The development of the program to separate it from the general
secondary school system so that intensive skill training courses could be
provided.

3. Raising the curricular weightage of the trade areas to 80 ~ercent and
allowing the training to take place mostly in the workshops or farms
rather than in the classrooms.

4. The use of qualified, experienced, and motivated instructors.

5. Admitting only school drop-outs aged JS or over which, in fact, forms a
large group of needy youths.
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6. The provision of one-year on-the-job training with prospective employers.
with evaluation of the trainees to be made by the employers.

7. The schools had to offer three-year training programs on a regular basis.
but short-term and crash programs in trade areas could also be included.

8. The technical schools established in the rural areas were to offer training
in construction. agriculture. and health trades; and those established in
urban areas were to offer courses in general mechanics, auto mechanics.
plumbing, carpentry. and electrical trades.

9. Foreign assistance was to be sought for capital development of these
schools. The operating costs of the schools and stipends to the stl'.dents
were to be met by government.

The rural technical schools of Jiri. Lahan, Dhankuta, and Jumla draw students

from their neighboring districts. They supply manpower to the integrated rural

development activities in their areas. Manpower demand in the trade areas taught

at these schools is high enough to avoid immediate unemployment problems .among

their graduates. The urban technical schools established in the Kathmandu Valley

produce manpower for the private. semi-government. government. and self

employment sectors.

7.2.2 National Goals, Strategies, aDd Trends

Goals

The goals for technical and vocational training are basically related to national

development goals. These are to raise incomes of the people, fulfill their b~sic

needs. provide employment. and increase production of goods and services. In

recent years. a great deal of emphasis has been placed on the fulfillment of basic

needs. Technical and vocational training can help fulfill basic needs by providing

necessary manpower to produce goods and services. and by developing skills that

will increase employment.

The educational policy established by the NESP stresses making the school

system a producer of basic level manpower. This policy has now been changed.

Yet. at the secondary level. a separate stream of vocational technical education has

been created. The higher education policy still maintains its emphasis on the

preparation of technically trained manpower.
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Strategies

The present national strategies regarding vocational and technical education

can be summarized as follows:

I. Providing an orientation to various vocational areas at the secondary
school, through a compulsory vocational education subject.

2. Expanding the technical (trade) schools for increased production of basic
level manpower in the rural and urban areas.

3. Promoting technical education at higher levels.

4. Transferring below-SLC (School Leaving Certificate) level training courses
of the university technical institutes to the technical schools.

5. Expanding technical and vocational training programs of various
ministries, particularly training conducted by the Cottage and Village
Industry Department of the Ministry of Industries and by the labor supply
center of the Ministry of Labor, and similar places.

6. Incorporating short-term on-the-spot training for local farmers and
artisans under the integrated rural development projects.

7. Developing Nepalese manpower to replace foreign workers by providing
appropriate kinds and levels of skill training.

8. Developing a skill testing system and certification program to increase
the employment of self-trained or insti tu tionally trained persons.

9. Encouraging self-employment by providing various facilities including
credit.

Trends

The trends in vocational and technical education are as follows:

I. Vocational education at the school level now remains just one of the
subjects taught, without the specific objective of providing skill training.
The resources to support the subject are insignificant, and practical
components are almost completely absent.

2. The technical (trade) schools were developed mainly during the Sixth Plan
(1980-1985) period. There are a number of additional schools being
planned, but government has now become cautious of rapidly expanding
trade schools.

3. The non-SLC technical training programs in the technical institutes of
the university have served a useful purpose, but the university wants to
move them from the university as soon as possible.
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4. Tec!nnical education programs of various ministries and departments are
designed to develop particular types of manpower needed for their own
activities only.

5. There is a continuing shortage of basic level manpower in the nation,
especially in the rural areas.

7.2.3 Structures

The Directorate of Technical and Vocational Education of the Ministry of

Education and Culture (MOEC) offers basic-level to middle-level training programs

in its newly established technical schools. The Directorate has plans to set up more

schools in different parts of the country. The Technical Institutes of the

University a'so offer basic- and middle-level courses in various trades. Besides the

MOEC, other ministries such as Labor and Social Welfare, Industries,

Communications, etc., have also organized regular training activities and they are

described below in this chapter.

7.2.3.1 Ministry of Education and Culture (MOEC). The MOEC has been

involved in vocational education since the mid-1960s. During 1960-1970, a number

of secondary schools were converted into multi-purpose schools providing vocational

education in agriculture, industrial arts, secretarial science, and home economics.

During 1971-1980 vocational education was made compulsory in all secondary schools

and many schools offered intensive vocational courses. All this has now been

abandoned. There is now only one compulsory vocational education subject in

secondary schools, carrying about 13 percent of the curricular hours.

The technical ~chools plan is now the principal mechanism for vocational

education. Students who cannot continue to higher education for various reasons

can now enroll in these schools and become skilled in various areas.

The technical schools are of the following three types:

I. Lower secondary level technical schools, such as Sanothimi Technical
School.

2. Secondary level technical schools, such as Karnali Technical School.

3. Higher secondary level technical schools, such as the Mechanical Training
Centre.

Technical schools can be either public or private. The Lalitpur Technical

School, for examp!e, is managed by the private sector.
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7.2.3.2 Other Ministries. The training programs of other ministries are

generally established to produce manpower needed for their own activities only.

The Ministry of Labor and Social Welfare, and the Department of Cottage and

Village Industries of the Ministry of Industry, however, have some programs

intended to equip youths with easily employable skills.

Department of Labor of the Ministry of Labor and Social Welfare

The Labor Supply Centres of the Department of Labor provide training to

unskilled workers, and also provide an employment exchange service. During 1980

1985 the centres trained nearly 5,000 persons in skill areas such as painting,

weaving, wiring, and brick-making. The Department of Labor also operates a

vocational training center in Biratnagar that covers the areas of fitting, welding,

machine shop, sheet metal, and blacksmithy.

Ministry of Industry

The Department of Cottage and Village Industries of the Ministry of Industry

provides training in Kathmandu and four other regional centres. The main areas for

training have been the mechanical and electrical trades, but training is also given in

textiles, carpentry, electricity, leather work, and sewing/knitting.

Ministry of Communications

Training in the area of telecommunications is provided by the Ministry of

Ccmmunications. This training is given to Sr.C-pass students to become training

operators, and to Intermediate Science (two years of college)-pass students to

become technicians. The Ministry also provides inservice training for

telecommunications workers.

Other Ministries

Other ministries sl.:ch as the Ministry of Water Resources, and institutions like

the Royal Nepal Airlines and the Civil Aviation Department, also provide training.

7.2.3.3 NGOs and Private Aaencies. There are some non-governmental

organizations (NGOs) engaged in technical and vocational training activities.

Operation of the Lalitpur Technical School is a good example of such an activity.

The United Mission to Nepal, during its 25 years of existence in Nepal before 1982,

start-:d the training program of the Butwal Technical Institute based on an
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apprenticeship model. This program later was integrated with the programs of the

Ministry of Industry. There are, however, a considerable number of informal

apprenticesf.ips at the household level. Carpel weaving, making of Dhaka shawls

and caps, handicrafts, woodworks, etc., are the skills profoundly propagated through

the apprentices.

Training provided by NGOs can be categorized as follows:

1. In-plant training for workers
2. Private technical schools
3. Training operated at local levels by voluntary organizations

The training provided by private agencies is of the following three types:

1. Apprenticeship training
2. Training in typing and secretarial skills .1nd in taHoring provided by

various private institutes
3. Training provided by con;)truction agencies at project sites

7.2.3.4 Relationship of the MOEC with NGOs. The MOEC works with various

NGOs conducting adult education programs. It has prescribed specific :,ules for

operation of general private schools and private technical schools. Private

enterprise is represented on technical and vocational education committees and on

skill testing bodies.

7.2.4 The Skil!<o Manpower Development Program

The prod\.\cticn of skilled manpower needed for the development of various

rural development activities and modern sector activities, such as construction of

roads, housing activity, industries, hydroelectric power installations, construction of

dams and bridges, provision of health services, has never been fully adequate. An

organized manpower production system has not yet emerged. The government

departments in the past have trained manpower mostly for their internal needs

within a particular period of time. Newly undertaken project activities have mostly

trained their own manpower. Contractors have hired some local people but many

projects have hired people from India.

Only recently has the government made efforts to produce various levels and

kinds of technical manpower within the country. The establishment of technical

schools and technical campuses under the MOEC and the University has been a

major recent devet ...pment. The University produces mostly high- and middle-level
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manpower, although some of its campuses also train basic-level craftsmen and the

technical schools train manpower at the basic and middle levels. Both of these

systems usually offer courses of longer duration.

7.2.4.1 Participants. The development of construction, mechanical and

electrical trades, health services, and agricultural activities was necessary because

Nepal needed infrastructures and manpower for communications, industries, power

supply, health, education, and agricultural development. The training activities

therefore focused their programs to produce such manpower. Table 7.1 shows the

details of the existing technical schools. These details include the trades offered,

the duration of training, catchment districts served, entry Qualifications, total

graduates produced, and the funding agency that helpt:d establish the programs.

The plans to extend these existing programs through the establishment of proposed

additional technical schools are shown in T2ble 7.2. Table 7.3 shows the programs

offered by the university and other agencies. The difference between the programs

of the technical schools and the university is that the former emphasize skill

proficiency through training experience in the field, whereas the latter emphasize

more institution-based training. Locations of the programs are shown in the map

(Figure 7.1).

The training programs offered by the agriculture and medicine campuses of the

university offer short courses at most locations. The training activities of the

other ministries are generally designed to impart skills to those who may not have

any academic preparation, and these programs are designed to promote the

:.~p~.oyment prospects of the )'uJths. These training activities are shown in Table

7.3.

7.2.4.2 Instructors. There have been only two Instructor Training programs in

Nepal. First, the Sanothimi Campus of the university has offered Prevocational

Teacher's Training (Proficiency Certificate level) in home science, business

education, and industrial education (Bamboo works, Woodworks, Metalworks,

Electricity, and Construction). The Sanothimi Campus has also offered Vocational

Training (Bachelor's level) for the same three areas. The duration of the training

for both levels is two years each and the total enrollment capacity for both the

levels is 400. Second, the Institute of Engineering at Thapathali offered a one-year

Instructor Training course in mechanical engineering with funds from the ILO for

the first two years.
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Table 7.1

Existing Technical Schools

"a "a•• Dd. of Tnd.s offu.d Durltion Enrall- R,caqn it ian Catchtl.nt GUlliflu- Total fonl",
Estlb- of Hnt of Districh t ian for 6raduat.s Asslstanew
Ils"-tnt tnlning Capacity Cullficat. Training sine.

ap.nlng of
schaol

2 3 4 5 I ? 8 , .1

I Rtchanlcal Training U82 &IntraI Ktchanlcs 9 yrs. Z4 Ttchniclln All av.r lrad. X 213 SATA
Balaju/lath.andu EI.ctrlcal Trld. 3 yn. 24 C.rlltlcat. N.pal PUSH

SanItary fltt.r 9 'Irs. 24 (STSLCI for all
tradu

Z lunal I Ttchnlcal 198/) Construct Ion 4 'Irs. II Crafts.an Hu.la 6rad. VII 51
School, Juall Agrlcultllr. 4 yn. 11 Cull ficat. Dalpl Pus.d

Health 4 yrs. 13 (TSLC) JI jarltat for all
hllht tradu

"UCJu
Juall

S Jlrl Ttehnlcal .983 Construct/an 4 yrs. 20 Crafts.ln Dalakh& 6nd. VII SATA
School, Dalakhl Agr icultur. 4 yn. 20 C.rtiflcat. Salu Pus.d

H.,alth 4 yrs. lZ Ra.techap for all
Slndhu- tndlS
Pi Ichowk
Dkh& IdhulMJI

4 Lahan T.chnlcal 1982 Agrlcultur. 4 yrs. 2S Cnfts...... Sinha Ind. VII ADB
School, Sinha Construction 4 yrs. lS C.rtlficat. \ldlyapur PUSH

Saptar I for bath
Sindhull trad.s
Solu

5 Uttarpan! T.chnlcal 1982 Agr Icui turf 4 yrs. 2S Crafts.ln Dhankuta 6rld. VII DOA
S,hool, Dhankuta C.rtlflcatt Tthrathull Pus.d lll&rll::

Slnkhu.1
Sabh&

Bhojpur

I lilltpur Ttehnlcal 11192 Vood Verb 2 yrs. II TralnlllQ All ov.r lrad. V 11 Dda.
Schoo I, LI" h,ur ",tal Vorh 2 yrl. 11 L.nl N'IIII Passtel 12 TNrI

leather Vorks 2 yrs. 8 F"
SfCrttarlll ('rIval.)

kl,ne. 3 yr•. 12 'rad. X
PI...,1

7 Sanothlll T,chnlcal •na ~,t. llte11&ftlc:s 4 'Irs . .1 Crafts.." Stud'ftts lrad. VII 71 UCD
School, 8hakt.pur 11ft. IItchift Ic:s 4 yn. .1 ltv'l of IICEP Pa...d OMtM

"ft. Fltt,rs I yr. II Schill. (Prlvatel

Tallorl", I yr. 32 Tra1ft Ift9
Agr Icu!turf I 'Ir. 18 l,v.1

Source: Directorate of Technical and Vocational Education
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Table 7.2

Proposed Technical Schools

110 IIlH Duntion of lIu.Illflut ion Trad.. off.r~ Enrolla.nt AnnUli R.cognitl.n If C&tct.fAt
Training for Traininq Clplcity Production C.rtlfle&t. Distrlds

C&DlC ltV

Z 3 4 5 I 7 8

StU Ttchnlul 4 Y.irs Grad. VII Construction Z5 20 Cnflsaan AellMII'l
Schoo I, Dot i Puud Aqr icu Hurt 25 2& Certified. Dotl

Rural "tehinIcs 25 20 Old. Idllurl

2 Rapti Ttehnicil 4 y.ars Gnd. VII "9r icu Itur. 25 20 Cnfts..n OlrlC)
Schoo I, Ding PlSud Construction 25 20 c..rt IfIcd. SIIYln

Rurll "tehlnics 15 IZ RukUli
Hu Ith Works 25 ZO Pyuthln

3 8h1ri Ttehniul 4 y.ars 6rad. VII Agricultur. 25 20 CraftsH" Surk".t
School, Surkh.t Pass.d Construct ion 25 20 Certlfle&t. Blrdll

Rural "tehanlcs 2S ZO Dall ••11
EI.ctrlcll Trld. ZS ZO Blnk.

4 Dhlulaflri T.chnical 4 y.ars Srld. VII lodg. "anlg•.,nt 20 16 Cnflsaln Parbat
School, ltustlng Pass.d Sov.nir Rlking 20 II C.rtlflcat. BICJIIlr;;;

Fruit Proc.sslng ZO II & ftylgdl
11001 Practsslng 20 II Tralnln9 Rusting
Tnkktrs Guld. ZO 11 l.v.1

5 Hftaudl T.chnicil 6 aonths Grad. VII "telllnics 8-32 e-Z5 Tralnln9 All ovtr
School, H.taudi to Pus.d EI.ctrlcll Trld. e·Z5 l.v.1 "'1111

4 Yflrs Construction e-Z5
Trlv.1 & Tourlsa 15 lZ
library Scl.n" 15 IZ
S.cr.tlrill Practlc. 15 I,~

I Huaan's Tlchnicil to 3 yfirs Brad. VII to Archltfetural Asst. 25 20 Training All over
$cllool, 5&lIothlal S.l.C. !luud Int.rlor ~.sICJn , ZS ZO l.vfl to N'Pal

Dleontlon Ttchnlelan
Co••rc:11I Art Z5 to l.v.1
R.dlel~ lib Ttcll. 15 IZ
FDOd T",,"0 I09Y IS IZ
Phlr.acy IS 12
OCcupatlonll Engllsll IS 12
Offle. "anlg...nt n 20
'&rttnt TfCllftol,.V 25 20
Hot,1 I lodge "g.t. n II

Source: Uirectorate of Technical and Vocational Education
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Table 7.3

Training Programs or Other Agencies

AgHICy Tradu off.r.d Duration of EnrollHnt R.cognitlon of Entry
Training Capacity the C.rtific:att Qua Ii f icll ion

Tribhuvan Univ!rsity

Oharan Callpus "tchanical 3 Yflrs 72 Craftslln Grad. 711us
EI.ctric:a1 48
Construction Works 72

Th. sal. thrtt trades 2 Yflrs 16 In ,ach Technician Craftsl.n
trade

Pulchowk CUIIUS Clvi I 2 ynrs Tobl 650 T.chnician S.L.C.
Archi tfCtur.
EI.ctric:a1 and
li"l-hydra-.I.ctric

R.frigeration
"achlning .nd Fitting
EI.ctronics ,
C.uunicatlon

Thapathali Caillus G.ntral ",chanlcs 2 ynrs 30 T.chnician S.L.C.
Auto..chanics 30

Pokhua ClipUS
(Plann.d to btqin EI.c:tric:a1 I y.ar liD Skill Trad. Grad. 8

frol 19871 "echan ic:a I 1 yur liD

Construction I y.ar liD

ElfCtrica! 2.S yUrt 60 TfChniclan S.l.C.
""hln i c:a I liD

Construcli on liD

Source: MTC-Instructor Training Project (SATA), 1985 (table continued)
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Table 7.3 (Continued)

AgHICY Tradu offtr.d Duntion of Enroll ••nt AnnUli R.cognit ion of Entry
Training Capacity Output th. C.rt if icll. Qualification

Trlbhuvln Univ.rsity

Laljung Call1ul Agr icu Itun I ytlr 160 lZ8 JTA SLC
PI.,lha.1 CalPul 1 Yflr 160 IZ8 JTA SlC
Jlnabur 1 ytlr 160 128 JTA SLC
Ih~lltlrlTripur,swor Livutock 1 yur 100 80 JTA SlC
""algun/ Auxiliary Nurst Z yurs 40 32 Aft" Grad. 8

NidwivlS
Bhantpur Z ytlrs 40 32 An" Grid. 8
TlnStn 2 Yflrl 40 3Z A"" Grad. 8
Surkh.t Co..unity ".die.1 I yur 40 32 CIIA SLC

Auxillarill
T.ns,n 1 ytlr 40 32 CIIA SlC
Pokhan 1 yur 40 3Z eM SlC
Dhlnkuh 1 yur 40 32 CIIA SlC

D,plrt..nt of l.bour

L.bour SUpply C",tr's Carp",try, II.onry 9-6 lonthl Totll
'".palgan/, Hftauda, brick liking, Ilat. cap.elty Ttchnic;iln
8utlal, 'hhari, cutl lng, boll" 950 PI'
Dhanglrhi, JhlPII op,rltlng, pr'll bitch

COIPOlltln" hous.
wlrin9. cutting l Skill Tnd.
stltellln9. h.lr
,uttlng, t,xtl'.
w.avlng

Voc.tlonal Tralnln9 ',n,ral ""hlnlcl:
t.ntr" 81ratnagar Arc 1I.'dln, • lonth. Z5 p.r bat,,, 40 Ski" Trad, Frad. 8

'""hshop Practlc, • lonthl 25 40
I'a,k.llthy Shop • lonthl 25 40
Stlt,t Ntta' 1I0r. I lonthl 25 40
"Ichln. Sh.p 'rletl,. I ••nth! 25 40

Source: (ILO, 1986)
JTA Junior Technical Assistants
SLC School Leaving Certificate
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Table 7.3 (Continued)

Agtney Tndu offned Durd/on of EnrollHnt RKoqnitlon of Entry
Training Clpaelty the C,rtlfled, Quallf Icat Ion

Depart••nt of Cottlg.
and Villig. Industri.!

But••1 T,ehnic.1 Clbinlt kklng 4 yurs 4 lI,r Yllr Crlfts.,n Srad. 8
Inst Itute (BTl I Industrill Offle.

Yorklr
".ehlnie (fllt,r,

.,Id,r!
EllCtriclln
SurVlyor

Trllning Centr,s

Klthalndu EI"trieil 2f1 Yllr' Tolil 60 in Non ICld..le Ind. 10
"tehlniell 2+1 ytar' IIch Y.lr ,nfts••n

Dhlnkutl EIKtr/cll Z Yllrs "rlitIClt.
Pokhlrl EllCtrlcll 2 Yllrs

""hlnlell Z yurs
Surkhtt "tehin/cil ! yurs

Source: (ILO, 1986)

*2+1 year indicates one additional year of training to those who have
successfully completed 2 year course on electrical and mechanical trades.
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The supply of qualified and trained technical school instructors has always

been a problem. Within the existing technical schools, external assistance agencies

have provided training opportunities in foreign countries, but the number of such

opportunities are very few. These institutions also have had the services of

expatriate staff in their earlier years and some still have this assistance. Table 7.4

indicates that the training need in any particular area has not been large enough to

justify the establishment of a separate training center. Even for the proposed new

schools, except for the areas of construction, electricity, and mechanics, the need

for instructors in any particular trade is not particularly high. The estimated need

for instructors to staff the proposed technical schools is shown in Table 7.5.

7.2.4.3 Curriculum and Materials in the Technical Schools. As stated above,

there are two types of schools: the Rural Technical Schools, and the Urban

Technical Schools. A thorough survey of the manpower requirements for any area

is made before its selection as a site for a new technical school. The types of

trades and numbers of trainees are also determined by the projected ten-year

demand pattern. As the education and training are skill-intensive and conducted for

local and immediate use, operations of these schools are closely coordinated with

local development activities. The training includes the production of manpower to

help protect the environment; educate people in preventive health care, nutrition,

and the value of family planning; provide self-employment skills in small-scale

industries; and provide skills and knowledge for activities such as improved

agricultural production.

The rural technical schools serve the areas where they are located and supply

skilled manpower for rural development programs. The main training areas in these

schools are rural construction engineering (i.e., builder's trade), agricultural

extension, community health, rural mechanics, and rural electrification.

The urban technical schools produce manpower for larger development projects

such as the construction of roads, highways, hydroelectric projects, and industries.

These schools produce 'lkilled manpower in the builder's trade, industrial engineer

ing, auto-mechanics, electrical, plumbing, and related areas. In the urban areas, as

in the rural areas, manpower estimates are coordinated with the anticipated user

agencies. The linkage of education with on-the-job training is emphasized.
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Table 7.4

Number of Instructors Workln& In Various Trades

Trades
Technical
Schools

University
Campuses

Department
of Cottage &

Village
Industries

Department
of Labor

Agriculture . 28
Health 12
Construction IS 80
Electrical 10 10
Mechanical 21 40 15
Sanitary Fitters 4
Tailoring 3
Metal works 4
Woodworks 4
General 13
Theoretical Teachers &

Supervisors for BTl 28
All Trades
Totals 114 120 53
Source: MTC - Instructor Training Project, SATA, 1985

Table 7.S
Additional Requirements for Instructors

~
25

~
278 54

Trades

Agriculture
Wool Production
Lodge Management
Tourist Guide
Construction
Electricity
Mechanics
Leather Craft
Health
Hotel Management,

Travel & Tourism,
Food Reservation, Catering

Commercial Practice
Library Science, Beauty
Cosmetology

Architectural Assistantship.
In terior design. Commercial
Arts, Fashion Textile,
Photography

Welding Course
General
All Engineering Trades
Totals

Technical
Schools

42
7
7
7

42
28
28

7
7

28

23

35

4
13

T.U.
Campus

Source: MTC - Instructor Training Project, SATA, 1985
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In addition to offering longer courses for trammg technical manpower at the

craft and technician le'.lel, the technical schools also offer short-term programs for

new skill entrants as well as for inservice trainees who want to upgrade their skills.

The technical schools also conduct condensed courses for skill upgrading as

requested and paid for by specific user agencies. Some of the selected technical

schools are also planning to conduct technical teacher training programs for specific

trades.

A high proportion of time in the curriculum is devoted to actual skill training.

The curriculum mostly includes skills which can be used with local materials. The

degree of proficiency acquired is the basis for evaluation rather than achievement

in general education. The following durations have been prescribed for formal

training:

Lower Secondary Technical School--2 years

Second~ry Technical Schools--(3 + 1=) 4 years (three years for
training and one year on-the-job training with prospective
employer)

Higher Secondary Technical Schools--3 years

Only about 20 percent of the curricular weightage is given to general subjects,

which include Nepali, English, Nepal studies, general science, and mathematics. The

remaining subjects cover practical training (64 percent) and theoretical lessons on

t!te related trade (16 percent). Again, for evaluative purposes technical schools

have allotted 30 percent of the marks for internal assessment and 70 percent for

the annual examination.

7.2.4.4 Achievement. Each technical training school has its own testing

process. The tests and evaluations in the technical school system are made by the

Directorate of Technical and Vocational Education of the MOEC. The evaluation of

the performance of the trainees during their one-year, on-the-job experience is

made by the employers.

Most of these technical training programs were started around 1982-1983, and

their level of output is not known yet. But some of the programs started earlier

have already produced graduates.

The Mechanical Training Center (MTC) was established in 1964 and had an

intake capacity of 12 in mechanical trade until 1982; after that, two more trade
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areas were added and the intake capacity was raised to 72. A total of 263

graduates have been trained at the MTC since it was established. A tracer study

by SATA in 1984, based on a sample of 113 of the 187 graduates that had been

produced at that time, indicated that 65 percent of the them were then working in

the skill areas in which they had been trained. This indicates that the quality of

their training had been satisfactory. A tracer study of the Sanothimi technical

school, made by Danida, indicated that out of the first group of nine all obtained

jobs immediately.

The number of applicants seeking admission to all of the technical schools is

ever rising. Some technical schools received appli.:ations for 7-8 times the number

of available places. The popularity of the program is indicated by this factor also:

for the last 3-4 years there has been a great demand by the members of the

Rastriya Panchayat (The National Assembly) for expansion of the technical school

system so that each of the 75 districts has one. The outputs of some of the

programs are shown below:

Present
Date Enrollment Total

Name of the Technical School Established Capacity Output

Mechanical Training Centre 1964 72 263
Karnali Technical School 1980 45 51
Sanothimi Technical School 1983 98 90
Lalipur Technical School 1982 52 23

The drop-out rates for mechanical trade in the MTC, and for construction

trade in Jiri Technical School, has been high (about 30 percent) but in other trades

the rate has been low. The high drop-out rate, according to the Director of TVED,

has been attributed to two major reasons. Those taking mechanics also sat for the

SLC examination and left this former course when they passed the SLC. The reason

for the high drop-out rate in lid Technical School was because of the expulsion of

some of these students on discipline grounds.

Similarly, university run basic- and middle-level training programs are

evaluated by the respective institutions under the general direction of the

university.

Training programs operated by the various other ministries, non-governmental

organizations, and private agencies have their own evaluation systems. Government
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department programs of longer duration, usually those of two years or longer, are

recognized by the public service commis:;ion.

The only private-sectorMrun program which has been given recognition for job

entry to the government services is for typing skill.

The recently established National Skill Testing Authority, which has

representatives from the Ministry of Education, the University, the Department of

Labor, the technical committees, the Ministry of General Administration, the Public

Service Commission, the employers, and the labor organizations, h::.s developed

standards for engineering related trades and already has conducted tests for basic

level skills in seven trades. This system is designed to give formal recognition for

skills not based on institutional training or paper certification and also to establish

the equivalence of various short-term and crash programs conducted by differem

agencies including the integrated rural deveiopment programs and other developmen~

projects.

7.2.4.5 QuaHty of Instruction. The quality of instructions varies among the

training programs. Technical schools, the training programs of the university, and

the other training programs with a strong practical orientation and adequate

facilities have been g(l~d. Butwal Technical Institl\te, the Vocational Training

Center, Biratnagar, and the four' ~egional training centres of cottage and village

industries have also been good, !~i, quality and acceptability. This is because most

people train<:,d at these places.' ar~ .'reported to be working in the areas in which

they have received training.

The other training programs, such as those of the labor supply centres, the

cottage and village industries in different parts of the country, and the Panchayat

and Local Development Ministry, have as their main objective training in skills that

improve the employability of the rural and urban youths. No reliable data, however,

are available about the empioyment status of such trainees.

7.2.4.6 Facilities and Equipment. All of the technical schools and training

programs of the university have good facilities. Since most of these programs were

initiated by external assistance agencies, physical facilities such as buildings,

workshops, and equipment were fully developed at the beginning. These facilities

and equipment are maximally used. But the use of such facilities for longer periods

has required a significant amount of training materials and good repair and

maintenance services, which have not been very satisfactory.
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Other training programs, though they have attractive instructional packages,

generally lack good facilities and equipment and also face shortages of qualified and

experienced instructors.

7.2.4.7 Administration and Supenision. Different ministries offering technical

and vocational training and supervision have different operating systems. The

MOEC is responsible for coordinating various training activities and managing the

technical schools. At the operational level the school administration is assisted by

a School Management Committee. In the case of the training programs conducted

by other ministries, the relevant d~rectorate assigns the responsibility for these

duties. The administration and supervision of the MOEC and the TVEC will be

discussed separately.

Ministry of Education and Culture (MOEC)

The MOEC is the highest administrative body that formulates, executes, and

evaluates the policies and plans identified by the National Education Committee. It

is headed by a Minister, a Secretary, an Additional Secretary and three Joint

Secretaries, several Under Secretaries, and other supporting staff.

The MOEC functions through a number of Directorates, some of which are

regional and others of which are national in scope. In addition, there is a network

of 75 district offices.

Technical and Vocational Education Committee (TVEC)

The TVEC has representatives from the Planning Commission, the MOEC, the

Local Development Ministry, the Labor Ministry, the Cottage and Rural Development

Department, the Health Department, employers, the University, and the National

. Education Committee. It is chaired by the Minister of Education and Culture

(Figure 7.2). The four major responsibilities of the Committee are to do the

following:

1. Frame policies and programs for promoting skill development, skill grading,
certification, and instructor training.

2. Issue directives to the Directorate of Technical and Vocational Education
for cataloging all the skill training programs in the country, classifying
the skills, promoting the welfare of workers, identifying skill needs of the
rural areas, and formulating the policies regarding skill-instructor's service
conditions.

3. Make decisions regarding the expansion of technical schools.
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Figure 7.2
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4. Coordinate, standardize, and certify the skill training programs conducted
by the ministries, industri~s, and other organizations.

National Skill Testing Authority (NSTA)

The National Skill Testing Authority was established to standardize the skills

and reco"nize the skills available in the private sector. It is envisaged that NSTA

also w~ _:entually standardize the institution based training.

Directorate of Technical and Vocational Education

A Directorate of Technical and Vocational Education has been set up under the

MOEC to coordinate the training activities of the existing technical schools, conduct

feasibility studies for setting up new schools, design curricula, arrange examinations

and certification, approve the programs of each technical school, and allocate

resources. It acts on the policy guidelines established by the TVEC. The Director

of this division of the MOEC is the Member-Secretary of the TVEC. There are

three Deputy Directors--one for planning and programming, one for academic

affairs, and one for administration.

School Management Committee • .

According to the Regulations regarding the Management of Technical Schools

(1982) each of the technical schools has a School Management Committee whose

members are from the local intelligentsia. The Committee is responsible for the

overall management of the school. The School Management Committee also is

responsible for generating public support and good will for the technical schools.

The Zonal Commissioner and the Principal of the technical school are the Chairman

and the Member-Secretary, respectively, of the technical school. The overall

responsibility for the academic and administrative matters of the school has been

given to the Principal. The technical schools function under the direction of the

TVEC.

7.2.4.8 Costs and External Assistance Alency Support. Skill training

activities are conducted by various agencies. Besides, the MOEC operates technical

schools, and Tribhuvan University operates technical education programs. As

mentioned earlier, the Department of Cottage and Village Industries, Department of

Labor, Ministry of Panchayat and Local Development, and others also have been

offering s~m training activities. Data on the extent of participation of these

agencies are available, but information on the costs is very scattered and limited.
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From the data available on the enrollments and costs at the technical schools

operated by the Directorate of Technica! and Vocational Education, the unit costs

can be roughly estimated. However, these estimates of the unit costs could not be

based on actual output of the students, because some of these schools have only

been in existence for four years. The costs, therefore, are based on enrollment

figures only. SiClilarly, necessary course completion and student flow data are not

available for calculating the cycle costs. The unit costs of the technical education

for the five schools (Table 7.6) averages almost Rs 24,150 f(\r the enrollment of 684

students. These estimated unit costs range from a low of Rs 11,915 per student to

a high of Rs 32,000.

The budget breakdown for major headings indicates that the bulk of the

budget has been allocated to construction and maintenance, followed by salary and

allowances (Table 7.7). The cost of construction and m~~ntel\ance has ~:lostly been

provided by external assistance agencies. The analysis of HMG':s contribution versus

foreign assistance for the five technical schools indicates that ~hc: 1,~1jor shqre has

been paid by foreign assistance, though it is observed that the p~J)portion fr,.,m

external sources has gradually decreased over the years 1981 to 1985 (Table 7.8).

Under the present arrangements, the government provides the operational costs

(including salary, allowances, stipends for the students, etc.) and the costs of

physical development, equipment, training facilities for the teachers; the external

assistance agencies provide the expatriate staff.

The costs calculated on the basis of students enrolled at the various types of

training programs in the year 1984-1985 (Table 7.9) indicate that the unit cost is

lowest for the training provided by the Department c.' Cottage and Village

Industries. This is followed by the Vocational Training ·Center of the De' utment of

Labor where the unit cost is Rs 4,435. The high unit cost at Sanothimi Technical

School and other technical schools is because these schoo::. provide residential

facilities and pay monthly stipends to the trainees. Tlte low enrollme:. t capacity is

another factor contributing to the higher unit cost.

7.3 ANALYSIS

To become self-sufficient in the supply of middle- and ha!: !c·level skilled

manpower within the country, and to expand employment opportunities for neo

literate and semiliterate youths, is a goal of HMO. The programs in operation to

address this goal, and the plans that are being designed to accompany them, are

analyzed in this section. The analysis is based on the needs, plans to meet these

needs, major constraints, and major issues in the subsector.
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Table 7.6

Budget (or Technical Schools: 1981-1982 through 1987-1988

(Rs in thousands)

YEARS
TECHNICAL SCHOOLS 1981/821 1982/831 1983/842 1984/862 1£.'6/862 1987/88

Enroll- Unit COlt
Budget menlo CRa)

Kamali Technical
School, Jumla 643 2,031 3,529 2,482 3,588 4,280 145 29,517

Laban Technical

School, Laban 1,929 2,558 4,620 2,388 2,698 1,549 130 11,915

Jiri Technical
School, Jiri 100 1,263 5,601 1,865 4,202 3,602 132 27,287

Dhankuta Technical
School,Dhankuta 3,081 5,822 5,019 1,451 1,237 2,560 80 32,000

Mechnical Trainin~ 5.999 6333 10.385 3.982 3.736 4,531 197 23.000
Center, Balaju

TOTAL 11,652 18,007 29,164 12,168 15,460 16,522 684 24,150

Chanil Over Previoul +54.5% 61.9% -52.3% +27%

Averaie Chanie Over Five Vean 18.24%

Sources: 1Ministry of Finance

2Directorate of Technical and Vocational Education
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Table 7.7

Budget for the Five Technical Schools

(Rs In thousands)

Y.ar

T.,hnicil Schools H'ldlnqs 1983/84 198(/85 1985/86

1. Ilrnlll l.chnicil Slllry/lllOilne. 578 701 790
School, Juall U5.4) (l8.4) (22.8)

Ad.lnistrallan 351 478 897
(9.9) lI8.9) lIO.8)

Constructionlalint.nlnc. 2582 1288 lm
173.2) (s2.a) (66.S)

Library 5 3 3
LI) LII (,11

Training costs 13 IS 13
(4) 1.6) (,4)

Tohl 3529 2482 iS88
(108) (80) (188)

2. llhln T.chnicil Slllry/lllowlnc, lC5 159 788
School, Llhln (4.4) (is.3) lI6.8)

Ad.inistration 98E 308 681
(17.6) (16.S) (14.4)

Construction/aaint.nlnc. 36S5 138 2478
(6S.Z) (33.8) (58.8)

library 18 8 8
LZ) 1.4) (,21

Training costs 785 ZIG 410
(12.6) lI4.01 11.8)

Tohl SlOI 1865 4282
lI08) (180) 11011

3. Jlrl T.chnical Slllry/lllDWlnc. 578 70t 7.0
School, Jirl UI.41 (2'.41 (22.81

Ad.lnlstrallon iSl 471 317
(9.1) U'••I (11.11

Construct Ion'al Int.nlnc. 258Z 1211 2185
(78.tl (52.11 (H.SI

library S I 3
loU 1.11 (,11

Training costs 13 IS 13
1.41 1.11 (,41- -

Total 3521 tClt IS.
(1101 ("II etlll

(table continued)
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Table 7.7 (Continued)

4. Dhankutl Tt<hnicil Slllry/lllowlftC. 480 4S4 623
School, Dhlnkutl (t.4) (31.3) (50.4)

Ad.ini,tration 99t 4·" 4~~v»

Ut.S) (32.3) (83.t)
Construct iOn/II int.nane. 3405 3S6 4

(eB.S) (l4.S) 10.3)
Library 30 II II

10.6) (I.SI 11.11
Training costs 105 lSI I6t

(Z.O) (10.41 Cl3.71

Total 501t 14S1 Il37
ClOD) (100) 1100)

S. ".T.C. eiliju Slllry/lllowlnc. SIS 473 1332
(5.7) (11.91 (as.7)

Ad.inistration 723 737 l361
(7.0) (18.S) (63.l)

Construct ion/II int.nlne. Il61 1197 17
(10.31 (l8.S) 10.5)

library 5 4 4
1.4) .. U (.1)

Training costs Z801 1631 II
(26.9) 141.0) (.S)

Totll 10385 3182 alaS
ClOD) (110) 11001

Source: Strategies for National Manpower Development in Nepal (ILO t 1986)
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Table 7.8

Budget Allocations and Proportions or Government (HMG)

and Foreign Assistance in Technical Schools

(Rs '000)

lt11 ItIl 1183 lM4 ItIS

Tala I Forolvn Tolal ronlvn Talal ronlvn Tolal ferolvn Tolal Fer,l",
T"Mlcal khools A110'111 ons HIlI Anisian" A""Illons HIl6 Aulltan,~ AII"alilns HIl6 Anisian" Alloea" ons HIli illS IsII"" II II lcatlo"l 11I1 illS I,I&llC1

I. larnall T.S. l031 679 I~l 347~ g03 lS71 2479 Il34 U4~ 3~4' IZII un
166.61 174.01 I~O.ZI CIS."

Z. LaNn T :i. 1929 19S 1634 lSSS 27S lleO 4SS4 1346 nos l3S6 IDOl 1348 Z6I8 .48 mo
LaNn IS4.71 180.11 170.41 (~8.D1 Cl4."

3••lIrl T.S. Jlri 100 lao 1263 133 1130 S4Sl se2 SOOO 1865 1040 itS 4Z0Z 1Z4Z ZIIO
C1001 189.51 191.71 144.21 171."

4. llNnkula T.S. 3081 181 2900 S82Z 319 5503 4899 SU 4077 US I S80 871 U37 717 471
Dhlnkull 194.11 194.51 183.ll 110.01 1.1.11

5. N.T.C Bllalu S999 SSl S447 6333 8B3 S4S0 1030l 1169 g133 40S2 13St Z730 3735 I33S zm
110.81 186.11 IB8.61 (16.11 Cl4.'.

~

Source: Ministry of Finance

Notes: 1. There is slight difference in the estimates of allocations as received from DTVE and
Ministry of Finance.

2. Figures in parentheses indicate percentage.
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Table 7.9

Unit Costs of Technical and Vocational Training Centres (1984-1985)

Tohl Total Unit Cost
Cfntn EnrDlIHnt ErDtnditurf (in Rs)

I. Sanothi.i Ttchnical
School 172 2,739,491 15,927

2. ",chanica' Training
Ctnt", Ba'aju 129 1,251,165 9,699

3. Six Labokr SupPly
Ctnt"s 972 7,114,481 7,3'9

4. Vocat lona' Training
Ctnt,. 40 177,388 4,435

5. DlDartltnt of Cot tag,
and Vi"ag. 'ndustri,s,
ltathaandu 674 14'.275 2,096

Source: Concerned Centres
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7.3.1 Needs

The Sixth Plan (1980- I985) established fulfillment of the basic minimum needs

as its main objective. The basic needs identified were food. clothing. shelter.

fuel wood. drinking water. skill-based primary education. primary health care.

sanitation, and minimum rural transport facilities. The Seventh Plan (1985-1990)

was also designed to fulfill basic needs and added the following target relating to

technical and vocational training: expanding skill-based education by increasing

basic-level vocational training facilities. The other targets of the Seventh Plan.

which also required the regulated supply of adequate manpower. included the

following:

l. Raising food production at an average annual rate of 4.1 percent (nc~d to
supply agricultural extension workers).

2. Developing the textile industry (need to supply industrial tradesmen).

3. Expanding the access to drinking water facilities to 1;9 percent of the
population (need to supply construction tradesmen).

4. Improving the quality of health services in rural areas (need to supply
community health workers).

The Program for the Fulfillment of Basic Needs. a document recently released

(May 1987) by the National Planning Commission. has outlined the programs required

for bringing the level of the basic services in food, clothing. shelter. education.

health, and security to the average Asian standard by the ,:'ld of the year 2000 A.D.

Achieving this goal has been a firm Government commitment. This document also

emphasizes the increased production of skilled manpower to contribute to economic

growth that will lead to achievement of the above targets and which also will

provide employment opportunities to a large number of youths by equipping them

with easily employable skills.

An analysis of the manpower supply and demand over the last few years

ind~cates that in 1981 the labor force participation rate for the population 10 years

and over was 65 percent and about 200.000 people were being added to this labor

force annually. The Nepalese labor force is overwhelmingly dependent on

agriculture and diversification of occupations is very limited. In 1981. the

proportion of the labor force engaged in agriculture was 91.39 percent. in the

manufacturing industries 3.12 percent, and in service activities was 5.8 percent.

The continued high dependence on agriculture for employment is mainly due to the
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slow expansion of non-agricultural sector activities. Further, Nepalese manpower

have not been able to take full advantage of the new jobs created by development

activities because they lack the requisite skills.

Employment for the educated group in the country has mostly been in the

public sector such as civil service. public enterprises. and education institutions.

Out of 84.484 persons employed by the Civil Service in 1984-1985 there were 33,000

technical personnel. This 33.000 covered agriculture. medicine. engineering.

forestry. mining. and other areas.

The Seventh Plan cited a shortage of 8.788 persons in technical areas when

compared with estimated requirements from the Sixth Plan. It was observed that

the gap between the estimated requirements and actual supply was widening.

There is a discrepancy in the supply and distribution of various levels of

manpower. The rural areas generally have acute shortages of technical manpower

and the urban areas have shortages in basic-level manpower. This situation has

impeded the implementation of development programs.

The manpower requirements for the private sector have not been systematically

assessed. The private sector activities include farming. fisheries. handicrafts,

transportation. garment making. tourism, and others. The activities in the private

sector, except for fisheries, handicrafts. and a few others. are deficient in quality

and quantity.

The main determinants of the manpower demand are the following:

1. The projected annual economic growth rate of 4.5 percent in national
income. with about 3.5 percent in the agricultural sector and 5.7 percent
in non-agricultural sectors. demands a greater supply of skills.

2. The manpower requirements for fulfilling the basic needs before the year
2000 A.D.

3. The manpower required for the replacement of the present supply.

4. The manpower needs of the rapidly expanding private sector investments.

5. Increased emphasis on rural development through an administrative
decentralized system that needs higher level manpower to work in rural
areas.

The main determinants for manpower supply are the following:

1. Informal acquisition through family perpetuation.

2. Formal training and institutions.
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3. Nonformal training.

4. Training in foreign countries, mostly for the higher level and specialized
areas.

Informal training activities exist more in farming, cottage crafts, masonry,

carpentry, shopkeeping, and related areas.

The furmal education system is the main source of manpower supply. Tribhuvan

University trains technical manpower, mostly of high- and middle-levels, with some

campuses even offering basic-level training in agriculture, medicine, engineering, and

forestry. The newly established technical schools system prepares basic-level and

middle-level manpower in engineering, agriculture, and health trades. The capacities

of the technical schools have been low and the capacity of the university system

has remained more or less static for the last ten years.

The nonformal training programs have been provided by the Cottage and

Village Industry Department for illiterate adults for a period of 3-12 months in the

areas of handicrafts, electricity, mechanics, carpentry, and related skills. Labor

Supply Centres, Women's Training Centres, Integrated Rural Development

Programmes, and tile Adult Education Section of the MOEC are the other agencies

engaged in training for various nonformal skills. The expansion of all these

programs has been restricted by resource constraints and insufficient job prospects.

Large numbers of school or university graduates have been seeking jobs in the

administrative services. Others have been employed in teaching and in the private

sector. A small vocational input in their education could have given them better

job prospects in other productive sectors. Therefore, courses in business

management, accounting, electronics, and other practical skills seem highly desirable

for general education graduates.

Government has so far been the biggest employer. But the policy of

decentralization and promotion of private sector development, and increasing

productivity in the various sectors leading to the meeting of basic needs, naturally

demands the expansion of skill trahing activities.

In the Seventh Plan the priority industries to be promoted in the private

sector are those relating to the production of Food & Food Material, Textile and

Weaving Material, Construction Material, Health Material, Education Material, and

.~ight Engineering Material. Also emphasized are the Export Promotion industry and

cottage scale products. For further details, see Annex 7.3.
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The demand projection for the total manpower during the Seventh Plan period

is shown in Table 7.10. There is an overall deficit in the manpower supply for all

three levels shown in the table.

7.3.2 Plans

The plans to expand technical and vocational education programs have been

based on the Seventh Five-Year Plen manpower projections and on the

recommendations of the task force (May 1987) set up by the MOEC.

The MOEC plans to expand the technical school system. The task force set up

by the MOEC has made the following recommendations.

1. The number of technical schools will be increased to about 20 with at
least one in each zone within the Eighth Plan period.

2. Apprenticeship training programs will be developed in larger size industries
and various industrial areas.

3. Instructor training programs win soon be initiated and for this the existing
technical schools will be asked to organize instructor training programs on
their premises.

4. The Technical and Vocational Education Directorate will be strengthened
technically and administratively.

5. The National Skill Testing Authority will be given more responsibilities and
greater autonomy. The career development plan for the technical cadre
will be prepared by the National Skill Testing Authority (NSTA).

6. Technical schools will serve as a nucleus to other neighboring satellite
training programs; they also will be responsible for organizing short-term
and crash programs.

7. University-run craftsmen trainin~ programs will gradually be handed over
to the technical directorate.

8. The facilities of the vocational schools will be utilized to offer smaller
capacity separate programs for willing students and out-of-schools youths.

9. The projected enrollment capacities and the projected outputs are shown in
Table 7.11; the output target is about 80 percent of the enrollment target.

10. A production-cum-training model of programs will also be initiated.

The Department of Cottage and Village Industry will organize training

programs to hain additional manpower at the entrepreneur, artisan, and mechanical

workers' level and to enhance the existing level of knowledge and skills of such

manpower. A total of 1,340 persons will be trained for a period of two years in
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Table 7.10

Demand Projection for Total Manpower during

The Seventh Plan Period (1985-1990)

1'!!!r.pOWtr Stock by the D.fl~1t D...nd pro;tetlon D".nd Tot.1 tltil.ttd posts
'ilu£ification .nd of the During the for proj.ctlon for requlrtd tho ,nd of

Flsul Year Sixth Plan additional "npow.r total lanpow.r the F.Y. 1~89/90

2 3 4 (3U) $ (2+5) II

1. High l.v.1 5,330 1,272 2.e~9 3,881 9,211
1.1 Englnurlng 2.155 350 951 1,301 3,4511
1.2 Hfllth 965 130 411 541 1,5011
1.3 Agriculture 1.537 672 825 1.497 3,1134
1.4 Fortstry 208 122 137 259 457
1.5 ~I,ntlsts C

Technicians 465 -2 285 239 748

2. "edi.. l.v.1 10,023 3,312 4,555 1,861 17.890
1.1 Engin.erlng 4,577 883 2,349 3,232 7.809
1.2 Health 1.996 585 91~ 1,497 3,493
1.3 Ayricul turf 2,353 1,713 634 Z,347 4,700
1.4 Forutry 442 82 310 ~92 834
I.S Scl.nt Ists C

Technicians 65$ 49 ~O 399 1,054

3. Basic lev.1 15,325 4,194 4,906 9,100 24.425
1.1 Englnttrlng 5,935 1,604 1,7S3 3,357 9,292
1.2 Health 2,1127 1,032 431 1,4113 4,090
1.3 Agriculture 3,461 1,111 1,1184 3,295 6,756
1.4 Fortltry 1,7211 -180 202 Z2 1.748
1.5 Sci.ntists C

Ttchnic ians 1,576 127 836 963 2,589

8rand hili aO,178 8.778 12.070 20,848 SI,5Z6

Source: Seventh Five Year Plan Document
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Table 7.11

Training Capacltles of the Regular Training Programs

Enrollment Output
Agency Trades Levels Capacity Capacity

Technical General Mechanics Technician Certificate 24 20
Schools Electrical Technician Certificate 24 20

Sanitary Fitters Technician Certificate 24 20
Construction Craftsman Certificate 61 48
Agriculture Craftsman Certificate 86 68
Health Craftsman Certificate 25 20
Auto Mechanics Craftsman Certificate 16 12
General Mechanics Craftsman Certificate 16 12
Woodworks Training Level 16 12
Metalworks Training Level 16 12
Leatherworks Training Level 8 6
Secretarial Science Training Level 12 6
General Fi tters Training Level 16 6
Tailoring Training Level 32 25
Agriculture Training Level 18 14

Proposed Construction Craftsman Certificate 100 80
Technical Agriculture Craftsman Certificate 75 60
Schools Rural Mechanics Craftsman Certificate 65 52

Health Craftsman Certificate 25 20
Electrical Trade Craftsman Certificate 50 40
Tourism (Lodge Man- Craftsman Certificate 30 24

agement, souvenir
making, trekker's
guide)

Fruit Processing Training to Technician Level 15 12
Animal Training to Technician Level NA NA
Wool Processing Training to Technician Level 15 12

Library Science Training to Technician Level NA NA
Secretarial Practice Training to Technician Level NA
Trades reIa ted to Training to Technician Level 500 400

Women (Architectural
assistance, design &
interior decoration,
commercial costs,
pharmacy, garment
making, hotel & lodge
management, etc.)

Tribhuvan Mechanics Technician 106 NA
University Electrical Technician 76 NA

Construction Works Technician 76 NA
Architecture Technician NA NA
Refrigerati,')n Technician NA NA

(table continued)
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Table 7.11 (contleued)

Enrollment Output
Agency Trades Levels Capacity Capacity

Machining & Fitting Technician NA NA
Electronics Technician NA NA
Civil Engineering Technician NA NA
Electrical & mini- Technician Total 500 520

hydroelectrics
Auto mechanics Technician 30 24
Mechanics Craftsman 72 56
Electrical Draftsman 48 40
Construction Works Draftsman 72 56
Mechanical Skill Trade 60 48
Electrical Skill Trade 60 48
Construction Skill Trade 60 48
Agriculture ITA Level 480 384
Livestock ITA Level 100 80
Midwives ITA Level 120 96
Community Medical 160 128

Auxiliaries

Department Construction Trades Skill Trade Above
of Labour, and Industrial Engi- 700 560
Labour Sup- neering Trades
ply Centre

Vocational Mechanics, arc Skill Trade 125 100
Training Welding, etc.
Centre

Department NA NA
of Cottage
Industries

Butwal Cabinet Maker (Car- Technician 16 12
Institute pentry & Metal Works

Industrial Office Technician 16 12
Worker

Mechanic (Fitter, Technician 16 12
Welder)

Electrician Technician 16 12
Surveyor Technician 16 12

Department Electrical Craftsman 60 48
of Cottage Mechanical Craftsman 60 48
Industries
Training
Centres

Sour~e: Mechanlcal Training Centre, Instructor Training Project, 1985
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general technical subjects, 345 p.~rsons will receive advanced training, 210 persons

will be trained to produce handmllde paper, 410 to produce ready-made garments,

4,600 persons will be covered under few-weeks-Iong mobile training, and 275 prison

inmates will be trained in vocational subjects.

Ail intensive program for industrial expansion and development will be

implemented through the Cottage and Small-Scale Industries Department Board. This

program will cover projects such as cottage and small scale projects operated with

World Bank assistance and Integrated Rural Development Projects, Industrial Village

Projects, and projects to be sponsored by Swiss assistance in Dolakha and

Sindhupalchowk districts. Under these projects 5,500 persons will be trained in

motivation, entrepreneur development, and management, and 9,600 persons will be

given skill development training. In addition, 2,710 schemes (village projects) will

be prepared and distributed, 1,380 industrial units will receive technical assistance,

and the materials and implementation support equivalent to Rs 15.2 million will be

sUDplied. Sales services will also be provided through the direct development of the

products of such industries.

During the five-year plan period the Labour Supply Centres aim at a further

expansion of their areas of activity to train 4,740 persons, including 650 women, in

subjects such as cu!ting, knitting, tailoring, carpentry, press-composition, masonry,

maChine-operation, milling, biri-making, apprenticeship, boiler operatio,

textile-mechanics, tire-resoling, machine-maintenance, jute-binding, welding, fitting,

brick-laying, wiring, spinning, and stone-cutting. These Centres, it is also

envisaged, will undertake skill-surveys of 600 Panchayats.

The Sixth Plan had envisaged, in light of the need to replace foreign labor by

enhancing the productive skills of local labor, the establishment during the plan

period of one more Labour Supply Centre in addition to those which have already

been established. However, this did not materialize for a number of reasons and

hence a Labour Supply Centre will be established at Pokhara during the Seventh

Plan period. This Centre is expected to train 525 persons in different skills during

the plan period and to underta,ke skill-surveys in 100 Panchayats.

7.3.3 Constraints

The following five factors have been the major constraints to the development

of technical and vocational education.

1. Unavailability of reliable manpower requirements data both for the public
and the private sectors.
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2. The high costs within skill-intensive training programs for physical devel
opment, equipment. maintenance allowances, residential facilities, teachers'
salaries, and (most important) the continuous supply of training materials.

3. Shortages of trained and qualified instructors. This is mainly because the
salary and service conditions are not sufficient to motivate and attract
good instructors. the social status of instructors is low, and instructor
training programs are not available.

4. Inadequate employment opportunities in the private sector. These have not
been able to support training programs (viz. apprenticeship training).

5. Lack of support from the influential sector of the society because they do
1.0t find such programs suitable for their children.

7.3.4 Issues

The analysis of the subsector relating to external and internal efficiency,

access and equity, administration and supervision, and costs and financing will now

be discussed. The above sections on status, needs, plans, and constraints provide

the foundation for this analysis.

7.3.4.1 External Efficiency. The analysis of external efficiency is concerned

with the questions of program relevance. That is, to what extent has the training

received in technical and vocational education institutions been useful? Has the

training been good enough to provide linkages between program content and

comfortable earnings. satisfactory job performance, and better career prospects and

to provide an adequate base for more advanced training? These topics are discussed

in this chapter to the extent that information is available.

External efficiency is examined along two dimensions. First, to what extent

do the training institutions produce sufficient numbers of skilled workers to meet

the manpower demands of the country. Second, to what degree is the training

appropriate to the skills required for employment. It is particularly important that

graduates of the technical and vocational institutions have skills in marketable

services, as well as skills related to self-employment, so that they can contribute to

the nation's economic growth.

Assessing the external efficiency of the various technical and vocational

education programs in Nepal is difficult. Most of the programs were initially

designed to train manpower for the dev~lopment activities being undertaken by the

respective government departments. Only recently have the technical school

programs, labor supply centers, and the university started training manpower for the
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general job market. The employers' assessment of tite quality of this training, the

length of time each trainee remains on the job, and the resulting changes in wages

and career structures, are dependent on the results of new programs. These results

have not yet been fully determined. The recently started Technical School System

had its first output only in 1987 after a training period of three years at the school

and one year on the job.

Two of these schools have had evaluations of their.' programs. The Danida

evaluation mission, which recently assessed the Danida-assisted Sanothimi Technical

School, ob'served that all nine trainees were employed after completing their general

foundation course and the supplemenlary course on welding and turning. Similarly,

25 of the 30 tailoring graduates were employed at garment factories.

A similar but more detailed study was conducted in 1984 by the Swiss

Association for Technical Assistance (SATA) evaluation mission. This was a tracer

study of graduates from the SATA-aided Mechanical Training Centre (MTC), which

was established in 1964. The annual intake capacity at MTC was only 12 until 1982.

The study traced 113 (61 percent) of the 187 graduates. The study showed that 65

percent of the former trainees were then working at jobs related to their training.

The study also found that 62 percent of the graduates interviewed expressed

dissatisfaction with their present positions because they had not been able to

progress to a higher level of education. The report therefore questi('ned whether

the MTC was training the right target group because their social and .:mployment

ambitions exceeded the training objectives of the MTC. The recent MTC graduates

even reported that they had difficulties finding jobs.

These results should not be underrated, but the graduates of the MTC in many

cases found jobs within four months, and in most cases they did not want to le:tve

Kathmandu for jobs, thus restricting their employment opportunities. The prospect

of self-employment has also recently improved, particularly with the rapid growth of

housing construction activities in Kathmandu.

The Institute of Engineering of T.U. operates programs at Thapathali and

Dharan for non-graduate level trainees. The Institute reports that their graduates

do not have much difficulty finding jobs. Although no tracer study has been made

for these programs, the Dharan Campus informed the ILO mission, which prepared

the report on Strategies lor National Manpower Development in Nepal (ILO, 1986),

that 14 students from their two-year mechanics program were offered jobs by a

cigarette company near Hetauda before they had finished their course and that they

were paid double the average salary of such workers.
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A tracer study of graduates from the Department of Cottage and Village

Industries (DCYI) programs was conducted in 1985. This study was based on 3

random sample from four of the five development regions. The sample included 190

former DeYI participants and identified their post-training employment opportunities

as well as the increase in their income attributable to their training. The results

of the survey (Table 7.12) indicate that a large proportion of the graduates (56

percent) were unemployed, and only 25 percent were self-employed. The reasons

given for unemployment (Table 7.13) show that the training was insufficient as

expressed by 50 percent of the graduates, whereas 42 percent thought that there

were no jobs available. About 4 percent thought that the salary was too low, and

another 4 percent lacked the credit required for employment.

The report examines the problems of existing DCYI courses and concludes that

more relevant training can be prepared and more appropriate target populations

selected by the utilization of the ILO-developed Training for Rural Gainful

Activities (TRUGA) methodology.

In conclusion, the individual reports, sectoral studies, and the current Five

Year Development Plan, have all highlighted the need to expand employment

opportunities for all categories of Nepali workers. As stated earlier, skills training

alone does not create employment. In this respect government, through its

development plans and sectoral activities, has initiated programs to encourage

investment both in public and private enterprises which should provide more

employment opportunities for trained workers. Education or training for income

generating skills, whether for government service, wage earning employment, or

self-employment, must be based on a careful study of forthcoming manpower needs

as well as existing development plans. Curriculum standards and certification should

be designed or adapted to meet the real and evolving employment needs of Nepal

and should not remain static and inflexible in the face of anticipated changes in

demand.

During a recent unofficial tour of the Western Development Region, His

Majesty the King has said, "Factors such as dedication, skills and resources are

preconditions for matt~rial development; whereas national tradition, culture, religion

and dedication to these values help enhance national morale. Keeping these in

mind, we have to continue to adopt newer technologies and techniques to speed up

the modernization of the country on the one hand and preserving our values based

on social ideals such as discipline, morality, honesty, and mutual respect on the

other." The coordination of skills, resources, dedication, and morality with the

7 • 41



Table 7.12

Summary of DeVI Tracer Study (1985)

Type of
Employment

Before Training Presently
Number Percent Number Percent

Wage Employed 8
Self-Employed 18
Both 2
Unemployed 161
Missing data 1

4.2
9.5
1.1

84.7
0.5

29
48

7
106

15.3
25.3
3.7

55.7

Total 190 100.0 190 1000
Source: DCVI/ILO Feasibility Study (1985)

Table 7.13

Reasons Given for Unemployment

Reasons Given Numbers Percent

Insufficient Training 53 50.0
No Job Available 4S ~ 1.6
Too Low Salary 4 4.•
Require Credit __4 4,3
Total 106 100.0
Source: DCVI/ILO Feasibility Study (1985)
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emerging technologies and techniques will ensure that well trained and motivated

manpower will be available to meet employment opportunities as they arise. But the

problem still remains as to how the increased employment opportunities can be

created before the introduction of additional skilled manpower into the labor market

produces skilled unemployment.

7.3.4.2 Internal Efficiency. This chapter considers the effectiveness of

measures adopted to strengthen technical and vocational training activities. As

pointed out in the Status section, higher capital development costs, higher training

costs, and the reluctance of the Ministry of Finance to meet these higher unit costs

of training are the causes hindering the expansion prospects of the skill training

programs in Nepal. Therefore, there are efforts to maximize the internal efficiency

of the system through optimal use of the available resources, thus reducing the high

unit and cycle costs associated with technical and vocational training. In order to

accomplish this, there are searches for alternative cost-effective, skill-intensive, and

easily expandible training means. The ten major concerns and issues related to the

training process are discussed below.

1. There are numerous models offered for technical and vocational training,

but many do not have clearly defined curriculum and evaluation systems. This may

be because there are no reliable manpower estimates available or because the

employers are not clear as to what type of skills they are actually looking for.

2. An adequate supply of qualified instructors has always been a problem. A

strong training program for instructors is lacking in the country. Most current

instructors do not have pedagogic training.

.
3. The average student/teacher ratio has been 8:1 and, when compared to the

general education ratio of 30:1 at the secondary level, the ratio is not bad. But the

turnover of the instructors has resulted in the loss of instructional quality.

4. The demand for places in technical schools has been very high, but their

capacities have only been able to admit 10-15 percent of the candidates. The

Mechanical Training Centre, for example, can accept only 74 candidates into each of

its three trade streams out of ';00 or so applicants.
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S. The academic. nutritional. and social backgrounds of some applicants do not

allow them to be ad'li· ~ed. though they may be the people who most need to learn

such skills.

6. The jobs available in the public sector are very much of the more general

type than the more specific type. This causes pressure for the more general type of

technical or vocational education.

7. The experience gained from the operation of the technical schools. and the

facilities created at these schools. has not fully been utilized for planning and

initiating other training programs. This is mainly because of the shortage of

instructors and the shortage of funds to support the living expenses of the trainees.

8. Shorter duration training programs

have not yet been seriously introduced.

techniques have not yet been implemented.

with good self-employment prospects

Skills like beekeeping and packing

9. The conditions of service for the instructors in terms of salarie~.

allowances, promotion prospects. and train1;... JPportunities have not been g,ood

enough to attract instructors. Those engaged. in fact, have been over used but not

suitably remunerated.

10. The attrition rate of trainees has been quite high, contributing to high

unit and cycle costs. In the mechanics trade at the MTC and in the construction

trade at liri Technical School, the rate has been as high as 30-40 percent. The

high attrition rate is attributed to the very low academic level of some entering

students. expulsion of some students on disciplinary grounds. and opting for general

higher education by the students once they have been able to raise their

achievement in academic subjects. Cases of repetition have been almost

non-existent. And the situation is slowly improving.

7.3.4.3 Access and Equity. Access is concerned with the availability of the

training opportunities for those who qualify to participate in an educational

program. The special feature of technical and vocational training is that the skills

learned must be highly relevant to the job market, and jobs should be available

immediately after the training since there is always a chance of losing the skills if
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they are not practiced continuously. To minimize the attrition rate, the selection

of the right group of people with the right age and right attitude is of great

significance. Since the opportunities created are very few, the guiding principle for

providing access has been that the training centers be as much dispersed as possible

in different parts of the country in both rural and urban settings. In Figure 7.1 of

the Status section the distribution pattern has been shown.

Most of the training programs have been developed in areas where employment

prospects after the training appeared good, at least in the public sector. Only

three of the major training institutions (Dhankuta, Jiri, Jumla) are located in rural

settings, the remaining ones are either in Kathmandu or in other urban areas. Much

of this training is offered in trades that traditionally have been regarded as more

suitable to men. But the newly established institutions have other trades, like

health and agriculture, that are accessible to women as well. One polytechnic, for

example, is being developed exclusively for women. The proposed technical schools

are being developed in the rural areas and will offer trades suitable for both sexes

and will help improve access, particularly for less advantaged individuals.

The data available, though, do not clearly specify the sexes of the participants.

From interviews with officers of the Technical and Vocational Education Directorate

it appears that, in the technical schools, the health trade has more than 50 percent

females trainees. In the agriculture trade the number of female participants is

growing, but in the engineering-based trades like mechanics, auto mechanics,

electricians, sanitary workers, and fitters the female enrollment is almost nil. The

proposed Women's Polytechnic, with a capacity of 500 exclusively for female

participants, would reduce the disparity in female participation.

The locations of the technical schools and other training programs in various

parts of the country, and the policy of selecting students from the neighboring

districts on a quota basis, is another factor which seems to provide more access to

technical and vocational training for the people living in remote areas.

The present policy of government meeting the entire cost of training, and

paying even the maintenance cost to financially and academically handicapped school

dropouts who enter training, is indicative of the policy of equity that is being

adopted in technical and vocational education.

7.3.4.4 Administration and Supervision. There is an overall shortage of

technical and professional manpower at the central level, particularly in the

Directorate of Technical and Vocational Education of the MOEC, in the Department
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of Labour, and in the Department of Cottage and Village Industries. This has

seriously handicapped these units in their efforts to revise curricula, evoh;~ ::;.::::.;r

evaluation procedures, prepare prototypes of training materials, and develop suitable

supervision models. Because of the lack of these, the maintenance of uniform

standards has not been possible. University run programs, for that matter, have

been better off.

The administration of technical schools, TU, and other ministries' programs has

been sufficiently decentralized. The technical schools have management committees

with representatives from district level offices of the relevant departments. The

zonal commissioner or the Chief District Officer is the chairman of thJ committee.

This influential committee has been helping procure land for the schools, and

training facilities for the students in agriculture, hospitals, and other areas. On the

whole there have not been any major problems of administration. The existence of

a separate Directorate for technical and vocational education has made the

administration easier. A high level committee on Technical and Vocational

Education, with representatives from the university, Ministries of Education and

Culture, Panchayat and Local Development, Agriculture, Industries, Labour and

Social Welfare, and employers has been active in the management of the Technical

School System. This committee, however, has not even been able to effectively

coordinate the training programs of various agencies. Therefore, it is being realized

that a stronger coordinating committee needs to be established for this purpose.

7.3.4.5 Costs and Financing. Before discussing this topic, it appears important

to differentiate between costs and financing. Costs refers to the amount of funds

required to accomplish a given task and financing refers to the sources or these

funds.

Costs

There are several issues relating to costs, which cover the amounts and the

ways funds are used in the overall situation in Nepal. Most of the skill training

programs have been supported by external assistance agencies. The support has been

obtaincd from the initial stage of project proposal preparation through to physical

dcvelopment, equipping, instructor training, and curriculum development. Government

has been providing the rccurrent cxpenses for the operation of the programs once

the external support has ended.

The unit costs for technical training in Nepal, as in all other countries, has
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been very high. The fact that the trainees are now provided with :lccommodation

and a maintenance allowance, plus the high cost of training materials and

instructor's salaries, has made these programs very expensive. The quality,

efficiency, and credibility of the training programs are of great importance for

impressing potential employers. Therefore, the rigor in training activities, the high

number of contact hours practicing the skills, and the longer duration of the

courses were thought important for the technical schools. Now that the

infrastructure is established and the program is running smoothly, the Directorate of

Technical and Vocational Education wants to add short-term training activities in

related skills to each of the technical schools.

Adding such programs and assigning the existing and proposed schools to

supervise nearby satellite training centers would dramatically reduce the unit and

cycle costs of the training. The technical schools could prepare the curricula and

instructional materials for such centers and, if the trainees are drawn from the

neighboring areas, the accommodation and living allowances may not have to be

provided. Associating training with production of marketable services and products,

which has been done elsewhere, could also reduce the costs of training.

For the development of physical infrastructure and providing equipment for the

proposed technical schools, foreign assistance will, however, still be necessary.

Such assistance may also have to be provided for the operation of the programs in

their initial years.

Financing

At present government is financing the entire program either through external

assistance or from the treasury. All students are paid stipends. Students have not

been paying any fees except in Jumla Technical School, which has been charging Rs

25.00 per month per student.

Two new approaches are being proposed. First, the training should be

supplemented with production activities so that up to about 25 percent of the costs

are recovered by income the schools receive. This has been introduced in most

technical schools but the earnings so far have not exceeded 10 percent of the total

costs. But if properly planned there are prospects of earning up to 25 percent of

the recurren t costs of the schools.

The second approach being considered is to change the programs to be more

like the apprenticeship model of training so that the costs of practical training, of

training materials, and of paying for the maintenance allowance by the government
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would be reduced. This would also involve the production sector, including

industries, to make some contribution to the costs of training.

7.3.5 Conclusions

From the analysis of the status, needs, and constraints presented above, the

following five major conclusions can be drawn:

Conclusion 1: The efforts made by government to promote technical and

vocational education have beell good.

Conclusion 2: The early experience with managing vocational training

concurrently with academic education did not succeed, but the emergence of the

technical school system as a substitute has been an appreciable improvement in this

subsector. The importance of the emphasis on the maintenance of quality, and

caution against expanding the training model too rapidly, has been learned from this

early experience and will influence the future planning and operation of such

programs.

Conclusion 3: Government plans to expand the technical school system to a

number that can be managed comfortably, to increase the intake capacities of the

university-run programs, and to co-ordinate the various activities of different

government ministries, non-governmental agencies, and private agencies. These

plans need to be implemented without delay.

Conclusion 4: The reluctance to provide sufficient financial support for the

existing programs has an adverse effect on the quality of training.

Conclusion 5: The need for continued external assistance to support technical

and vocational education should never be under-emphasized.

7.4 RECOMMENDATIONS

In this section ten major recommendation are presented concerning policy, pro

gramming, and implementation aspects of technical and vocational education. These

recommendations are based on the above analysis of the status and projected needs.

Recommendation 1. Create au Integrated Skill Development System. This body

should be assigned the following responsibilities:
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1. Make more realistic manpower estimates for public and private sector
needs.

2. Coordinate the training provided by the various agencies with regard to
curricular content and the equivalence of their various programs.

3. Develop more effective and less expensive training modules suitable for
rural development and employment generation.

4. Evolve a career development system for technical manpower at different
levels.

5. Propose a manpower production system based on projections of ma~power

supply and demand.

6. Update and modernize the existing training programs.

7. Update and strengthen the data collection and processing system. This
would help avoid duplication, strengthen planning, and help develop a
suitable career development system for the technical cadre.

Recommendation 2. Strengthen the National Skill Testing Authority by

providing adequate technical, administrative, and financial support. This would

facilitate recognition of skills which have not been developed through the formal

system, and also would help standardize the programs conducted by different

agencies.

Recommendation 3. Conduct a detailed survey of the vocational training needs

of the rural areas, of the urban and semi-urban areas, and also of women, to

promote employability. This will help identify useful vocations for future training.

With improvements in the rO(ld network, modernization of agriculture, development

of hydroelectric plants. expansion of housing activities, execution of integrated

development programs, etc., a number of new employment opportunities are

;:merging. The extent of these new skill requirements should be estimated more

precisely so that skill development programs of the right types can be developed.

Recommendation 4. Give more attention to th~ Instructor tralnlnl needs. The

smooth supply of qualified and experienced instructors is necessary to ensure

training quality. Experience has shown that one of the main reasons for the failure

of a number of vocational training activities was the lack of suitable instructors.

There is no organized instructor trainer center in the country to produce and

upgrade instructors for technical education and vocational training programs.
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Recommendation S. Since the cost of skill training is always high, government

should commit the necessary funds and also explore alternative and less expensive

training models. An apprenticeship training program. for example. can be a more

cost-effective model. Some measures can be tried for decreasing the unit cost of

training. Increasing the enrollment capacity of centers. decreasing the duration of

training programs. operating the centers c.n a shift basis. etc.. for instance. could

help reduce the unit cost. While doing this. however. the quality of the training

should be maintained.

Recommendation 6. Take steps to give more dignity to basic- and middle-level

skills. The skill proficiency and the dignity given to the skill should not be

compared with the length of education in other areas. The skills imparted by lower

level training have so far been used by the private sector. The public sector does

not have attractive offers for skilled craftsmen. nor have they seriously thought

about giving good status to such skills. The private sector. although it offers

employment opportunities to persons with basic- and middle-level skills. is not

organized well enough to offer career development opportunities to these workers.

Recommendation 7: Increase the proportion of the government budget

allocated for technical education and vocational training to at least S percent to

expand training opportunities. Currently. only about 1.5 percent of the education

budget is allocated for this purpose, and this amount is insufficient to expand

activities in this area. The bulk of the education budget supports general

education. Technical and vocational education has so far received only a small

share of the total. Industries and other development activities have not provided

funds for manpower development.

Recommendation 8. Help Industries and the private sector develop technical

education and vocational training systems by providing them with the technical

expertise to do this. This can add leverage to the use of government funds for

training in the technical and vocational subsector.

Recommendation 9. Continue and increase the allocation of external assistance

to the development of technical education. The development of infrastructures for
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technical training wit h government resources alone would be vI:ry difficult. Devel

opment of physical infrastructure, procurement of equipment, training of instructors,

etc., are. capital-intensive aspects. Without an adequate provision of these

compone'ats, effective skill training cannot be achieved. In the initial years of

develoiling such skill training centers, external assistance would greatly be needed.

Recommendation 10. Formulate mOF specific government policies for skilled

manpower development. In the absence of such policies the qualitative and

quantitative growth in the technical and vocation area will not be possible. Several

agencies are presently engaged in skill training activities. The university, the labor

department, the cottage and industry department, the Ministry of Panchayat and

Local Development, and the Ministry of Education and Culture are the major

agencies. But which of the agencies are supposed to do what type of training is

not yet clear. Keeping current records of the needs, and identifying the agencies

to help meet the needs, would also greatly help with the accreditation aspects of

this issue.
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Annex 7.1

Interviewees

Jeevan Adhikary, Principal, Jiri Technical School

B.R. Joshi, Principal, Sanothimi

Patrick Leo, Co-principal, Mechanical Traning Centre, Balaju, Kathmandu

Laxmi Bahadur Manandhar, Principal, Mechanical Training Centre, Balaju,
Kathmandu

Keshab Prasad Nepal. Joint Secretary. Planning Division, MOEC

Hans R. Ptifer, Co-principal, Jiri Technical School

Khadga Man Shrestha. Director. Directorate of Technical and Vocational
Education. MOEC

N.N. Singh. Secretary. Ministry of Education and Culture (MOEC)

Ratna Bahadur Tamrakar, Deputy Director, Directorate of Technical and
Vocational Education. MOEC

Anil Upadhyay. Director, Under-priviledged Children Program. Sanothimi
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Annex 7.3

Seventh Plan Priority and Other Private Sector Industries to be Promoted,
and Industrial Projects to Have Attained Self-Sufficiency

Proposed Investment
Industry Number (in Rs million)

1. Higher Level (Priority)
1.1 Food and Food Material

Sugar Mill I 102.9
Sche.l1e Milk Powder I 39.6
Soya Milk I 68.0
Baby Food I 22.6
Biscuits and Confectionary I 3.4
Juice Cider, Brandy I 1.6
Modernization of Rice 20 16.0
Tea Processing Mill -l 30.0

Sub-Total 28 284.0

1.2 Textile and Wearing Material
Integrated Textile Mill 2 1,000.0
Textile Mill 3 75.0
Decentralized Powerloom1 78.85
Spinning Mill 4 880.3
Cloth Processing 4 56.0
Thread Processing
(starch and dye) 4 20.0

Towel 4 10.4
Tapestry 3 12.0
Wool-Processing (blanket) 20 2.0
Acrylic Yarn I 25.0
Leather Shoes 4 23.2
Canvas Shoes I 15.9
Cotton Carpet _I -M

Sub-Total 35 2,200.63

1.3 Domestic and Construction
Material

Builder Hardware I 0.6
G.L.S. Bulb 2 21.0
Electric Materials I 6.0
Plywood I 8.8
Mini-Cement Plant I 20.0
Industrial Lime 2 3.9
Stone Industry ~ ill

Sub-Total 10 95.3

1.4 Health Material
Medicine I 3.52
Bath Soap _I JJL

Sub-Total
..,

6.5~

lIt is estimated that half of these industries will be cottage industries.
(annex continued)
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Annex 7.3 (continued)

1.5 Educational Material
Offset Printing Press 1 8.0
Stationery M~terials 5 3.2
Writing Matenal 1 2.0
Pencil 1 3.2
Printing Ink 1 1.3
Paper _I .ll&

Sub-Total 10 192.7

1.6 Light Engineering Material
Nuts, Hinges, Bolts, Screws 1 2.5
Hand Tools 3 2.6
Fan and Electric Motor 1 13.8
Energy Meter 1 5.5
Power Carburetor & Con-

sideration/Transformer 1 5.3
Water Meter 1 1.2
Small Electric Motor 1 1.2
Bathroom Materials Alloy

& Electropla ting 1 2.6
G.I. Pipe Fittings 1 2.5
Fitting of Pumpset Used

in Irrigation 1 6.3
Cycle Fitting 1 15.0
Water Turbine 1 12.0
Automatic Loom & Parts _I ~

Sub-Total IS 75.5

1.7 Export Promotion Industry
Starch and Glucose 1 20.6
Herbs Processing 1 15.0
Mushroom Production 1 1.4
Malt 1 32.5
Ready-Made Garments IS 12.0
Leather Processing 1 10.0
Jute Carpet 1 49.5
Industrial Gloves & Aprons 1 1.0
Computer Software _1 ---U

Sub-Total 23 145.9

2. Cottage Level (Priority)
Different Industries,
Cottage, & Small-Scale
Industry Program 7,500 450.0

(annex continued)
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Annex 7.3 (continued)

Proposed Investment
Industry Number (in Rs million)

1. Higher Level (Other)
Vegetable Ghee Industry 68.3
Steel Furniture 1.0
Synthetic Detergent 4.0
Radio Receivers & Voltage

Stabilizers I 16.1
Wet Cell Battery I 7.6
Sodium Silicate 2 2.8
Scientific Glassware I 10.0
Body Building of Bus &

Trucks l.0
Bleaching Powder 6.0
Reclamation of Used Oil 2.3
Carcass Utilization Plant 10.0
Distribution Welding &

Transformers I 8.9
Wooden Parquet I 7.2
Furniture Industry (Wooden) I 3.1
Camel Back I 1.9

IMicro Cellular Sheet I 1.4
Sugarcane Wax I 2.0
.~ yre and Tube I 454.7
Caustic Soda I 16.5
Sodium Sulphide I 1.0
Letter Press 3 2.5
Electric Arc Furnish I 163.7
Wax Paper Wrap I 5.2
Welding Electrodes I 4.2
Fertilizer Blending Plant I 9.0
Lamp Bulb I 5.0
Auto Lift Spring I 80.0
Cosmetic Processing Material I 1.0
Noodle I 11.6
Tea Processing/Blending 1 820.6
Dyestuff I 4.3
Urea Fertilizerl _1 ---NA--

Sub-Total 36 1,723.0

2. At CoUaee & Small-Scale
Industry Level (Other) 3,400 132.0

Production-Oriented
Services 7,500 450.0

lproject area and other detailed descriptions are being researched.
(annex continued)
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Annex 7.3 (continued)

Industrial Products to Have Attained Self-Sufficiency

I. Self-Sufficient Products
I. Flour 12. Washing Soap
2. Processed Fruit 13. Matches
3. Biscuit 14. Wooden & Steel Furniture
4. Confectionary 15. Polythene Pipe
5. Beer 16. Plastic Bag
6. Alcohol (except high 17. Plastic Slipper

quality) 18. Carbon Paper
7. Soft Drink 19. Envelope & Gereral File
8. Cigarette, Bidi 20. Dry Cell Battery (V-20 size)

(except high quality) 21. Iron Rod
9. Noodle 22. Marble-Chips

10. Animal & Poultry Feed
II. Hosiery Goods

2. Products Likely to Achine
Self-Sufficiency 2

I. Vegetable Ghee 5. Electric Conductor
2. Tooth Paste 6. General Electric Wire
3. Paint 7. Aluminium Utensils
4. Agricultural Tools 8. Plastic Utensils

20n current demand and capacity basis only.
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8. NONFORMAL EDUCATION

This chapter on nonformal education (NFE), reviews the current status of the

literacy activities coordinated by the Adult Education Section (AES) of the Ministry

of Education and Culture (MOEC) in Nepal. These literacy activities, including the

Nonformal Education for Rural Development or adult education program, are

analyzed with respect to HMG's main needs, plans, and constraints, and in the light

of five major issues related to literacy activities. These issues are external

efficiency, internal efficiency, access and equity, administration and supervision, and

costs and financing.

Conclusions are derived from these analyses and a related group of recommen

dations are then offered in support of the current government policy and its

strategy for implementation. The terms of reference for this sector assessment do

not include a survey and analysis of the extensive array of activities undertaken by

other ministries and agencies in the domain of non formal education.

8.1 INTRODUCTION

Nepal's education system is currently facing a number of development

challenges with regard to the nation's so..:ial and economic growth and its goal of

improving the quality of life for the Nepalese people. The adult education program

of the MOEC is one of the current activities that has been identified by HMG as a

strategically central factor in the new Basic Needs thrust.

During the last decade a very small proportion of the annual education budget

(less than 1 percent) has been designated for the AES, the unit of the MOEC

responsible for literacy activities. The Section has a significant leadership and

technical assistance role in the field--its strategy being to use available resources

to the greatest extent possible. This pragmatic approach is appropriate in Nepal

where there are many needs and limited resources to meet them.

HMG's decision to continue and to expand the literacy program is a wise one.

The MOEC has a substantive and effective literacy program to offer. It makes this

program available to any agency registered with HMG and with an infrastructure

appropria te to support literacy activities.

Several reasons support HMG's decision to encourage investments in the

Nonformal Education for Rural Development I:rogram. Recent research, for example,
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..
has shown that the educational level of parents is the single most important factor

that determines whether or not Nepalese children attend and complete primary

school. This is of special relevance to the educational level of adult males in Nepal

because so few women attend school. The AES literacy program is closely linked to

other rural development activities and requires community participation--all of which

arc priorities of HMG. Moreover, it is well-established that increased literacy rates

arc directly associated with increases in agricultural production, decreases in

fertility rates, and improved health status--all national priority needs.

8.2 STATUS

This chapter focuses on literacy activities related to the MOEC for two

important reasons. First, literacy is a specific objective of the new Basic Needs

program and the MOEC is identified as having the major role in this area. Second,

this chapter focuses on the programs and activities that can be directly influenced

by the MOEC.

Between 1951 and 1971 a literate person in Nepal was defined by HMG

statisticians as one who could rcad and writc in any language. The most recent

census (1981) and a subsequent demographic sample survey (1986) altered this

definition to include anyone who could read and write in any language with

understanding. Based on this current HMG definition, the 1981 literacy rate was

23.5 percent. The Demographic Sample Szm'ey 1986/87 First Report indicates that

the rate had risen to 34.8 percent by 1986.

The MOEC's major present concern is to implement feasible plans that meet

the nation's Basic Needs objectives for education as set forth early in 1987. For

the AES, this involves providing literacy training to over five million adults by the

year 2000 A.D. The first part of this chapter describes the current status of

nonformal education in Nepal becaus(1 this is the foundation for any expansion.

This section on status initially summarizes the historical setting and trends,

gives an overview of national goals and strategies, and describes the structure of

the NFE subsector in terms of the specific focus of this chapter as described above.

The second part of this section gives a more detailed description of the various

aspects of the AES's literacy activities. It addresses the following topics: approach;

participants; facilitators; curriculum, methods, and materials; achievement; quality of

instruction; facilities and equipment; administration and supervision; and costs and

financing.

8 - 2
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8.2.1 Historical Setting and Trends

Nonformal education is an ancient tradition in Nepal. Family skills have been

handed down for centuries from one generation to the next. This transmission of a

particular set of knowledge and skills initially was limited to specific ethnic groups

and castes for an extensive period of time, however, because specific kinds of

activities have traditionally been associated with a particular caste.

One outcome of the change in government in the early 1950s was the

establishment of a Board of Education. This Board instituted the Nepal National

Education Planning Commission which envisioned for the nation an integrated

approach to literacy and life skills development (e.g., health, agriculture, and income

generation). HMG faced an immense task at this time in the area of literacy--only

two percent of its population was literate.

Education for the large numbers of untutored poor, especially in the rural and

remote areas, was viewed as a critical need and the Adult Literacy Programme was

begun. Frank Laubach, an international literacy expert, was invited to work with

five Nepalese professionals to develop the first literacy materials for the program.

This group prepared a primer and a four-part reader. The Nepal National Education

Planning Commission also recognized the need for post-literacy materials, teachers,

village libraries, and radio education. Adult literacy programs were to be

administered by the Ministry of Education.

The adult education goals of the 1971 National Education System Plan (NESP)

were consistent with those established in the 1950s. Two new adult education

programs were begun: literacy classes and a Functional Adult Education Programme.

The NESP also recognized at an early date the need for coordination among the

several agencies already involved in literacy activities. Coordination allows for

greater coverage by preventing duplication, and encourages a more efficient use of

available materials and resources.

In 1977, while the above-mentioned programs were still in operation, a new

approach to adult education was considered necessary and its development was

started. Its objectives were to systematize adult education, to make it ruore

efficient, and to focus it more directly on the nation's development needs. With

assistance from USAID, (including technical assistance from World Education, Inc.),

the MOEC began to develop a flexible package of rna terials based on the needs of

daily life and designed to assist adult learners with changing their attitudes,

behavior, and skills to better equip them to participate in the development process.

The current program, which is called Nonformal Education for Rural Development
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and described later in this chapter, is the result of these activities that started in

1977.

The four national censuses conducted since 1952 have included literacy data.

Table 8.1 shows literacy rates for persons over 10 years old by gender and average

annual increases between the censuses as cited in the Population Monograph oj

Nepal (1987). The national literacy rate was 23.5 for combined genders in 1981, and

a 1986 demographic sample survey indicated it had increased to 34.8 by 1986. These

rates show significant increases since 1954 when the literacy rate was 5.3.

Although there have been substantial increases in literacy rates over the years, the

figures in Table 8.1 indicate that these increases are primarily a function of males

becoming more literate. Between 1952 and 1986 male literacy rates increased from

9.5 to 51.8 whereas female literacy rates only changed from 0.7 to 18.0. And,

average annual increases in female rates were never as high as those for males

(e.g., the 1961-1981 annual increase for males was .930 and for females was .485).

As a result, the gender literacy difference has increased since the early 1950s.

Table 8.1

Literacy Rates for Persons over 10 Years Old by
Gender and Average Annual Increases between Censuses

Literacy Rates (%) for Person. Average Annual Increases

Gender Over 10 Yean Old Between Censuses

1952/54 1961 1971 1981 19861 1952/54 1961-1971 1971-1981 1961-1981

Both Genders 5.3 8.9 14.3 23.5 34.8 .488 .540 0.920 .730

Male 9.5 16.3 24.7 34.9 51.8 .850 .840 1.020 .930

Female 0.7 1.8 3.7 11.5 18.0 .138 .190 0.780 .485

Sources: Population Monograph of Nepal (1987).

lAge 6 years and above. Demographic Sample Survey 1986/87, First
Report (1987).
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Table 8.2 gives literacy rates by age group and gender from the three most

recent censuses (1961, 1971, and 1981). According to the data, literacy rates ha~e

increased for all age groups over time. Adult literacy programs have contributed to

improved literacy rates for those who were 15 years or over in 1961. The

substantial increases in rates for individuals between 10 and 19 years in 1981 is

partially due to improved access to primary schools as a result of education policies

introduced in 1971-1972.

Table 8.2

Literacy Rates by Age and Gender for the

Three Most Recent Censuses

1961 1971 1981

!Age Groups Both Genders Male Female Both Genders Male Female Both Genders Male Female

6-9 --- _.. --- 11.1 16.4 5.5 21.6 21.8 15.2

10 -14 9.2 14.5 3.1 23.8 35.8 9.6 38.8 50.8 21.2

15 - 19 11.4 19.6 2.4 21.9 35.4 7.1 33.6 48.2 17.5

20 - 24 10.6 20.2 1.6 17.0 30.9 4.l 26.6 41.1 12.6

25 - 29 9.1 17.4 1.2 18.3 24.4 2.6 23.0 36.3 10.1

30 - 34 8.4 16.4 1.2 10.6 20.3 1.6 19.3 31.8 7.8

36 - 39 9.0 16.4 0.9 9.8 17.6 1.4 17.6 21.6 6.7

40·44 7.8 16.4 0.9 8.7 16.4 1.1 14.6 23.7 6.5

41i - 64 7.5 14.3 0.8 8.7 15.7 1.0 13.4 17.3 4.8

liH 6.4 13.0 0.6 6.6 12.6 0.7 11.2 19.1 4.0

Not Stated 3.5 8.3 1.8 --- --- --- --- --- ..-
Source: Population Monograph of Nepal (1987)
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As might be expected there are disparities between the literacy rates of urban

and rural areas. They may be summarized as follows for 1981 and 1986:

Table 8.3

Urban and Rural Literacy Rates by

Gender for 1981 and 1986

Urban Rural
Gender 1981 1986 1981 19:6

Both Genders 50.5 62.7 21.4 32.5

Male 61.1 77.7 31.9 49.9

Female 38.2 47.5 10.3 16.1

Source: Demographic Sample Survey 1986/87, First Report
(1987)

These figures show urban versus rural differences and again underscorr:

increasing gender differences in literacy. Interestingly, figures from the Population

Monograph of Nepal indicate the Central Development Region ranked third in overall

literacy rates in 1981 (22.7), falling behind the Eastern Development Region (27.4)

and the Western Development Region (25.8).

Although significant progress has been made, there are still major challenges

in the field of literacy training. Even the Central Bureau of Statistics (CBS)

cautions that it was not able to administer a functional literacy test in the most

recent census and survey, and there may therefore be :::Dme bias in the reported

literacy figures. The CBS suggests that biases may be caused by individuals who

interpret a person's ability to read and write their own names as evidence of

literacy or by parents who exaggerate the degree of literacy achieved by their

daughters of marriageable age. The CBS further notes that reported literacy rates

throughout Asia are usually exaggerated by 10 to 25 percent.

Table 8.4 lists the number of literates from MOEC sponsored activities from

1956 through 1984. For the years 1972 through 1984 the target number, actual

numbers, and the percent of target are listed. The table indicates that the MOEC

came relatively close to its target most years.
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Table 8.4

Number of Literates from MOEC Sponsored Activities
(1956 - 1984)

Year Target Achievement Percentage
Population

1956 N.A. 1,000 N.A.
1957 N.A. 7,525 N.A.
1958 N.A. 5,500 N.A.
1959 N.A. 6,000 N.A.
1960 N.A. 20,375 N.A.
1961 N.A. 9,800 N.A.
1962 N.A. 4,800 N.A.
1963 N.A. 17,050 N.A.
1964 N.A. 26,500 N.A.
1965 N.A. 18,240 N.A.
1966 N.A. 8,260 N.A.
1967 N.A. 19,095 N.A.
1968 N.A. 16,965 N.A.
1969 N.A. 19,745 N.A.
1970 N.A. .2,101 N.A.
1971 N.A. 40,999 N.A.
1972 100,000 61,370 61.4
1973 100,000 73,900 73.9
1974 100,000 98,805 98.8
1975 100,000 92,294 92.3
1976 100,000 87,307 87.3
1977 125,000 94,932 75.9
1978 N.A. 2,572 N.A.
1979 20,000 14,429 72.1
1980 36,000 10,000 27.8
1981 28,000 20,684 73.9
1982 100,000 64,612 64.6
1983 150,000 101,471 67.6
1984 135,880 101,471 74.4

Sources: Dhauvadel. S.N. et at, Literacy and Non/ormal
Adult Education in Nepal, (in Nepali), (1979).
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For the over three decades that the MOEC has been active in literacy there

has been consistency in the goals for adult education: to link literacy to

development so it is a supporting tool for that process as well as a result of that

process. Unfortunately, outcomes have consistently fallen short of the established

targets.

8.2.2 National Goals and Strategies

The Seventh Plan (1985-1990) is currently being implemented. It was developed

under the policy guidance provided by the 1971 National Education System Plan, the

adult education components of which have been summarized immediately above. The

goal for adult education in the Seventh Plan is to have an adult literacy program

that contributes to development through the education of a large number of adults

who will make substantial contributions to national development when they become

literate. The literacy program target for this goal is to make approximately

1,500,000 adults literate during the plan period: (750,000 are to be made literate

through the general literacy program and 750,000 through the Functional Adult

Education Programme.)

National goals for education were further explicated in the Basic Needs

Strategy outlined by HMG in 1987. Literacy is regarded as an important way to

improve the majority's living standards. As part of the commitment to provide

basic education to all by the year 2000 A.D. the target is to provide literacy

training to 5,345,631 adults in the next 13 years to:

• enable individuals of 15·34 years of age to read, write, and do simple
mathematical calculations.

• increase adults' awareness of their situations and their self-confidence.

• provide information essential to daily life on topics such as agriculture,
health, cottage industry, family planning, forestry, and population
education.

• inform the nation about its political system and development activities.

The Basic Needs Strategy selects the cnrrent MOEC program which is described

below as the one that should be promoted, implemented, and supported, and

identifies the MOEC as the key agency for advocating and implementing the literacy

prugram. This implementation includes policy formulation; materials development,

production, and distribution; training; coordination; and direction.

8 . 8



The MOEC recognizes the magnitude of this task and has selected a strategy

designed to use all available resources for literacy activities in the most efficient

manner. It has selected a single program as the national program: Nonformal

Education for Rural Development (or Nonformal Adult Education Programme). This

program receives HMO support and the MOEC has invested in materials development

and other activities in support of the program since 1977.

The AES provides a limited number of literacy activities through District

Education Offices (DEOs). Equally important, however, is its role as a coordinating

agency--facilitating governmental and non-governmental agencies in their efforts to

provide literacy training. The MOEC works openly and closely with any registered

organization that wishes to cooperate with it. In this regard, the MOEC serves as

a technical assistance agency for those organizations involved in literacy training.

For example, it provides materials at cost, and training for trainers at almost no

cost, to all requesting registered agencies. This pragmatic approach to solving a

difficult problem is an excellent way to make efficient use of limited resources.

(This approach is further detailed below in Section 8.2.3.)

The current situation demands pragmatism if the goals and objectives of the

literacy program are to be met. Many factors (e.g., difficult terrain, lack of human

and financial resources, and economic hardship) make it difficult to meet targets on

time. Furthermore, because the population growth rate has been higher than

originally projected, the literacy rates have not increased as much as expected. As

a result, the goals of the Basic Needs Strategy must be considered in light of there

now being fewer literates than originally anticipated and the possibility of continued

high population growth rates. The need to make large numbers of adults literate is

further complicated by the fact that those who have received literacy training may

lose their literacy skills if they are not engaged in activities that specifically

support literacy retention.

The trend shows an increase in the absolute number of literates and the data

suggest that the literacy rate is also increasing. Indeed, remarkable progress has

been made since 1951 when the literacy rate was estimated at two percent. The

question remains as to whether it is increasing at a sufficient pace to achieve the

year 2000 A.D. targets in view of the high rate of population growth.

8.2.3 Structure

This section describes the structure only of that portion of the NFE subsector

concerned with literacy training. It includes activities of the AES and other
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governmental agencies and non-governmental agencies (NGOs) engaged in literacy

training.

8.2.3.1 Ministry of Education and Culture. The MOEC has primary respon

sibility for education throughout the nation. Figure 8.1 shows the administrative

organization of the MOEC. The AES is under the Educational Administration

Division. The Section is headed by an Under Secretary for Adult Education who is

assisted by a Section Officer.

Figure 8.2 shows the current or~anizational structure of the AES and lists the

posts. The Section is divided into 6 units: Administration, Curriculum, Program,

Training, Evaluation, and Population Education. The Administration unit is

responsible for personnel and general administration. Materials are developed in the

Curriculum unit. When necessary, local technical advisors are hired as consultants

by the section. Planning, programming, and i11'lplementation are carried out by staff

associated with the Program unit. The officers in the Training unit provide training

to facilitators and offer a variety of workshops. The Evaluation unit is primarily

responsible for maintaining records of enroilment reports, supervisory reports, and

teachers' progn:ss reports. The curriculum specialist of the Population Education

unit ensures that population education information is included in NFE activities.

This work is done in cooperation with the United Nations Family Planning

Association (UNFPA). The AES is seriously understaffed. Furthermore, only 5 of

the 23 staff members are permanent. This means that staff turnover is very high.

The MOEC is involved in two separate literacy programs. Nonformal Education

for Rural Development is the major program of the AES, and the literacy activities

of the Seti Zone Project are in an experimental phase. The Seti Zone Project is

partially supported by the United Nations Development Program (UNDP) and

UNICEF. The Nonformal Education for Rural Development program has been

selected as the national program and is directly under the AES. The Section has a

working, but not control, relationship with the literacy activities of the Seti Zone

Project which is based in its own Education Project Office as shown in Figure 8.3

by the broken line between the Project Offices and the Education Administration

Division under which the AES falls. The SETI Project has two experimental literacy

programs. The Functional Literacy Programme for Adults is a general one and the

Cheli Beti Programme is especially designed for young girls.
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Figure 8.1
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Figure 8.2

Organizational Structure of the Adult Education Section
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Figure 8.3

Educational Planning and Implementation Structure

HIS MAJESTY'S GOVERNMENT

Cabinet

I
National Education National Planning

10-
Committee "", --'" Commission (NPC).... ........ , ---.... ... --...~ --

Mini.try of Education
and Culture

I I

Planning Ed.Admin. Tech.Education Examination
CTSDC !' ... Divi.ion -~ Divilion Dir~ctorate Divi.ion, ........

_....
.... ~-~-.... _ I ..... ..--- -.=.-'-' _.... -...-----

Education Regional Education Regional Office
Project(.) Office. '------ ..-Directorate J of the NPC

I
I

I
Di.trict I Miniltry of

/'
Education I Panchayat ok

Committee I Local Devel
/ II,.

/,-
Project Office Di.trict Di.trict Service
in Concerned -------- Education 1--- Panchayat Centre.

District Office Secretariat

I
Sectoral Planning------- (Education)

Committee
1',,

"' ...

Field Schools and Village
Offices 1------- School Management ---------- Panchayat.....-: ..... Committee•

1....-!............. ...-

Local I Clu.ter School. I U.er Group.
Communities

Control Relation.bip
'?'Iorking Relatil'.lship

Source: Manandhar, T.B. NO. Increasing the Relevance of Education for Rural
Development: The Nepalese Experience
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The AES offers some of the NFE for Rural Development activities directly. It

has 535 facilitators who are responsible for literacy classes in 24 of the 75 districts.

These facilitators report through the District Education Officers who, in turn,

report to the MOEC in Kathmandu through the established ministerial channels.

The process for determining which areas will receive literacy classes directly

supported by the MOEC is described below in Section 8.2.4.8.

The AES also serves a directing, managing and administering role. It

coordinates literacy activities in the nation, develops and makes rna terials available,

and provides training and other technical assistance. In this role it facilitates the

work of other organizations wishing to use the materials and methods of the

Nonformal Education for Rural Development program. The MOEC and the AES play

an important advocacy role in support of literacy activities. Examples of how they

do this include the national and regional seminars and workshops they conduct.

8.2.3.2 Other Organizations Cooperating with the AES. The AES regards its

technical assistance role as the most critical one with regard to increasing access

to literacy activities nationwide. It recognizes that it does not have enough staff

or funds to provide literacy opportunities to all adults and encourages other

agencies to use its materials and other technical support to set up literacy

activities. Governmental agencies and NGOs are cooperating in this regard. Table

8.5 lists the 20 organizations formally cooperating with the AES in 1986·1987. This

list includes other units of the MOEC, other government agencies such as the

Ministry of Panchayat and Local Development (MPLD), and local and foreign NGOs.

UNICEF finances the literacy activities of the following development programs and

projects: Small Farmer's Development Project, Production Credit for Rural Women

Programme of MPLD, and Basic Services for Rural Development Programs of MPLD.

An unknown additional number of agencies is also using MOEC materials and

technical services.

8.2.3.3 Other Literacy Proarams. Literacy has a high value in Nepal and is

recognized as a tool to personal and group achievement in the development process.

Consequently, many agencies are asked to provide literacy classes. In response to

these requests several agencies have developed their own courses and materials.

There is no currently available complete listing of these organizations or their

courses.
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Table 8.S

Organizations Cooperating with the

Adult Education Section: 1986-1987

Small Farmer's Development Project
Basic Services for Local Development (BSLD) Programs, MPLD
Women Development Programme (Production Credit for Rural

Women Programme, MPLD)
Education for Girls and Women in Nepal, Women Education

Unit, MOEC
Integrated Hill Development Project (IHDP), SATA
Nutrition section, MOEC
Lutheran World Service
Action Aid/Nepal
USC Canada/Nepal
Save the Children, USA
Women Service Co-ordination Committee (PACT/WEI Project)
Agricultural Projects Service Centre
Dhading Development Project
Nepal Leprosy Eradication Project
Educational Training Service
Redd Barna
Nonformal Education Service Center
Research Centre for Education Innovation and Development
Women Training Ce~tre

Source: MOEC

8.2.3.4 International Linkages. The AES is actively involved in an

international network of organizations engaged in functional literacy. With

assistance from the Asian Cultural Centre for UNESCO (ACCU/Japan), a workshop

has been offered on the development of materials to be used by new literates.

Some of the materials developed in the workshop held in Nepal have been adapted

and distributed by the ACCU for use as prototypes in other Asian countries. These

include the book, Cooperative for Better Life, and the dice game, Let's Plant Trees.

The adaptation of materials from Nepal for other countries should not come as

a surprise. In 1985 the MOEC was awarded a first prize by UNESCO Cor the

picture posters that are part of the national Nonformal Education Cor Rural

Development literary program. This award illustrates the high regard international

literacy experts have for the Nepali literacy materials.
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Similarly, the AES has adapted a number of materials for new literates under

the ACCU's Asia/Pacific Joint Production Programme. Examples include The Path to

a Happy Life and the Use of Water poster. The AES has also established a close

linkage with UNESCO's Principal Regional Office for Asia and the Pacific (PROAP),

which is located in Bangkok and focuses on literacy and adult education. AES staff

have participated in a number of regional literacy workshops organized by PROAP,

and PROAP has helped the AES organize national workshops, seminars, and training

in support of iiteracy activities.

8.2.4 The Literacy Program

This part of the chapter describes the components of the literacy activities of

the AES. It primarily focuses on the two programs directly related to the AES

(Nonformal Education for Rural Development and the Seti Zone Project literacy

activities) and the programs of the 20 organizations listed in Table 8.5. Literacy

training is provided in Nepali, the national language. Two other organizations were

visited, and the data that were collected are included as examples of literacy

activities outside the purview of the AES. Data on even this limited portion of the

overall NFE subsector were scarce. Each of the 22 organizations listed were visited

and administered a set of questions. These data were then compiled for this

chapter. Although data are not complete and there arc doubtless some inaccuracies

as well, this compilation is an important first step in understanding the foundation

upOP. which the MOEC can build its future literacy activities.

It must be emphasized that there are many more literacy activities than those

described under the terms of reference for this chapter. For example, the data

presented here for the Women Training Centre describe activities only in

Kathmandu. Fieldworkers from the Centre offer literacy activities in many villages

but data for these activities were not available in the capital city. Better

information on the range of organizations providing literacy training would provide

greater understanding of the organizational foundation upon which additional

opportunities might be built.

8.2.4.1 Philosophical Basis of the NFE for Rural Development Program. Nepal

has adopted an approach to literacy that is an adaptation of the method pioneered

by the Brazilian philosopher and educator Paulo Freire. It is described as an

adaptation because the approach also incorporates knowledge, experience, and

materials from other literacy activities.
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For Freire literacy is meaningless unless accompanied by the development of a

critical consciousness. In his view, critically conscious persons are those who are

aware of their own dignity, understand the basic causes of daily problems, and are

aware of their own ability to influence their environment. Freire described and

promotes a mode of instruction which enables individuals to develop an

understanding of their situations at the same time they are acquiring literacy skills.

The Freirian method uses a problem-posing approach in which "generative

themes" are discussed and reflected upon. Learners separate nature and human

culture. Nature exists on its own and culture is what mankind adds to it. This

approach suggests that people can alter and control their environment. Key words

serve to introduce generative themes which are meaningful to participants and

which at the same time introduce the letters and sounds of language.

8.2.4.2 Participants. Table 8.6 summarizes enrollment data on literacy classes.

Most of the data in this table describe the activities of the AES and the 22

organizations discussed in Section 8.2.4. Figure 8.4 shows the distribution of

literacy activities provided by these organizations. Literacy training is available in

more than 60 of the 75 districts. Districts not served include some in the Tarai as

well as in some of the more remote areas. Some districts have very few literacy

classes. Others may be served by more than one organization although care is

taken to avoid duplication. The Gorkha District, for example, is served by Save

the Children/USA and the AES. But, although these agencies are operating in the

same district, their classes are not held in the same villages.

According to Table 8.6 there are 53,806 participants enrolled in the 1,868

classes most closely associated with the NFE for Rural Development program. The

AES reaches 30 percent of the participants. There are insufficient data to draw

conclusions regarding program completers versus enrollees. The limited data do

indicate, however, that the program will have to expand significantly to meet the

targets set by the Basic Needs Strategy. Class size ranges from 8 to 50

participants, with the mode between 25 and 30.

Literacy classes are available to individuals from age 6 to 45 years. depending

on the program. Because so few girls attend school these classes provide an

important access to basic educational skills for girls and women. Some of the

classes are provided to women and/or girls alone and many of the mixed gender

classes range from 37 to 95 percent female enrollments.
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Table 8.6

Enrollment in Liter&.::y Classes: 1986-1987

OrganlzatlonlProj.ct Ho. Ho. Ho. X Ho. per COlpl.elon Ag.
Districts CluslS Put lelpants FHal. Clus Rat. X

Adult Education Division, ~EC 24 sas 16,050' 60+ ao 80 - 90 15 - 45
Salil Faratr's Dlv. Proj.ct 62 282 8.480' SO. 30 ".A. H.A.
Bisie S.rvle.s for Local

Dlv.lnplent (BSLD) Prograls, "PLD 6 36 1,080 60tt. 30 Host H.A.
VOI.n Dev.lopeent Prograll.

(Productlon.Cr.dlt for Rural
UOI.n Progralle, "PLD) 33 66 1.960 100 30 83 H.A.

The VOlen's Education Proj.ct
UOI.n Ed. Unit, HOEC S as 700 100 20 H.A. H.A.

UHICEF: Sttl Zone Proj.ct 113 2,825 60 - 70 25 90 - 95 H.A.
Ch.1 I B.H a9 760 100 19 6 - 13
Siall Farl Flilly Progral H.A. 282 11,280 N.A. 40. H.A. H.A.

IHDP/SATA Proj.ct 2 80 1.600 60 20 90 H.A.
Nutrition S.ction, ~EC 5 34 680 44 20 80 - 90 H.A.
Luth.ran Vorld Servlc. 1 4 152 74 SO 70 H.A.
Action Aid/Nepal 1 34 H.A. N.A. 25 or I.ss H.A. 16 - 40
USC CanadaIHtpl1 3 10 250 66 aD H.A. H.A.
Sive the Childr.n/USA I SO. 1.150' os IS - 30 H.A. H.A.
WOI.n S.rvlee Co-ordination COllitt••

(PACT Pro jeet VIHEV ERA, UE II 3 6 185 100 30 50 H.A.
Agricultural Proj.cts Service C.ntr.

(APROSC)U - - - ZO All H.A.
Ohlding D.v.loPI.nt Proj.ct(&TZ) I 110 2.934 48. 20 80 N.A.
"'Pal L.prosy R.li., Assoclltlon 1 I 25 20 Z5 40 H.A.
Educational Training S.rvl~ •••••
R.dd Blrna (Save the Chlldr.n/Horway) I 6 130 H.A. za H.A. H.A.
Honforla' Education S.rvic. Cent.r 69 1,776 lLA. 2S 8S - 90 IS - 25
CERID I 4 87 37 20 100 H.A.
VOltn Tra'nlng C.ntre, "PLD ! 2 16 100 8 - 20 9S N.A.
Unlt.d "Isslon to H,pll 5 H.A. H.A H.A. H.A. H.A. H.A.
Strvlce Centre Adult Educltion

'rogrl..e (SPACE) 3 70 1.686 95 Z5 80 H.A.

TOTALS 1,868 53.806

• Approxllat. or Estilate
It Hot Actlv, this year

••• On. district only
••,. Unablt td eontlct

Sourc.: Inttrvl .. Dati.
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The Cheli Beti Programme, which is part of the Seti Zone Project, is especially

designed for young girls who have not attended school. Two hundred and ten of

the AES classes are organized by local women's organizations and provide learning

opportunities solely to women. Similarly, the Literacy Programme for Primary

School Age Out of School Girls, part of the Women's Education Project, is also

designed exclusively for girls. Girls are encouraged to attend school after

completion of this program.

Although more than 50 percent of the nation speaks Nepali, the language of

instruction, the figure is probably significantly lower for women and girls. The

caste system has traditionally separated individuals of different castes and

socioeconomic levels. The literacy program attempts to provide learning

opportunities for all and, in many cases, offers mixed-caste classes.

From the available data, completion rates appear to be relatively high

compared to those of other countries. They range from 40 to 100 percent. Those

engaged in providing literacy activities emphasize how highly participants value the

classes. The major reason for dropping out is competing work responsibilities.

The current program will not meet the current national literacy targets. To

do so, over 407,000 adults would have to become literate each year. This year,

records indicate that approximately 13 percent of that number were reached and

this percentage does not take drop-outs into account.,

8.2.4.3 Facilitators. Teachers have an important role in many learning

activities. The approach chosen by the MOEC requires the facilitator and

participants to form u learning team, and therefore the role of the facilitator as a

contributor to ~he learning process is especially important.

Table 8.7 contains summary data on facilitators from agencies involved in the

Nonformal Education for Rural Development program. Available data suggest that

1,873 facilitators were actively working with learners in 1986-1987. Some of these

are required to have a Grade 7 or 8 pass from the formal education system although

some agencies only require that the teacher be literate. The MOEC prefers a Grade

8 pass so the facilitator will be equivalent to the minimally qualifierl primary school

teacher. In a few agencies very recent graduates of the program have taken over

facilitator responsibilities. Many of the agencies use primary school teachers or

"social workers" (individuals engaged in social/development-related activities) from a

village as facilitators.
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Table 8.7

Data 00 Facilitators Engaged III Nooformal Education

for Rural Development Program: 1986-1987

Org~nizltionlProjfct lto. Fa:;IHtdor/ ~ua'" IClt Ions TralnlnQ Pay (In RsJ
FIC II i tdors Pattlclp&lit

R&Uo

Adult Educltion Division, "OEC sas 1:30 Grade S 9 days Inltlilly 200/lonth
3 days In-sfrvice UO/lonth

(SuppIIISJ
Siall Flraer's Dev. Project (ADS) 282 1:30 N.A. ".1'. ZOO/ao
Basic Services for local

DeveloPlent lBSLD) Progrl15 36 1:30 N.A. N.A. ZOO/ao
UOlen Dfv.loPlent Progralle

lProduction Crfdit for Rurll
VOI.n Progrl'lf, "PlD) 66 1:30 H.A. H.A. ZOO - 250/10

The VOI.n's Educ~tion Project
Walen Ed. Unit, "DEC as I:ZO H.A. H.A. 10/day

UNICEF: S.ti 113 1:25 Grad. 7 or 8 as days IS.Slday
Chell Bet! 39 I: 19 Grad. 7 or S as days 13.S/day
SIIII Flrl Fllily Progra. Z82 1:40 H.A. H.R. H.A.

IHOPISATA Project 80 1:20 H.A. H.A. IUday
Nutrition Section, "DEC 34 1:20 N.A H.4t 10/day
Lutherln World Service 4 1:38 H.A H.A. 300/d.y
Ac ti on Ai d/Nepa I 34 1:25 N.A 7-10 dAyS initllily 10/day

5-7 dlYs In-urvlct
USC Clnada/N'PII 10 1:25 N.A N.A. 200/ao
Sav. th. Children/USA SO 1:23 Gnde 71;1;" 8 10-12 dlys 2S0/ao

~.fr~sh.r Cours. 100/ao
UOI.n S.rvic. Co-ordination COlllttee

(PACT Project U/NEU EHA,UEI) 6 1:22 ru. N.A. 2S0/ao
Agriculturll Projects Service Centre

lAPROSCU - - -
Oh.ding DeveloPlent Proj.ctl6TZJ 110 1:27 H.A. 12 days ZOO/ao
N,pll Leprosy Rell., Assocl.tlon 1 1:25 H.A. N.A. 600/ao
Educational Trlinlng S.rvlc•• '
R.Jd Barna lSave the chlldr.n/Horllyl 6 1:23 H.A H.A. ZOO/aa
Nanfaraal Education Service C.nt.r 69 I:Z6 Lit.tde 2-3 1Mb lDlday
CERID 4 1:22 H.A. H.A. ZSD/aa
VOI.n Training Ctntr.lftPlDJ 2 1:8 iU. N.A. No .xtra far

litlraey ellSi
Unlt.d "Isslon to NePl1 H.A. H.A. H.A. H.A. Valunt.er
Sfrvlc. C.ntr. Adult Educltlon

Progrll•• lSPACE) 7~ I:Z3 H.A. N.A. lD/day

TOTAL 1,873

I "0 oroorll In 1986-87.
" Un.bl. to contlct.
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Facilitators often do not have the desired qualifications. This is due to the

lack of availabili~y of qualified individuals, particularly in rural and remote areas.

The advantage of this is that costs can be kept low because remuneration is low.

There are other costs, however. Often an individual with low qualifications has

difficulty understanding the guidebook and the concepts that are critical to the

methodology.

The facilitator has pedagogical as well as administrative responsibilities. In

addition to managing daily classes the facilitator must also manage the facilities and

equipment needs, keep records, receive and distribute materials, manage resource

persons, maintain records and forward them to the appropriate people, and

cooperate with supervisors.

Local residents or individuals who have demonstrated their commitment to stay

in the area are preferred. Whenever possible the MOEC recommends employing

female facilitators as that enhances the likelihood of women and girls enrolling in

classes. Data on the total number of female facilitators were not available. Of the

535 employed by the MOEC, 195 are female.

Generally, facilitators are provided with training. Initial training varies in

length from 7 to 35 days and there may be from 3 to 7 days of inservice training.

The MOEC program consists of 9 days preservice and 3 days inservice training.

Most training occurs in the districts. Training emphasizes participatory methods

and the importance of development messages. This emphasis on participatory

methods is key to the Freirian approach. Unfortunately, many facilitators lack the

skills to encourage participants to engage in active discussions. Some individuals

have observed that the range of development topics (e.g. health, agriculture,

nutrition, and forestry) requires a very well-trained facilitator.

Facilitators do not generally have very large classes. Facilitator/participant

ratios vary from 1:8 to 1:40. It should be noted, however, that small rooms often

may hamper learning in classes of 20 to 25 participants.

Only the United Mission to Nepal depended on volunteers for teaching literacy

classes. And this organization noted that now that the MOEC was offering classes

in more districts facilitators no longer wish to work without remuneration. Some

organizations provide literacy as part of their other development a("tivities, such as

the Women Training Centre of the MPLD, and do not provide additional payment.

For those facilitators who are paid, the payment does not vary a great deal from

organization to organization. Most pay facilitators approximately Rs 200 per month.

The AES and Save the Children/USA provide monthly allowances for materials.
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Some organizations pay on a per daily lesson basis, believing that this encourages

teacher attendance.

8.2.4.4 Curriculum, Methodology, and Materials. As noted above, the

predominantly used MOEC-developed curriculum and materials are based on an

adapta tion of the Freirian approach. Key words are l'sed to teach literacy both

through analysis (words are broken into syllables) and synthesis (known syllables are

used to make new words). In this approach, participants and facilitators comprise a

learning team which uses discovery methods (problem identification, discussion, and

understanding) to learn key words and to discuss themes relevant to their own lives.

Themes might be poverty, economic structures, or availability of water, for example.

Description of the MOEC-Promoted Program

The purpose (Jf the curriculum is to assist adult learners to identify their

problems and analyze their situations with regard to topics such as health, family

structure and planning, hygiene, agriculture, and animal husbandry while learning

basic literacy and numeracy. The curriculum is designed for a six-month course,

where classes of at least two hours duration are taught six days a week. The

methodology is designed to be problem-posing and participatory with a goal of

developing the potential of adults in thr. classes.

Four 96-page primers, called Naya Gorelo (A New Trail), present the literacy

course material in Nepali (MOEC, 1987). These are accompanied by a teacher's

guide (which is also available in English) and supplementary materials. These will

be described in this section. (Equipment is described below in Section 8.2.4.7.)

Ideally, every participant receives a complete set of books, a blank notebook,

and a pencil. The written language and arithmetic are introduced slowly in the

books, so learners have frequent opportunity to practice newly acquired skills while

they learn other new ones. Lessons arc introduced by themes relevant to

participants' daily lives. Discussion of each theme is initiated from an illustration

which appears in the book and with one of the posters from the poster set provided

to each class. Discussion takes place in small groups which then report to the

class on their activities. The facilitator's guidebook assists the facilitator to ensure

that identification, analysis, experience, and feelings Questions are all addressed by

the class.
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After the discussion has ended the facilitator introduces the key word for that

session. Key words are in Nepali, the national language, which uses the Devangari

script. There are consonants combined with vowel signs and vowels; each has only

one sound, and each is a syllable. Letter cards (provided to each class) are used to

show the written symbols for the syllables and to show how words can be analyzed

into syllables and the syllables then recombined into new words.

The books introduce nlJmeracy by beginning with counting in traditional Nepali

style and then moving to numbers, addition, subtraction, multiplication, and division.

Stories play an important role in the program, some carrying over from one book to

the next. The introduction of comic book style encourages readers to move from

left to right and from the top to the bottom of a page.

In addition to the posters and syllable cards mentioned above, three games are

provided to each class. These are introduced early in the first cycle of classes. All

of these materials are used in many literacy activities throughout the country--both

by government agencies and by NGOs. Table 8.8 lists 20 organizations and the

number of sets of materials they have received from the MOEC at cost.1 The

MOEC tries to keep costs as low as possible and has attempted to meet th~ demand

for its materials in a timely manner by putting publication of its materials out for

competitive bid.2 Others are using these materials as well. For example, the

United Mission to Nepal has been given permission to reprint MOEC materials for

its own use.

Table 8.9 provides some general information related to the literacy courses

under consideration. Courses vary in length from three months to a year. Most

are two hours a day for six days each week. Agencies may use their own materials,

those frem the MOEC, or a combination of both.

lSince completion of the draft of thi;; report (August 1987) the AES has
distributed materials for the 1987-1988 year. The number distributed is significantly
higher than for 1986-1987. Summary data are included in Annex 8.4.

2Prices for AES materials have also become available since the completion of
the draft of this report. These are provided in Annex 8.5. As shown in the table,
they are very reasonable, especiaJIy in cases where the MOEC has been able to
print large runs of a single document.
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Table 8.8

Ministry of Education and Culture Distribution of

Sets of Literacy Materials: 1986-1987

Agency

Small Farmer's Dev. Project
Basic services for Local

Development (BSLD) Programs
Women Development Programme

(Production Credit for Rural
Women Programme, MPLD)

Education for Girls and Women in
Nepal, Women Ed. Unit, MOEC

Community Development Project
IHDP/SAT A Project
Nutrition section, MOEC
Lutheran World Service
Action Aid/Nepal
USC Canada/Nepal
Save the Children, USA
Women Service Co-ordination

Committee (PACT Project)
APROSC
Dhading Development Project
Nepal Leprosy Eradication Project
Educational Training Service
Redd Barna
Nonformal Education Service Center
CERID
Women Training Centre, Dhunkuta

Total

Source: MOEC

Sets of Materials l

9,000

2,360

1,800

255
250

1,860
1,1 IS

100
1,250

240
1,000

700
30

3,400
71

250
140

12

23,833

1 Where no number appears, materials were provided but no charge assessed.
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Table 8.9

Literacy Course Length, Content, and Post-Literacy Activities

Coune Post-Literacy j
Organiution/Project Length Day./Wk Hours Materials Source Activities Mater!

Adult Education Division, MOEC 6mo 6 2 MOEC No Yes
Small Farmer'. Development Project (ADB) 6 mo 6 2-2.6 MOEC Yea Yes
Buic Services for I,ocul Development

(BSLD) Program- (MLPD) 6 mo 6 2 MOEC No No
Women Development Programme (Production

Credit Cor Rural Women Prog., MPLD) 6 mo 6 3 MOEC Yes No

The Women'. Education Project
Women Education Unit, MOEC 160 days 6 1.30-2 Seti Project No No

UNICEF: Sui 129 days N.A. N.A. Own No Yes
Cheli Beti 160 daya N.A. N.A. Own No Yea
Small Farm Family Program N.A. N.A. N.A. N.A. N.A. N.A.

IHDP/SATA Project 160 daya 6 2.5 MOEC+ IHDP Yea Yea
Nutrition Section, MOEC 6mo 6 2 MOEC/UNICEF No No
Lutheran World Service 7mo 6 2 MOEC/SPACE/ Yea Yea

UNICEF/WIF
Action Aid/Nepal 6mo 7 2 MOEC Yea Yea
USC Canada/Nepal 6mo 6 2 MOEC Plan Plan
Save the Children/USA 6mo 6 MOEC+Own Yea Yea
Women Service Coordin:t.tlon Committee

(PACT Project w/New ERA, WEI) 8 mo 6 1-2.5 MOEC Yes Yea
Agricultural Projects Service Center

(MROSC)I N.A. N.A. N.A. N.A. N.A. N.A.
Dhading Developing Project (GTZ) 6rno 6 4 MOEC No Yea
Nepal Lepro.y Relief Auociation 9mo 6 2 MOEC + Netherland. No Yes

Lepro.y Relief AlSn.
Educational Training Service2 N.A. N.A. N.A. N.A. N.A. N.A.
Redd Barna (Save the Children/Norway) 6 6 N.A. MOEC No No
Nonrormal Education Service Center N.A. N.A. N.A. Own Yel Yea
CERID 12 mo 3 2 MOEC/CERID/MOH No Yes
Women Training Centre (MFLD) 3 6 2 Own Yea No
United Mi••ion to Nepal N.A. N.A. N.A. N.A. N.A. N.A.
Service Centre Adult Education

Program (SPACE) 7 hl0 6 2 Own No Yea

Source: Interview Data

INo literacy activities in 1986-87.
2Unable to contact.
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Utility of the MOEC-Promoted Materials

The materials are very well received. Those individuals responsible for literacy

activities cite how well they are liked by learners and they are evaluated by the

user agencies as easy to use. The facilitator's guide is well written and helpful. It

emphasizes the first part of the course, however. There is some concern among

users that the wording in the guide may be too difficult for neo-literates who

assume the responsibility ror teaching a literacy course.

For many agencies literacy is one component of development activities that are

occurring in an area where they are working. For example, Action Aid and Save

the Children/USA are engaged in integrated rural development projects where

literacy is just one of a number of activities. They find the content of the primers

very relevant to their development work.

Several organizations indicate that the four books take more than six months to

master. This may be because the discussions and proposed solutions from the

literacy course are, in fact, put into action in the field by activities such as

building pit latrines and thus slowing the pace of the course. Some organizations

suggest that the training provided may be insufficient and that this is why the

course does not progress as quickly as planned.

The MOEC is concerned that their materials might not be relevant for use in

all regions. For example, the illustrations, which depict only Hills situations, may

not be suitable for the Tarai where the majority of the population lives. In

addition, a significant percentage of the population does not speak Nepali as a first

language so there may be difficulties teaching reading and writing skills at the same

time that a new language is being learned. However, several of the NGOs indicate

that they are able to use the materials without difficulty in a' wide range of

contexts.

Seli Zone Project Materials

The Seti Zone Project has also developed a series of materials for its

Functional Literacy Programme for Adults and for the Cheli Beti Programme. These

materials also arc based on a problem-solving approach and arc development

oriented. They were specifically developed for the Western Region. The adult

education program materials consist of 129 individual lessons; 18 of these are

practical activities such as building latrines and about 20 of them concentrate on

numeracy. There arc 160 lessons for the Cheli Beti Programme which are adapted

from the original materials but focus on a village girl who serves as a rolc model

for young girls.
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The materials are used extensively by the project and considered good by

others. Project sponsors would like the MOEC to examine the materials carefully

and consider possibly incorporating them into the nationwide literacy system. It is

interesting to note that project sponsors also use the MOEC-promoted materials in

literacy components of some of their other projects and have found these materials

adequate for the Western Region.

Post-Literacy Materials

There are considerable amounts of post-literacy materials now available or in

the planning stages. There is shared concern about literacy retention and the

availability of appropriate written materials, particularly in the remote areas. The

Seti Zone Project is experimenting with the establishment of Village Resource

Centres (VRC). These centers would serve as depositories for written materials and

a focal point in the village for encouraging literacy activities. So far, the Seti

Zone Project is not satisfied wi th the results bu t will rna ke adapta tions in its

approach in the project's second phase.

As shown in Table 8.9 the majority of the organizations contacted provide

post-literacy materials to help villagers retain their newly-gained literacy skills.

Many also encourage the establishment of post-literacy activities such as goat

raising or cooperative formation.

The MOEC provides post-literacy materials on population education, forestry,

cooperatives, and general development information. The Seti Zone Project has

completed 15 sets of supplementary materials and plans to produce 10 more this

year. Several other ministries, such as the Ministry of Health, have developed

written materials which are easy to read and which are used fairly extensively in

literacy activities. Other organizations are also actively involved. For example,

Action Aid has begun to develop post-literacy materials; UNICEF/UNDP produces a

waH newspaper, is experimenting with a commercial comic called New Scene, and

distributes its "memory card~" for oral rehydration therapy suitable for neo- as welJ

as non-literates; the Nonformal Education Service Center produces a periodical

called Hamro Bhaasaa (Our Language); and the United Mission to Nepal has some

stories available. Table 8.10 lists some of these materials, indicates where they may

be obtained, and gives their costs.

One concern mentioned by many persons interviewed is that the materials are

not developed from a basic set of several hundred words. Rather, materials use

different vocabularies which makes reading and comprehension much more difficult

for new literates.
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Table 8.10

Partial List of Post-Literacy Materials: 1986-1987

ITEM CONTENT AVAILABLE FROM COSTINRS

Card Game Health & Nutrition United Mission to Nepal 23

Poster Seta Various Subjects United Mislion to Nepal 240

Haamraa Keta Ketiharuko Nimti Ban
(Forests for Our Children) Forestry MOEC 4

Sukhi Jibanko Laagi Saajhaa Sanathaa
(Cooperative for Happy Life) Agriculture MOEC 3

J\noupachaarik Sichhyaamaa Janaahankhyaa
Sichhyaaa (Population Education in Population MOEC 40
Nonformal EducQtion)

Dainik Jibanko Laagi Upyogi Gyaan
(Useful Knowledge for Daily Life) Health & Foreltry MOEC 6

Haamro Bhaaaaa (Our Language) Various Subjects Nonformal Education N.A.
Service Centre

Aghiloo Paailo, Padhna Lekhana Sikou ra
Sikaau (Firat Step, Learn and Teach, Varioul Subjects United Mi••ion to Nepal 6

Reading lUId Writing)

Naba Driaya (New Scene) Variou. Subjects UNICEF 10

Naba Driaya (New Scene) Varioul Subjects UNICEF 10

.'
Gaun.Ghar (Village, Hou.e) Health &t Agriculture UNICEF 1

Laleko Dukha (Trouble of Lale) Community Development ERDP, Seti Zone Project N.A.

Haamro Gaun (Our Village) Community Development ERDP, SeU Zone Project N.A.

Dui Didibahini (Two Si.tera) Family Life ERDP, Seti Zone Project N.A.

Swo.tha Banase (Nutrition Game) Health MOEC 2.75

Sapha Ghar Nai Sukhamaya Ghar Ho
(Clean Hou.e for Better Living) Sanitation MOEC 2.75

~nanpaehurik Sikihama Jana Sikihu
(Field Worker'. Guide for Population Education MOEC N.A.

Population Education in NFE)

(table continued)
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Table 8.10 (continued)

ITEM CONTENT AVAILABLE FROM COSTINRS

Sukhi Pariwar (Happy Family) Family Life ERDP, Seti Zone Project N.A.

Shahaahi Pariwar (Courageous Family) Family Lire ERDP, Seti Zone Project N.A.

Dhaam (Traditional Healer) Health ERDP, Seti Zone Project N.A.

Garib Pariwar (Poor Family) Community Development ERDP, Seti Zone Project N.A.

Parishram Garaun Udyami Banau (Let Us
Be Industrious by Working Hard) Community Development ERDP, Seti Zone Project N.A.

Garedekhi Ke Hundanara (What Can't Be
Done Ie Tried) Community Development ERDP, Seti Zone Project N.A.

Jangal Sabaiko Saajha (The Jungle
Is the Friend of All) Forestry ERDP, Seti Zone Project N.A.

Gaunmaa Kukhuraa Paalan (Poultry

Farming in th' Village) Poultry ERDP, Seti Zone Project N.A.

Sahansilataa (Tolerance) Community Development ERDP, Seti Zone Project N.A.

Pachhi Ke Hunchaa (What Happens
.

in Future) Community Development ERDP, Seti Zone Project N.A.

Paropakar Paraun (Let Us Be
Benevolent) Community Development ERDP, Seti Zone Project N.A.

Udhyami Pariwar (Labourious Family) Family Lire ERDP, Seti Zone Project N.A.

Naya Goreto (New Trail 6th Step) Population Education MOEC/Adult Education Division N.A.

Nayaa Saachhyarharuko Laagi Nirman

Tathaa Utapaadan Game Bisayamaa
Nirdesan Pustikaa (Guide Book ror Various SubjecLs MOEC/Adult Education Division N.A.
Development and Education or
Materials ror Neo-Literates)

Source: Interview Data
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8.2.4.5 Achievement. This section of the chapter addresses learning achieve

ments. The ability of the program to meet its nationally-set numerical targets has

been discussed in Section 8.2.4.2. It is difficult to measure the literacy program's

achievement for two reasons. First, it is not clear that there is one single

standard of "literacy" that is used by even the majority of organizations providing

literacy opportunities and there is no test for the widely accepted census definition.

Second, the literacy program openly states that it has dual purposes. In addition to

providing skills in reading, writing, and numeracy, the program is also designed to

teach participants to understand and participate in solving development problems.

For this reason alone, a simple test of literacy skills as traditionally conceptualized

is insufficient.

One of the objectives of the "3Rs" (reading, writing, and numeracy) is to

provide young people with sufficient background to enter Grade 3 or 4 in primary

school. Anecdotal evidence indicates that those who select this route to primary

school are easily able to compete in Grade 3 and some can compete in Grade 4. In

this regard the program appears to be meeting its targets. Those who have

attended the literacy classes before attending school may have some problems in the

formal system, however. They tend to find the range of topics covered in primary

school somewhat limited and miss the discovery and discussion methods that are

used in the literacy program. One of the reasons most frequently cited for children

not moving from the literacy program to primary school is tha t they cannot be

spared from the work day for the amount of time required by primary school.

For many agencies, completion of the course is accepted as sufficient evidence

of literacy achievement. The AES provides certificates to completers. Other

agencies use tests that have been developed to access the amount of knowledge that

has been retained from the lessons. Private Agencies Collaborating Together

(PACT), an NGO, appears to have been a leader in this. It funded the Women

Service Coordination Committee for implementation and technical assistance and,

together with New ERA, has developed pre- and post-tests. Action Aid also uses

post-tests developed by PACT to assess participan ts' progress through the MOEC's

four primers.

In interviews each agency was asked to make any comments or suggestions

they wished. Without any prompting several organizations commented on how useful

the literary activities had been in meeting other project objectives, such as bet,ter

practices in agriculture, family planning, or forestry. Therefore, the lack of
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quantitative data on achievement should not be interpreted as an indication of the

non-utility of the literacy activities.!

8.2.4.6 Quality of Instruction. There are few data indicating the quality of

instruction in the literacy program. Certainly the quality of instruction is

decreased in those areas where sufficient materials are not available or where faults

in the distribution system cause materials to not be available when needed.

Informal data sUl!lgest that this happens fairly frequently, especially in the remote

areas.

Two items mentioned frequently during interviews suggest a need to improve

the quality of instruction: many agencies have increased the length of the literacy

course and the length of facilitator's training. Some facilitators, especially those

trained in the early part of the program, apparently have little trouble assisting a

class to complete the four primers in six months. Others require eight or ten

months. This may be because the trainers of facilitators need refresher work rather

than being a reflection of the facilitators themselves. Nevertheless, the result is

that it is taking the learners longer than planned to complete the course. Most

agencies have indicated a need to increase the length of training for facilitators so

they can become better able to use the materials and the teachers' guide and gain a

better grasp of the methodology which is unfamiliar to most of them.

Individuals who have observed classes in the field say that despite all the

training efforts most facilitators resort to the methods they each know best. As a

result participants sit in rows and are "taught" rather than partake in a

problem-oriented discussion. Thus, the underlying principle of the approach

(discussion and problem-solving) is violated. This problem is further exacerbated by

the initial shyness of participants.

8.2.4.7 Facllltles and Equipment. This section discusses provision of materials

as well as facilities and equipment. There is little information on facilities.

Materials and supplies required for the literacy program arc not readily available

and every attempt has been made to keep costs down.

ISince completing the draft of this report (August 1987) WEI has drafted An
Assessment of Impact in the National Literacy Programme of Nepal. This document
indicates positive changes in skill level and in attitude and knowledge among female
participants that can be attributed to the literacy classes.
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Table 8.11 contains information regarding facilities, materials, and equipment.

In almost all cases the community is responsible for providing facilities for literacy

classes. Very frequently this is a school building which can be used aftc't school

hours. Two problems seem to arise with regard to facilities. Rooms arc often too

small to accommodate group work and the games that are part of the program.

Furthermore, lack of sufficient lighting is often a problem. Most classes arc

offered at Bight as this is ""hen adults have complet'ld their daily tasks (usually

from about 8:00 to 10:00 p.m.). This means that Iig!iting is necessary, most often

from kerosene lamps. Such lighting is expensive, especially in remote areas.

In most instances both materials (e.g., books, posters, and games) and supplies

(e.g., pencils, blackboards, and lamps) are provided by the sponsoring agency. In

only a few instances do participants make a contribution.

8.2.4.8 Administration and Supervision. Throughout the NFE subsector there

is a recognition of the critical part played by the management and supervisory

structure in providing quality literacy classes. For example. an individual from

Action Aid said, "Supervisors arc the backbone of our programme" and the Seti

Zone Project attributes much of its success to its strict discipline, especially in

administration and supervision. The amount of discipline in the supervisory

structure varies considerably from organization to organization. Some depend more

on word of mouth reporting whereas others have formally structured systems. For

example, Action Aid uses supervisory forms that each supervisor must complete and

submit to the organization after each supervisory visit.

The paragraphs below describe how the AES administers and supervises the

classes that it sponsors, how it coordinates the activities of other agencies, and

how other agencies administer and supervise their literacy activities.

Classes Sponsored by the Adult Education Section

The AES has limited funds for expansion and because of this uses a quota

system to allocate literacy activities to each district. The procedure is summarized

in Figure 8.5. The AES distributes quotas to each district and informs the District

Education Office of the numbers. It is the: responsibility of the District Education

Committee (DEC) to assign classes to particular villages. Each village applying to

the DEC must provide possible locations for the classes and assist with the

formation of a Management Committee (Me). The MC is responsible for selecting

the location, appointing a facilitator, organizing the classes, setting monthly
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Table 8.11

Facilities and Equipment for Literary Activities

Orglnizltion/Project Locltlon Provldtr SuppllfS
"Iltr Iii s

Adult Educltion Division, KOEC UsuillV Schoo I ';tOEC ffOEC
SIIII F,r.er's Dev. Project (ADB) COllunity provides Sponsor Sponsor
Basic S,rvices for Locil

DeveloPlent (OSLO) Progrlls (ftLPD) COllunity provides ProjfCt Project
VOlen Developl,nt Progrille

(Production Credit f~r Rurll
WOI,n Progrl.... "PLDJ COllunitv provides Project Proj,ct

Educltion for Girls Ind VOI.n in
H,pll. VOlen Ed. Unit. KOEC

UNICEF: S.tl Us~lIy School Project Project, IIIEC
Cheli B.ti Usuilly Schoo I Project Proj.ct , flJ£C
51111 fir. fllilV Progrll H.A. H.A. M.A.

IHOP/SATA ProJ.ct School or Project Project Project &
Rent L.untrs

Hutrition Section. ffOEC
Lutherln World Service
Action AidlH,pll Co..~," i tv prov ides
USC C&n,d,/Nepil
~ve the Chi Idren/USA COllunitv provid.s Project , ProjfCt

Plrticiplnt
VOI.n Service Co-ordinAtion Co.-Itt••

(PACT Pro;"t V/HEV ERA.UEI) COllunity provid.s Project Pro;fCt
Agriculturll Proj.cts S.rvic.

Centre (APROSCU COllunity provid.s Project Proj.ct
Dh&ding O,v.loPI~nt Pro;ect(6TZ) COllUnitv provid.s Project Project t OEO
Hepa( l.prosv Erldlcltlon Project
Educltionll Trllning S.rvic."
Redd B,rnl (SIV, the Childr,n/Hor.lyl School or hal. Project Pro;"t t

lurners
Honforlll Educltlon S,rvlc. Cent,r COllunity providf~ Sponsor Sponsor
CERID
VOI.n Trlining C,ntr,(NPlO) Project Project Pro;"t
United Hisslon to H'PII ".A. ,r,A. ".A.
Service C,ntr. Adult Educltion

~

I
Progrili. (SPACEI COllunltv provid,s 1:'\,0 ject Project

;;

, No Ilt,rlcv Ictivitl.s in 1986/87.
at Unlble to contlct •

Source: Intervie. Dltl
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meetings, and managing the budget. Facilitators and supervisors are paid and

supervised through the OED with reporting going through the DEO to the MOEC.

Supervision may be the responsibility of a local secondary teacher or the DEO

supervisor. Teachers who have the added responsibility of adult literacy classes are

paid an additional Rs 200/class for each class they offer. The DEO supervisors are

paid Rs IS/visit. Every class receives four supervisory visits during a six-month cycle.

Figure 8.5

Process of Assigning Literacy Classes

MOEC

Distribute
quota

Source: MOEC

OED
Education
Committee
Contact
agencies

Provide
quota

Check
duplicatio:l

Agencies
District
Level
Locate areas

Form Managing
Committee (help)

Managing
Committee

Select right
spot

Fix time

Collect
participants (30)

Appoint teacher

Publicize

Conduct meeting
once in a month

Handle budget

Relationships between Adult Education Section and Other Agencies

The AES maintains a collegial and open relationship with other agencies

engaged in literacy training. It does not attempt to interfere with the policies and

c;>erations of the agencies and is noted for its willingness to work with them ond

to assist them in any way possible. There is high regard among other government

agencies and NGOs for the way the AES staff relate to others engaged in literacy

activities. Many of the policies and procedures set by the AES (such as salary

structures) are followed by other agencies.
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Other Government Agencies and NGOs Engaged in Literacy Activities

There is a variety of arrangements for administration and supervision among the

agencies providing Ii teracy opportunities. Table 8.12 provides data relating to

administration and supervision. As shown in the table, only two organizations have to

administer fairly large supervisory staffs which are, in some cases, spread over a wide

area of the country. Supervisor-to-class ratios are not generally high, ranging from

I: I to I:32. This is rela ted to the time it takes to travel from village to village.

For those organizations that use their own supervisory structure there seem to

be two popular approaches. The first is to sel~ct supervisors specifically for literacy

activities (for example, Save the Children/USA does this). Stipends for supervision

vary considerably. They range from Rs 200/cycle to Rs 750/month to Rs 25,OOO/year.

(In the last example this probably included payment for supervising primary schools as

well.) Others, mostly those who have literacy activities as a component of other

development activities, make supervision of literacy classes part of a general

supervisor's regular activities (for example, Redd Barna and Women Training Centre).

Other organizations use the existing supervisors based in the DEOs. In some

cases these supervisors arc paid an additional honorarium. Where this occurs, they are

compensated according to the AES policy.

Some agencies have found the need to have another fieIct management level

between the supervisors and headquarters. For example, the Nonformal Education

Service Center has four coordinators who are paid Rs 1,000/month. They are

responsible for ensuring that supervisors perform properly.

8.2.4.9 Costs and Financing. As is common with NFE activities worldwide, unit

and cycle cost data on literacy activities are not readily available. Of the

organiza tions surveyed, only four had unit costs calculated and available. Other

organizations were able to supply information on the costs of some or all of the

components of their literacy activities. This lack of available data in Kathmandu may

be because those most knowledgeable about literacy classes are working in the field.

Table 8.13 summarizes available information on costs and indicates how they are

borne. Unit costs, that is the annual per student costs, range from Rs 200 to Rs 365.

It is unlikely that these costs include management costs which probably add another 15

to 25 percent. These unit costs arc relatively low. The information provided by the

majority of the organizations only gives partial costs. These data are fairly consisent

with those from agencies that have calculated their unit costs.
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Table 8.12

Summary Data on Administration and Supervision: 1986-1987

Orgln IZI ti an No. Sup.rvisor : Ho. IIlsitsl Sllary in Rs
Sup,rvlsors Cllss Ritlll Til' Unit

Adult Educitlan Division, ~EC H.A. H.A. 4/cycl' DEO Sup.rvisor IS/visit
1: 1 H.A. Teich,r 200/cycl.

Sill I Firl.r's O.v. Proj,ct IADB) 2821 1:1 H.A. 200l'i'd,
Blsic Services for Lacil H.A. It.A. H.A. OED Supervisor

Oev.lop.ent (BSlDJ Pragrlls (KPlD) no stipend
VOI.n Oev.loplent Pragrille

(Production Credit for Rurll 66 1:1 H.A. Part of prajfCt
VOI.n Progral.~, KPLD) activities

Th. WOI.n's Education Proj.ct
WOI,n Ed. Unit, ~EC 5 1:7 H.A. OED Supervisor

uniCEF: SeU H.A. H.A. H.A. 20,000 - 2S,OOO/y.ar
Chell Bell H.A. H.A. H.A. 20,000 - 25,OOO/Y'lr
Siall Far. Failly Progral H.A. H.A. H.A. N.A.

lHOP/SATA Projlct
Nutrition Section, ~EC 21 1:32 H.A. IS/supervision
Lutherln World Servlc. 4 1: 1 H.A. Part of Project

activities
Action Ald/Hepal H.A. H.A. lIwk 700 - 750 /10

USC Canada/Hepal 3 1:3 IIlonth Part of Pro lect
activiti.s

SiV. 1h. Children/USA S 1:101 H.A. SOO/Cantract
~ol.n ~frvice Co-ordination Callitt.e

(PACT Project V/H,. ERA,VEI) 3 1:2 1,400 - 1,500/IOIS 10)

Agrlculturil Praj.cts S.rvice C.ntr.
(APROSC,..

Ohading Dev.loplent Project (BTL) 301 1:41 H.A. OED Sup,rvisor gets
Idd" 200/cycl.

N,pll l,prosy R.lief Association t 1: 1 H.A. Ho silary (voluntary)
Educational Training S.rvlc,'"
R,dd Barnl (SIV. the Children/Horway) n.A. H.A. H.A. Us. existing cOllunity

d.v.lop.,nt .ork.rs
Nonforlal Eduelllon S.rvlce Cent.r 12 1:6 1I.k SOO/IO
CERID 2 1:2 M.A. Part of Pro jtct

activities
Waltn Training C.ntr. INPlD) 1 1:2 H.A. Part of project

ICtivit I.s
Unlt.d "Ission to K'Pil H.A. N.A. H.A. N.A.
S,rvlct C,ntr. Adult Educltion

Progra••• ISPACE) 12 1:6 H.A • .3S0/cycl.

• Appraxl.at.
" Not act lv, 19S6-87. No supervisors befort•

•,. Unlblt to contact.

Source: Int.rvl •• Dati
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Table 8.13

Costs and Financing of Selected Literacy Activities: 1986-1987

Orglnizlt ian/Pro j,ct Cost p,r Plrtlclpltion Cuts bornt by
(In Rsl Plrtlclplnt Other

Adult Education Division, "DEC ZOO Ha ftOEC
51111 Flrler's Dev. Project (AOB) 32 (excluding textl No Sponsor
Saslc Services for Locil

DeveloPlent (BSlDI Pragrals (ftlPDI 40 'Nabrialsl No Project
WOI.n Developlent Pragralle

(Production Credit for Rural
Walen Progrl••e. "PLDI ZOO No Project

The UOlen's Education Project
VOlen Ed. Unit. ~EC N.A. Ho UHICEF and

OrglnInti an
U1fICEF: Seti Z9S Ho Project

Cheli Betl 365 No Project
51111 Flrl Fllily Pragrl. H.A. H.A. H.A.

IHDP/SA,A Project 74 (Nderialsl SOle contribute Project
5 - 10

Nutrition Section, "DEC 17Z.84(lncludlng Ho Organ inti an
teachers' salary)

lutheran Uorld Service 50 'Nderials) Contributions Orglnintion
'Rs. 5 - 101

Action Aid/NePII H.A. Ho Sponsor
USC Clnadl/tlepa' 77 (Nlhrials) Contributions Organlnt Ion

(Rs. 71
Sive the Children/USA 40· 'NIt"ial) Contributions Sponsor

16 • 22
Walen Service Co-ordinltion COllittee

(PACT Project U/NlV ERA.VEI)
Agriculturll Projects Service Centre

(APROSCU
Dhad/ng D.veloPlent Proj.ct (GTll 70 (Nder/als) Ho Project
Hepil leprosy R.I i.f Associltion 114 (Excluding text No Organlntlon

, telchers' sllary)
Educatlonll Trlinlng S.rvice••
Redd Blrna 'Sav. the Chlldr.n/Nor.IY) H.A. Y.s(Contrlbutlon) Sponsor
Nonforlal Educltion Service Center N.A. Yes(Rs. 5 depositl Sponsor
CERID H.A. Ho Project
UOlfn Training Centre ("PLDI 10 (Supplies) "0 Sponsor
United "isslon to HePl1 N.A. NI HI
Service C.ntre Adult Educltlon 240 (Including tlo Organlzltlon

Progralle (SPACE) everything

• No lit.flCY Activities in 1986~87 •
•• Unablt to contlct.

SourCt: Inttfvi .. Dati
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Cycle costs, the cost of a literacy program completer, consider the relationship

between the unit cost and the average length of time it takes for an individual to

complete the literacy cycle. Thus, the cycle cost is one indicator of the program's

internal efficiency (how efficiently available resources are used). As noted in

Section 2.6.7 of Chapter 2 of this assessment, cycle costs range from Rs 200 to Rs

900. This suggests that some programs are very efficient whereas others may be

using four times the resources they should be.

The AES receives most of its financial support from the MOEC. The amounts

received by the Section for both regular and development activities, and that

amount as a percentage of the education budget, are presented in Table 8.14. Funds

for adult education come from the Development Budget. In only one year, 1977-78,

has adult education received more than I percent of the budget. Currently it

receives only .33 of I percent of the financial resources for education. Since 1982

the general trend has been a decrease in resources for adult education. Over the

decade education has received approximately 10 percent of the national budget each

year.

For literacy programs conducted by other agencies the major portion of the

,,;..)sts are borne by sponsors and/or projects, showing the importance of external

assistance to the subsector. In only a few instances are participants required to

make contributions. These are very small as can be seen from Table 8.14. They

may be returned upon completion of the course or they are put into a group fund

that is administered by the group for village development activities upon course

completion.

8.3 ANALYSIS

This part of the chapter identifies the important needs, plans, and constraints

as the country moves toward achieving its literacy goals. Progress towards these

goals is then reviewed through an examination of the program issues in regard to

five themes: external efficiency, intern~l efficiency, access and equity,

administration and supervision, and costs and financing. A set of conclusions and

recommendations is then derived from this analysis.

8.3.1 Needs

The preceding part of this chapter, which reviewed the status of nonformal

education as defined in the terms of reference for this study, points to needs in six

general areas. These are summarized below.
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Table 8.14

MOEC Financing for Adult Education: ~

1977-1978 through 1987-1988

Year Expenditure Percentage of
(Rs OOQ) Education Budget

1977/78 2,979 1.07

1978/79 1,762 0.55

1979/80 2,408 0.69

1980/81 3,064 0.71

1981/82 4,348 0.76

1982/83 8,123 0.97

1983/84 7,402 0.83
::!

1984/85 2,600 0.29

1985/86 4,224 0.34

1986/87 3,162 0.25

1987/88 4,462 0.33

Source: MOEC, Planning Division.

ExpansioD

To meet the goals for the year 2000 A.D., there will have to be a significant

expansion of national literacy activities. This expansion will not only need to

involve an increase in the number of classes but also in the capacity to provide

management with regard to activities such as training and the provision of literacy

materials.

Coordination

The current strategy being employed by the AES involves a variety of

government agencies Bnd NGOs. There is a need for improved coordination among

these agencies, particularly with regard to factors such as development of

post-literacy materials. Expansion will most likely involve an even larger number of

organizations, making the need for coordination an even higher priority.
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Facilities and Equipment

A major difficulty affecting the learning process is the lack of adequate

facilities for night classes. Available rooms (often classrooms) in many cases are

too small for the group activities which are a basic part of the program's

methodology and there are inadequate lighting facilities. Even if a lamp is

available, kerosene may be unavailable or too expensive.

Facilitators

Facilitators play an extremely important role in the literacy activities. There

are two critical areas of need regarding them: qualifications and training.

• Agencies require different qualifications for facilitators yet none seem to

have identified what it is that makes a successful facilitator. There is a need for

a better understanding of the effective qualifications so the right kinds of

individuals can be recruited.

• There is a need to improv~ facilitator training so facilitators are more

effective in meeting the dual purpose of the literacy activities.

Measurement of Literacy

There is a need for a better understanding of what is meant by "literate" and

for the development of a simple test to measure literacy. This could serve to

measure individual and program achievement, assist in determining lii.eracy skill

retention, and contribute to better census data.

Post-Literacy Support

There is a need to ensure that the substantial gains made through literacy

activities are not lost because participants do not have sufficient opportunities to

maintain and improve their newly-gained skills. There are three concerns in this

area: materials, vocabulary selection, and activities.

• There are some post-literacy materials now available and several agencies

are in the process of developing others. There is a need for coordination and

cooperation so that agencies are aware of what is available and so that those

engaged in matcrials development do not duplicate what is already being undertaken

by other organizations. Thcre is also a need to develop practical, low-cost ways to

get post-literacy materials to the new literatcs in the villages.
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• Some concern exists that persons developing literacy and post-literacy

materials are not using the same basic vocabulary and as a result this is

discouraging for new literates who have difficulty moving from one written

document to another. There is a need for a basic vocabulary that will be used by

all agencies in literacy and early post-literacy materials.

• There is a need to encourage and nourish post-literacy activities. There

are two reasons that support this need. First, literacy will only be maintained as

long as it is a useful tool. And second, it will be perceived as useful only to the

extent that new literates can use their skills to improve income-generating

activities. The dual purpose of the Nonformal Education for Rural Development

program requires that literacy activities increase adults' awareness of their

situations and provide information essential to daily life. Thus, it is important that

development-related activities evolve from literacy classes.

8.3.2 Plans

The MOEC's current plans regarding the literacy activities of its AES include

the f('Howing:

Maintenance of approximately the current level of financing (as a percentage of the

education budget) for the SectioD

The decision not to increase the budget is primarily because there are limited

funds in the sector and primary education is the first priority. Also, it is believed

that the strategy adopted by the Section, that of cooperating closely with other

government agencies, donors, and NGOs in the subsector, is appropriate and should

be continued.

Expansion oC the program primarily through cooperation with aD increased number

of government agencies aDd NGOs

Because of its budget and personnel restrictions, the Section will continue to

increase its services incrementally, and to play its role as a technical assistance

agency providing materials, training, and guidance to registered organizations with

interest, ability, and infrastructure for providing literacy services. The rationale

for this approach is that it is more efficient to use existing infrastructures than to

develop new ones or add new responsibilities to already burdened district and local

education offices.
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Continued national and International networking

Consistent with its technical assistance role, the AES intends to continue to

work closely with agencies in the subsector and to serve as a leader in the field.

It also plans to continue its international networking which has provided extremely

valuable training opportunities and has facilitated recognition of the work of the

MOEC throughout the entire region.

A leadership role In materials development and provision

The AES wishes to maintain its position as a leader in the development of

literacy and post-literacy materials. It plans to combine its own resources with

donor support for thh purpose. It also plans to continue its policy of making

materials available as extensively nnd as cheaply as possible. The AES has no

inventory as there are insufficient funds in its budget to accumulate a backlog of

materials. As a result there have been delays between requests for materials and

their delivery. USAID has agreed to provide a grant so the Section can build an

inventory of literacy materials. This should prevent agencies from having to wait a

long time before their requests are filled.

8.3.3 Constraints

A constraint is a restriction within the NFE subsector with respect to

attaining its objectives. The five major constraints to realizing HMG's goals are

summarized below.

Lack of Financial Resources

The very serious budget constraints faced by the MOEC and its decision to

concentrate its efforts in primary education mean the AES must continue to

function with its meager budget allocation. It will have to be realistic about what

it can achieve, and continue to be creative so it uses all available funds (both

MOEC and donor) in the most efficient manner. The MOEC will also have realistic

expectations regarding what the AES can achieve. This constraint will affect the

literacy program and post-literacy activities.
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well Qualified facilitators and it may be some time before

This lack of key personnel throughout the NFE subsector

achievement of literacy targets and achievement within the

Lack of Personnel

The staffing level in the AES will be a serious constraint as attempts at

expansion are made. Staff are well-trained with regard to materials development

but there is a significant amount of work to be done in this area. An increase in

the number of cooperating government agencies and NGOs will result in increased

demands on the trainin~ staff. Furthermore, coordination of a larger number of

activities in the subsector will require increased personnel for management and

administration.

There a few very

they will be available.

could seriously hamper

classes.

Lack of Reliable Data

A major constraint to the NFE subsector is the lack of basic information.

This makes it impossible to measure progress reliably and extremely difficult to

make reasoned decisions for planning and implementation. This also contributes to

the lack of close coordination among involved organizations.

Jusufncient Recognition of the Importance of the Literacy Program

Commitment of resources to a subsecto; is n result of it being recognized as

having a significant role in achieving stated gOti!$. Investments in adult literacy

have proven their value in terms of outcomes critical to national development.

These have included increased enrollment of children in primary school, decreased

fertility rates, increased agricultural production, and improved health status. All of

these outcomes are desperately needed and they are key elements needed to attain

the goals of the Basic Needs Strategy. Yet there have been no increases in

resource allocations to the subsector sufficient for it to meet its Basic Needs goals.

The Environment

There are physical, cultural, and economic barriers that will have to be

overcome. The terrain, the monsoons, and the agricultural cycle place cO.lstraints

on literacy activities. Cultural constraints on women's movements make it difficult

to provide them with learning opportunities. And economic hardships may make it

difficult for indivici uals to complete the learning cycle.
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8.3.4 Issues

When the available data are examined in light of the goals, needs, plans, and

constraints a number of basic issues emerge. These are discussed below under the

following themes: extemal efficiency, internal efficiency, access and equity,

administration and supervision, and costs and financing.

8.3.4.1 External Efficiency. External efficiency refers to the relevance of the

Nonformal Education for Rural Development program to subsequent activities of its

participants. It is concerned with the personal and social utility of literacy

activities. There are five major issues with respect to this theme.

Immediate Program Utility

Available data indicate that the program is efficient in terms of facilitating

reading and writing skills in Nepali and in providing participants with information

and knowledge that is immediately applicable to improving their capability to deal

with their environment. Participants are able to use the knowledge they have

gained and this has been demonstrated through the establishment of activities such

as goat-raising. Thus, it is externally efficient at both the personal and social

levels.

Measurement of Literacy and Other Skills

The lack of a simple means for measuring the literacy level of a program

participant means that it is impossible to determine exactly how externally efficient

the program is. That is, it is difficult to estimate how useful the program really is.

The program methodology is designed to help learners develop their self-confidence.

Only anecdotal evidence exists to suggest that the program is successful in this

regard.

Post-Literacy Support

The external efficiency of the program may be very short-lived. Although no

measures were available to indicate how long participants retained their literacy

skills there is ample evidence worldwide to indicate that unless literacy skins are

practiced and developed they will not be maintained. In fact, the evidence shows

that they will be lost without post-literacy support. There is a lack of materials

for new literates, a plan for maintaining existing literacy skills, and an effective

distribution system for those materials that now are available. These pose a serious
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problem for maintaining literacy in the nation. Investments in the literacy program

by HMG and other agencies will be wasted if these skills are lost.

Role of Literacy in Development

The potential for investments in literacy to assist in the resolution of some of

the major development problems facing the nation may not have been fully taken

into account in allocating resources. Literacy has a critical effect on the

development process. The effects of a good literacy program extend far beyond

reading, writing, and improvement of local circumstances. Increases in literacy

rates are directly associated with decreases in population growth, increases in

agricultural production, increases in popular participation in development, and

improvements in health status. All of these are essential if Nepal is to develop

further and the objectives of the Basic Needs Strategy are to be met. Thus, the

external efficiency of literacy activities can extend far beyond the effects that are

traditionally measured. It is possible that the potential of literacy as a tool in the

development process could be further exploited in the country.

Linkages with Formal Education

Some completers from the literacy program are able to continue and compete

favorably in the formal school system. This is another external efficiency indicator.

The existence of literacy activities for young p::ople specifically desi~ned for this

purpose, especially for girls, is to be commended and encouraged as one way to

increase enrollment of girls in primary school. It might be desirable to further

explore relationships and linkages with regard to equivalency between the literacy

program and primary school.

Available data indicate that individuals who participate in the program and

improve their literacy skills are also more likely to have a more positive attitude

towards educr.ting their children. In this way the literacy program contributes to

increased enrollments in primary school.

8.3.4.2 Internal Efficiency. Measures of internal efficiency reflect how

effectively the nonformal education subsector uses available resources to achieve its

stated goals. Consideration of how resources are used in the subsector raises a

variety of questions regarding implementation strategy. coordination, facilitators,

materials, language of instruction, data availability, and measurement of literacy

skills. These are discussed immediately below.
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Implementation Strategy

The decision of the AES to utilize the resources and infrastructures of other

organizations to supplement its own limited budget and to extend literacy activities

as much as possible is an indication of very h;gh internal efficiency. By serving as

a technical assistance agency and leader in the field of literacy the Section's funds

are highly leveraged.

Coordination

DecGntralization of literacy activities requires coordination. This does exist

but could be improved. For example, several agencies have developed similar games

and several others are planning to develop post-literacy activities on the same or

similar topics. Resources would be much more efficiently used if agencies

coordinated in terms of production of post-literacy and other materials. In

addition, the existing teachers (about 60,000) and schools (about 15,000) are an

important potential resource for the MOEC's literacy activities.

Facilitators

A number of questions regarding facilitators remain. It is not known what are

the best qualifications to search for when hiring them. As resources in the

subsector are so limited and facilitator salaries appear to be one of the major

inpu ts, it is importan t that those most Iikel y to succeed be hi red as facili ta tors. A

great deal is expected of facilitators. They are expected to teach literacy and

numeracy and to have an understanding of local level development problems and

their alternative solutions. The training they receive is good but it is not clear

that it is adequate for the varied demands of their task.

Materials

Again, the strategy selected by the AES suggests significant internal

efficiencies. A large proportion of development costs for the materials that have

been developed under the aegis of the Section were borne by external assistance

agencies. Materials development activities provided an opportunity for staff of the

Section to be trained in the area and this capacity for development of new

materials remains.

The planned use of USAID funds to build an inventory of literacy materials, to

improve the availability and timeliness of delivery of materials to requesting
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agencies, represents an additional efficiency. Delay of materials delivery has

hampered learning in the past and use of external assistance funds for such "one

time only" costs is an excellent strategy.

The materials themselves are relatively efficient. Reports indicate that they

contribute positively to the learning process. There could be some improvements,

however, especially in the facilitator's guide. There is concern that some of the

materials are too prescriptive and that they need to be of greater interest to

adults.

Language of Instruction

The Nonformal Education for Rural Development program is available in Nepali.

This provides an opportunity for adults who do not know how to read and write the

national language an opportunity to do so. In some instances, however, instruction

in Nepali might serve as an initial impediment to those who are not familiar with

the language. This is most likely to be the case for women who have not had as

many opportunities as their male counterparts to speak this language which is

commonly used outside the home environment.

Data Availability

Very few data are available within the subsector and the available data are

seldom comparable. This means it is impossible to be definitive about the efficiency

or effectiveness of activities in the subsector. The lack of data is particularly

distressjng as the country has a strategy and materials which are of very high

quality. Yet it is difficult to document and proclaim the achievements because they

have not been measured. Relatively small investment.s cOl,;ld remedy this problem.

Measurement of Literacy Skills

The extent to which young people can move from NFE activities into primary

school is also an indicator of the internal efficiency of the literacy program. There

are no measures of learning~ however. This lack of measurement also means that it

is difficult to determine if theic are some parts of the primers that need revision

to facilitate improved learning in specific domains.

8.3.4.3 Ac:c,ss and Equ,ity. Access to literacy classes is concerned with the

availability of sufficient places for those who qualify to participate in the program.

Equity concerns the extent to which the a vaila ble opportunities are accessible
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regardless of characteristics such as location, gender, caste, or language. These arc

discussed immediately below.

Access

There are insufficient literacy classes for those who wish to enroll and are

qualified to do so.

Equity

Classes are not available in all districts and some districts are served by more

than one agency. Some of the very remote areas are among those not being served.

Unfortunately, there are insufficient data to gauge the magnitude of the access

problem. The available data indicate that a large number of programs are

specifically for women and in many of the mixed gender classes more than 50

percent of the participants are female. The focus on making learning opportunities

available to women and girls is appropriate as female literacy rates are so low

compared to those of males, and so few girls attend school.

Some agencies stress that classes are "mixed caste" but there were no data to

indicate their proportion of the total number of classes. Nor is there information

to indicate to what extent classes actually do have participants from several castes.

Increasing numbers of people speak Nepali, the national language, even though

it is not their first language. There are some, particularly women, who are not

comfortable speaking Nepali. As a result, language could be an obstacle to

participation in literacy activities.

8.3.4.4 Administration and Supervision. Issues relating to administration and

supervision concern the management and quality control of literacy activities. Based

on the data presented earlier, this section summarizes relevant issues.

Administration of Adult Education Section Activities

The activities of the AES in Kathmandu are well administered. AI: reports

indicate that the technical assistance activities are conducted very professionally

and collegially. If problems are encountered, they are addressed and solutions are

sought. The Section also manages field operations. In this area it shares many of

the same constraints that other subsectors face with a decentralized system (for

example, varying quality among supervisors and difficulties with materials

distribution), and there are concerns that its implementing capability is very limited.
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Increase in the size of the Section's field operations without corresponding

increases in staff and finances to manage them will probably result in less efficient

and less effective classes as a result of decreased technical support. It might be

necessary to introduce an alternative mechanism for administration and support if

significant expansion of the program is realized.

In general, it is believed that the NGOs are better implementers of the

literacy program than the MOEC. This is because the NGOs are viewed as having

stronger administrative and supervision structures.

Role of the Supervisor

In many cases the role of the supervisor is not clearly defined, although this

is not the ca~'e for all agencies Some organizations have evidence that the

supervisor can ~.,e critica! in terms of ensuring that quality learning takes place.

Yet, there is little inforination Oil what it is that these supervisors do, or are, that

makes the difference. '\'hat infornation does exist is transmitted orally. Very few

of the organizations contacted even used supervisory forms to provide a structure

for allowing feedback from the cia !les to the supporting organization.

Overlapping Supervisory Structures

More than one organization may be working in a single district, or even

cluster of villages. Because each may have its own supervisory system, there are

often overlapping supervisory structures. This represents an inefficient use of

personnel. At the present, it would not be feasible or ev,n reasonable to expect

any agency to reorganize the variety of supervisory structures into one system.

This would be costly and, given the current constraints, probably much less efficient

than that which now exists. Similar organizations working in the same panchayat

or district might be encouraged to cooperate more closely, however.

8.3.4.5 Costs and Financing. This section of the chapter addresses issues

concerned with costs and financing of literacy activities. Costs refer to the amount

of funds required to accomplish literacy activities and financing refers to the

sources of these funds.

Data Needs

There is very little readily available information on the costs and financing of

literacy activities. Where data on costs are available they seldom include
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management ar.d other indirect costs. This lack of information, combined with the

lack of information on achievement, makes it very difficult to accurately determine

how efficiently resources are being used.

Costs Ilod Cost Sharioa

The available data do suggest that costs are relatively low, although they vary

considerably from agency to agency. The data also indicate that, compared to

literacy activities in many other countries, the drop-out rates are also fairly

low--again indicating efficiency. It is important, however, to keep in mind the data

constraints mentioned earlier.

There is not a significant amount of cost sharing. In most cases sponsors

provide all funds for the literacy program. In those few instances where

participants are required to make a contribution it is appropriately modest. Also it

is not really a contribution to the literacy activity, as it is more often an

investment for post-literacy activities or a deposit which is returned upon course

completion.

Finaneloa ao Expandlna Proaram

Much of the expansion planning assumes an increase in extel nal assistance

agency activities in the area. This may not be realistic as several of the sponsors

contacted, who are already collaborating with the AES, indicated they are not able

to extend their activities even though there is a great demand to do so. The major

constraint they cite is lack of financial resources rathc:~r than staff resources. Most

of the agencies believe that it is possible to find enough skilled individuals to staff

expacded programs.

The inability of the organizations currently working with the AES to expand

means that the Section is going to have to identify and recruit additional agencies

to provide literacy activities if the national targets are to be met. A detailed and

carefully developed plan of action accompanied by committed resources will be

required if this expansion is to become a reality.

8.3.5 Conclusions

The preceding analysis has produced 18 conclusions that are given below.

These are grouped into four topical areas: critical concerns, approach, outcomes,

and financial.
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Critical Concerns

There are three areas of critical concern that emerge from the analysis.

Conclusion 1. HMG will have great difficulty meeting literacy targets given

the constraints that are facing implementation of the program.

Conclusion 2. The many issues surrounding post-literacy must be addressed

soon if the substantial investments and achievements to date are not to be lost.

Conclusion 3. The data on literacy activities are very poor. The amount and

Quality of relevant data must be improved to facilitate better planning.

implementation. and measurement of achievements of the literacy program.

Approach

The following six conclusions are made regarding approach.

Conclusion 4. The AES of the MOEC has selected an excellent strategy for

implementing the Nonformal Education for Rural Development program.

Conclusion 5. Those individuals engaged in NFE activities. both within and

outside the MOEC. are dedicated professionals who have a genuine concern for the

learners and fot the implementation of literacy activities.

Conc:ludon 6. The NonformaI Education for Rural Development program is a

very good example of a project that was initiated with external assistance agency

s11pport but for which HMG has taken over responsibility and has fully integrated

into the existing government structure.

Conc:luslon 7. Coordination of all government and NOO activities is a critical

component of the selected strategy and will be even more important as program

expansion occurs. There is a need to improve coordination. It is important to notc

that coordination is here distinguished from control.

Conc:lusion 8. There are indications that the policy role of the AES is strong

from the MOEC in Kathmandu all the way to the villages. For example. salary

structures in most of the programs using the four primers are consistent with those

est!:! blished by HMG.

Conc:luslon 9. The current literacy program provides an excellent opportunity

for adults to learn to read and write in the national lallguage.
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Outcomes

Six conclusions relate to the outcomes of the Nonformal Education for Rural

Development program.

Conclusion 10. The program is very relevant to the lives of the people it is

reaching and it appropriately addresses the needs and development goals of the

country.

Conclusion 11. The materials are very good. They are liked and used

extensively. Some minor improvements and adaptations could be made, especially in

the facilitator's guide, but they serve as an excellent foundation for literacy

activities in the nation.

Conclusion 12. The very decentralized nature of NFE activities in the nation

has resulted in field programs that are very "hands-on". Much of the management

and information on literacy activities exists only at the district level or below.

Conclusion 13. People's participation in literacy activities is generally very

high. Most programs require local contributions in the form of locale and there are

often local committees that monitor activities.

Conclusion 14. The emphasis on women as target learners is appropriate. It

should be increased in support of increasing national literacy rates and primary

school enrollments.

Conclusion 15. Good facilitators and supervisors are crucial to successful

literacy ~ctivities. Greater efforts need to be directed toward better selection and

training of these cadres.

Financial

The following three conclusions regarding financial matters emerge from the

data and analysis.

Conclusion 16. The Nonformal Ed~~atioll for Rural Development program uses

financial resources very efficien:iy. Data suggest that unit and cycle costs are

fairly low. Unfortunately, there is the possibility that this efficiency could be

interpreted as a lack of need for financial support. Care should be taken not to

make this error oC interpretation.

Conclusion 17. Much of the financing of the nation's literacy program is the

result of a "patchwork" oC money from international organizations.

Conclusion 18. External assistance agency support plays a critical role in the

nation's literacy program.
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8.4 RECOMMENDATIONS

The MOEC has a mandate regarding literacy targets in relation to the Basic

Needs Strategy and it has delegated responsibility for these activities to its AES.

Policy has been clearly stated. A strategy for its implementation has been selected

and is in the process of being carried out. Eight recommendations are given below

for improving implementation of the existing policy. These are provided in priority

order.

Each recommendation is accompanied by a rationale. This is followed by a set

of specific actions. It is assumed that the recommended actions, if adopted, would

be carried out by the AES. In cases where the AES might wish to employ

consultants for the activity it is assumed that AES staff would also be closely

involved in the process. In some cases the AES might wish to consider requesting

external assistance agency funds to finance suggested actions, especially when they

entail "one time only" costs.

Recommendation 1: Improve basic information on literacy activities.

Rationale. Good implementation is dependent on good planning and good data

are essential for good planning. There currently is very little accurate information

to support policy development, planning, or decision-making. Development of a

simple, easy to use and manage database on literacy activities in the nation is

essential for improved implementation and for setting and reaching appropriate

literacy targets.

Specific Actions. Basic information is needed on which organizations are

engaged in literacy training and the extent of their activities. It is important to

know the location of the program, its content and nature, what materials are used,

whether the program is combined with other development-related activities, the

number and characteristics of participants, the number and characteristics of

facilitators, the number and characteristics of supervisors, the structure of the

administrative and management system, costs and financing, the nature of evaluation

within the program, drop-out rates, levels of achievement, what facilities and

equipment are required, whether the program produces its own materials, the extent

of community participation, and the nature of post-literacy activities.

The easiest way to do this would be to build the database gradually with the

AES by asking cooperating agencies to complete a simple form along the lines of

the one that was used to collect data for this chapter of this sector assessment.

Each year this form could be updated and, as new agencies begin to use the
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MDEC'S Nonformal Education for Rural Development program, information on their

activities could be added to the database.

To get a better underst~nding of activities in the subsector immediately, a

simplifed survey could be conducted. The scope of the survey would clearly depend

on available resources but again it could be based on a very basic questionnaire. If

finances permitted it would be ideal to visit sites of those activities that keep their

data in the field and do not forward it to Kathmandu.

The data could be tabulated manually, if necessary. Ideally, the AES would

have a small computer in which it could keep its data and from which it could

provide summaries for its own planning and for that of the Ministry.

Setting up the database, conducting the initial survey, and providing a

computer, printer, monitor, software, and basic supplies is an example of what could

appropriately be requested from an external assistance agency. On-the-job training

and database upkeep would be the responsibility of the Section. This is consistent

with how it has used external funds in the past and this activity would not require

large financial inputs.

Recommendation 2: Develop and implement a specific strategy for increasing the

number of government agencies (including schools) and NGOs cooperating with the

AES.

Rationale. Literacy can contribute positively to the nation's development and

to achieving targets of the Basic Needs Strategy, but to make an impact a

significant number of adults must be reached. To ensure that literacy opportunities

are available to a large number of people it will be necessary to have a detailed

plan of action for encouraging additional government agencies and NODs to

participate in the literacy program. The continued use of NGDs is especially

important as HMG considers moving to a massive scale because there is a concern

that increased dependence on the formal school structure might "formalize" the NFE

program more than is desirable.

Specific Actions. An important first step would be to develop a mechanism for

identifying additional government agencies and NGDs who might be contacted

regarding their interest in cooperating with the AES by providing literacy activities.

A short presentation could be developed and made to any interested agencies.

A basic survey of government agencies and NGOs engaged in development

projects could be conducted. This could easily be carried out by the AES staff or

by individuals selected by them.
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Examples of how literacy activities might be expanded include having

development projects, such as dam construction, provide literacy classes at no cost

for their workers and asking literacy facilitators to teach morning as well as

evening classes to reach out-of-school youth. Should the National Development

Service be reinstituted it might be worth exploring its potential as a literacy corps.

Recommendation 3: Strengthen the AES.

Rationale. The AES has excellent materials but it needs sufficient staff to

develop and support an entire package. This package should include improved

capacity in planning, organizing, communications, technical expertise, training, and

implementation.

Specific Actions. What is being discussed for the AES is very ambitious and it

needs to develop a systematic approach to meet its goals. A first step is to

develop a comprehensive plan. The section needs to be strengthened to carry out

this crucial step.

Recommendation 4: Reconsider budget allocation~ to the AES.

Rationale. The AES needs additional resources to meet its goals. The present

allocation of less than 1 percent of the education budget is not sufficient.

Specific Actions. Provide the AES with a budget that is more realistically tied

to the program. It should be based on a realistic and detailed plan submitted by

the AES (see Recommendation 3). At this time it might be appropriate to consider

creating an Adult Education Division.

Recommendation 5: Develop and Implement a post-literacy program.

Rationale. Gains in literacy are lost unless there are materials and activities

available for new literates to practice their skills and put them to use. Because

there are so few written materials available in the villages at present, investments

in literacy will be wasted unless something is done to make such materials available.

Specific Actions. A post-literacy program is needed that makes the most

efficient use of available resources. A strategy similar to the one for literacy

activities might be the most appropriate. It could begin with a determination of

what post-literacy materials and activities are currently being implemented in tIle

nation and by which agencies. Then those agencies not engaging in post-literacy

activities might be encouraged to add such activities to their programs based on
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experiences with existing materials and activities. It would also be important to

determine which agencies plan to develop materials and in what topical areas.

With this information available it would be easier to coordinate existing

activities and develop an effective plan for materials development and expansion of

post-literacy activities. For example, an expansion activity might include working

with the Ministry of Information and determining its interest in developing a simply

written and easy-to-read newspaper for new-literates in the villages.

Again, a simplified survey might be the best way to start. This could be the

responsibility of the AES which would use consultants if it wished. Implementation

of the long-term strategy would require staff and other resources from the AES and

this would need to be addressed by the MOEC.

Recommendation 6: Dnelop a simple and appropriate literacy test.

Rationale. There is a need to measure achievement gains to learn whether

participants have attained literacy and to determine how well new-literates are

retaining their skills.

Specific Actions. Develop, field test, and revise a very simple literacy test.

This test could be based on the work already pioneered by CERID and other

organizations engaged in similar work. The test needs to be based on an agreed

upon basic definition. It might be linked to primary school criteria. Once the test

is ready, make it freely available to all government agencies and NOOs engaged in

literacy and post-literacy activities. This activity should be conducted under the

aegis of the AES.

Recommendation 7: Gain a better understanding of the role of facilitators and

improYe their support.

Rationale. Facilitators play a critical role in literacy activities yet they are

often inadequately prepared for their work. Better facilitator preparation should

result in improved outcomes from investments in literacy.

Specific Actions. Identify what it is that makes a successful facilitator and

what aspects of these characteristics can be developed within a training program.

Determine from the facilitators where they are having the greatest difficulties and

what kinds of assistance or training are the most helpful, and then reorient literacy

activities accordingly.
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Implen ..;ntation of this recommendation would require a small, field-based

research study that could be conducted by the AES or individuals selected by the

Section. If any recommendations requiring permanent changes in the activities of

the Section were adopted the Section would have to be able to assume any

additional financial responsibility.

Recommendation 8: Cain a better understanding of the role of supervisors and

improve their support.

Rationale. Supervisors are the link between the planning and support agencies

and the field level activities. Improved linkages between these levels can encourage

feedback mechanisms and efficiencies.

Specific Actions. Conduct a field-based study to determine what makes a good

supervisor and how better supervision can be implemented, then reorient the literacy

activities in this area on the basis of the findings. This should be the

responsibility of the AES.
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Annex 8.1

Interviewees

Prakash Adhikari, Education Director, Action Aid

Caroline Arnold, Project Director, UNICEF

Dikpal Keshari Baidya, Project Officer, Agriculture Development Bank, SFD Division

Michael Borkhardt, Training Expert, Dhading Development Project

John Comings, World Education, Inc.

Alan Court, Program Officer, UNICEF

Peter Crowley, Chief Technical Advisor, UNESCO

Dinesh Dhungel, Director, Nonformal Education Service Centre

Robert Dolce, Consular Officer, U.S. Embassy

Hemanta Raj Joshi, Field Co-ordin&tor, Research Centre for Educational Innovation

Ghanendra Kafle, Deputy Research Officer, New ERA

Kishor Khadka, Training Officer, Service and Development Centre Adult Education
Program (SPACE)

Bhola K. C. Nutrition Specialist, Nutrition Unit, Ministry of Education and Culture
(MOEC)

Deepak K. C., Program Officer, Save the Children/USA

Ann Lycett, Education Officer, United Missicn to Nepal

Bharat Bahadur Pant, National Expert, Education Sector, Integrated Hill Development
Project

Tika Prasad Pokhrel, Program Director, Norwegian Save the Children

Ramesh Rayamajhi, Administrator/Account Officer, Lutheran World Service

Stacy Rhodes, Deputy Director, USAID

B. K. Sharma, Senior Program Officer, Save the Children/USA

Santa Ram Sharma, Financial Admini!:trator, Lutheran World Service

Chij K. Shrestha, World Education, Inc.

DiI Bahadur Shrestha, Under-Secretary for Adult Education, MOEC
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Malina Shrestha, Administrative Assistant, The Women's Education Project, MOEC

Shree Ram Shres!ha, Project Officer. Unitarian Service Committee of Canada

Gorakh Bahadur Singh, Section Officer. Basic Service for Local Development
Ministry of Panchayat and Local Development (MPLD)

Arnrit P. K. Sunari, Deputy Director, Save the Children/USA

P. B. Tandukar, Section Officer. Adult Education. MOEC

Bishnu Thapa, Instructor, Women Training Centre. MPLD

Keshab Thapaliya. World Education, Inc.

Netra Tumbahangfe, Assistant Research Officer, New ERA Resource Development
Project. Baglung
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Annex 8.3

MOEC Distribution of Literacy Materials Sets: 1987-1988

Agency Sets of Materials
Naya Goreto ~.

1st Step 2nd Step 3rd Step 4th Step

Action Aid 3,300 1,700 2,800 2,400

Lutheran World Service 601 899 756 551

CHDP 405 381 347 330

Samai Sudhar Club 150 150 150 150

Examination Section, Basantpur 120 120 1 120

Dhading Development Project 3,000 3,000 3,000 3,000

Sindhu Palchowk (IHDD) 1,440 1,440 1,440 1,440

Women Development Section 2,500 x 2,500 2,500

Samai Kalyan. Committee 84 21 63 84

Women Education Project (MOEC) 860 860 860 860

UMN 138 138 213 141

JNSP (MOEC) 1,350 1,350 1,350 1,350

USC Canada 56 x 108 53

Agriculture Development Bank 27,080 26,030 24,740 24,740

Dolakha (IHDD) 1,050 1,050 1,050 1,050

Save the Children Federation 150 150 150 150

CERID 30 31 31 31

Nari Bikash Ayojana 45 45 45 45

Redd Barrna 400 400 400 5,500

Save the Children Fund x 160 x x

Total 42,759 37,925 40,004 44,495
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Annex 8.4

Prices of Nonformal Adult Education Materials

Produced by the Adult Education Section of the MOEC

Name

New Trial: First Step
New Trial: Second Step
New Trial: Third Step
New Trial: Fourth Step
New Trial: Fifth Step
New Trial: Facilitators Guide Book
Discussion Poster
Numeracy Calendar
Letter-Introducing Calendar
Educational Game
Educational Materials

(necessary for a class)
Be Healthy (nutrition game)
Way to a Happy Life (poster)
Use of Water (poster)
Cooperative for a Happy Life
Forests for Our Children
Useful Knowledge for Daily Life
A Clean House is a Happy House
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Price in Rs

6.14
6.14
5.39
5.83

19.50
15.71
24.50
18.41
22.93
29.00

9.00
2.75
3.50
5.00
3.75
4.00
6.00
2.00



9. EXTERNAL ASSISTANCE

The purpose of this chapter is to examine external assistance to education in

Nepal. Human resources development has been and remains a priority of HMG, and

is also a priority for multilateral and bilateral funding agencies. This chapter

addresses external assistance to the education sector, a major component of the

nation's human resour~es development effort. External assistance in this chapter is

defined as all development related multilateral and bilateral funding resources from

outside Nepal.

External assistance c~n be an asset to development. It is an asset to the

extent that it is used efficiently and effectively, and in support of a nation's goals.

This chapter assum~s thllt it is d~sirable that external assistance to L: ~tfucation

sector be supportive of and contribute to the goals and objectives of HMG to

develop human resources.

9.1 INTRODUCTION

The education system faces a number of challenges with regard to supporting

the nation's social and economic development and improving the quality of life for

the majority of the people. HMG has identified education as one of the sectors

selected to assist it in meeting the targets of the Basic Needs Strategy by the year

2000 A.D. Achieving these objectives will require significant financial and human

resources, and external assistance is viewed as one important source of these funds.

The purpose of .his r~apter is to present and analyze information regarding

external assistancr', also r~ferred, as "donor SUPPOkot," to the education sector. A

focus on the education sector is appropriate because, in the long run, the efficient

and effective mobilizat1\JD of resources in this sector will help achieve the major

objectives of th' Basic Needs S~lategy in education as well as in related secton.

Research has demonstrated that investments in education have derived benefits in

other sectors such as health, ,o~mlation, and agricultu:e. This extension of the

effects of education secto," invcstments makes such expenditures particularly cost

effective. There is also Is shorter-term reason for focusing on external assistal7.ce

to the education sector. Education is one of the social sectors and it was the

social sectors that were the focus of the most recent Nepal Aid Group meeting.

Chapter 2 of this assessment addresses the relationships between investments

in the education sector and effects throughout the rest of the economy. To
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prevent duplication, such issues are not addressed here unless they are crucial to

understanding the financing of the education sector.

External assistance agencies have been active in Nepal for a little over 30

years. This is a relatively short period of time when compared with external

assistance to many other countries. Yet there are many external assistance agencies

active throughout the country. They have contributed to planning and design as

well as the implementation of many development activities in all sectors. As a

result, they share both in the successes and failures that hlive been part of the

development process.

The education sector is no exception in this regard. Many external assistance

agencies are contributing to its programs, an(i they have had a significant role in

assisting Nepal to shape its educational ~:ystem, with all its strengths and

weaknesses. Numerous external agencies have provided assistance in many areas

throughout the sector.

This chapter focuses on the major external assistance agencies currently

contributing to the education sector. It does not address all of the educational

activities supported by all of the external assistance agencies. Emphasis is placed

on the major contributors for several reasons. It is more efficient to initially

concentrate limited planning and management resources on those activities supported

by substantial financial resources because directing these activities appropriately can

have major impacts. Once HMG is satisfied with the ways it is working with and

using the resources of major external assistance agencies it can then extend its

planning and management resources to those external assistance organizations with

less eAtensive, but nevertheless important, educational activities. Furthermore, it is

the support from these major agencies that can most effectively be leveraged (that

is, used to obtain the highest returns on existing financial resources) by the MOEC

to enable it to meet the objectives of the Basic Needs Strategy.

9.2 STATUS

This chapter focuses on the current status of external assistance to the

education sector. Particular attention is paid to the MOEC and its role in relation

to this assistance. The first two parts of this section on status summ3rize the

historical setting, give an overview of national goals for external assistance in the

sector, and describe the sector as it relates to external assistance. The third part

of this section gives a more detailed description of the investment strategies and

procedures of the major external assistance agencies.
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External assistance data presented here are based on a variety of formal and

informal sources. Much of the information is financial, technical, and administrative

in nature. It addresses how much funding is committed to which activities in the

sector, and how these funds are organized and managed. Such information is often

sensitive because external assistance is influenced by the goals and interests of

individuals, organizations, and sovereign states. Much of the relevant information is

informal and as a result is often not specifically documented. This chapter relies

on a variety of sources, and much of the discussion of issues is derived from the

data and analyses of the preceding chapters of this assessment.

9.2. t Histop:cal Setting

It was not until 1950 that Nepal opened its borders and allowed external

assistance agencies to participate in the development process. This happened when

100 years of political power was taken from the Rana families and returned to King

Tribhuvan who began the process of leading the nation to a democratic system of

government. External agencies played a significant role in the nation's development

in these early years in all sectors, including education. And they have continued to

do so under the present King (Tribhuvan's grandson) who assumed the throne in

1975.

The Seventh Plan (1985-1990) for national development is currently being

implemented. External assistance in the education sector must be viewed in the

context of the Plan's objectives which are to:

• increase production

• increase productive employment opportunities

• fulfill the minimum basic needs of people

Early in 1987 a more detailed Basic Needs Strategy was announced. This

contains specific objectives for the education sector relating to providing universal

primary education (UPE) by the year 2000 A.D.

Although a small country geographically, Nepal's climatic, environmental, and

cultural diversity is great. This diversity adds to the development challenges which

have been and continue to be shared by HMG and the external assistance agencies.
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9.2.2 Context, Structure, and Nature or External Assistance

This part of the chapter addresse~ three related topics. These are the context

for foreign assistance. how it is secured and monitored, and the extent of current

contributions to the sector.

9.2.2.1 Context. As described in Chapter 2 of this assessment. Nepal has been

engaged in a series of macroeconomic activities to address fiscal and management

problems. A major concern has been the quality of development expenditure in

most sectors. including education. Inefficient use of development funds has been

partially attributed to the process for project selection and implementation.

It is recognized that in the long run all sectors will have to be addressed in

terms of the efficiency and effectiveness of the use of development resources. An

improved capacity to usc all available funds appropriately and in a timely manner

(i.e., absorptive capacity) is viewed as one of the major challenges facing Nepal.

This improvement will be critical for the education sector as well. It would mean

that the MOEC would be more able to develop and implement programs and projects

that are consistent with policy. mobilize domestic resources, and focus external

funds more efficiently and effectively.

Table 9.1 shows expenditures and foreign aid commitment and disburo;ements in

the education sector from 1974-1975 to 1985-1986. As shown in the table, develop

ment expenditures exceed regular expenditures almost every year. This can be

partially explained by the inclusion of primary school teacher salaries in the

development budget. External assistance commitments have varied considerably from

year to year. but for most years constitute a very large portion of the MOEC's

development budget.

The general trend has been for external assistance disbursements to increase

over the past ten years. This is to be expected as assistance has increased and

commitments are usually made for periods lasting several years. It is important to

note the increasing importance of loan funds in the sector over the last few years.

The amounts discussed so far only show part of the total expenditures for

education, however. Educational activities are financed by a range of sources. A

sizable proportion of these expenditures are provided by community participation,

fees, and other contributions not shown in Table 9.1. (These are discussed in more

detail in Chapters 2~ 4, and 5 of this assessment.) This 'review covers external

assistan<.;e and government expenditures alone and thus understates tlte total flow of

resources to education.
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Table 9.1

Ed.ucation Sector Expenditures and ForelKn Aid Commitment

and Disbursements: 1974-1975 through 1985-1986

(In Rs millions)

1974/75 1975/76 1976/77 1977/78 1978/79 1979/80 1980/81 1981/82 1982/83 1983/84 1984/85 1985/86

Regular Expenditure 60.9 77.1 67.9 69.1 80.8 82.5 98.6 106.8 129.4 137.2 16l.4 201.4

Development Expenditure 93.3 152.3 185.6 201.2 234.5 48.1 285.6 412.3 604.6 678.6 644.2 879.4

Total Expe,,,diture 154.2 229.4 253.5 270.3 315.3 130.6 384.2 519.1 734.0 8l1i.8 825.6 1087.0

Foreign Aid Commitment 4.0 72.7 24.6 127.2 4.0 25.0 30.3 289.3 353.2 248.3 341.4 47.8

Aid Loan Diabunementl N.A. 0.6 1.2 3.2 27.1 27.4 57.9 52.7 74.1

Aid Grant Diabunementa N.A. 21.9 12.7 25.7 21.4 21.0 28.3 49.7 140.5 80.9 49.2 120.5

Source: Ministry of Finance, Economic Survey Fiscal Year 1986-87 (various tables) and author
calcula tions

9.2.2.2 Structure. This section addresses three separ~te areas. These are the

loci of control for external assistance, interaction among assistance agencies and

between them and the MOEC. and the approval process that governs the way

external assistance agencies work with the MOEC.

• Loci of Control. The MOEC is the final authority on educational policy.

Final responsibility for decisions regarding external assistance to education is with

the Foreign Aid Division and the Program and Monitoring Section of the Ministry of

Finance (MOF). however. This office monitors and coordinates external assistance

for all sectors. It works closely with the National Planning Commission (NPC)

which has to approve every externally assisted project. In this process, the MOF

consults with relevant ministries and other government agencies. as appropriate.

The MOF is primarily concerned with cost-benefit analyses, project viability, and

rules and regulations governing external assistance.

Within the MOEC. external assistance is coordinated by the Programme and

Evaluation Section of the Planning Division. Staff from this unit are responsible

for developing plans for external assistance and for coordinating with the MOF,

NPC, and the various external assistance agencies.
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• Assistance Aaeney Interactions. The MOEC generally deals with external

assistance on an individual agency basis. unless specific activities arc jointly funded

by more than one agency. Discussions concern specific activities. both planned an.d

on-going, of relevance to the MOEC and a particular assistance agency. Although

all projects have a formal relationship with the MOEC. only some have offices that

are near to the Ministry. For example. the Primary Education Project (PEP) will be

housed next to the Ministry's main btlilding and its work is overseen by the Primary

Education Project Executive Committee. And the Education for Rural Development

in Seti Zone project, which is supported by three agencies, has a separate office in

the MOEC compound. Some projects are housed in offices provided by the assis

tance agency and further away from the MOEC.

The MOEC occasionally calls meetings of organizations assisting in the sector.

The assistance agencies have also tried recently to meet occasionally. There arc

two reasons for these meetings. Some agencies have felt the need to coordinate

their activities in the sector so there will be less duplication of effort. Secondly.

some have wanted to share their field experiences and to learn from those of others

similarly engaged. They have regarded these meetings as an excellent opportunity

to share professioll:tl and technical information. Representatives of HMG have

usually been invited to meetings called by those involved in the education sector

and they have attended. These meetings are no longer being scheduled.

• Approval Process. The general approval process for multilateral assis-

tance is described below. Loans and grants in the education sector require a

similar approval process. The process is more formal and precise for loans than for

grants. This is because the terms of loans are usually more stringent and have

longer term effects than those of grants. Similarly. the process for securing

bilateral assistance is usually less complicated than for multilateral assistance. The

approval process involves at least three HMG agencies: the MOEC, the MOF, and

the NPC. In most cases. especially those involving loans. a representative of the

Ministry of Law and Justice (MOLJ) will participate at the time of loan negotia

tions. If projects involve other HMG agencies. these will also have a role.

As the key line agency, the MOEC has technical responsibility. The MOF has

a Foreign Aid Division which monitors all foreign aid and is responsible for

approving all financial commitments made by HMG. The NPC is responsible for

developing national level policy and the five-year plans for its implementation. The

NPC is also responsible for ensuring that project proposals in the sector are

consistent with national plans and policies.
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The initial step, after recognition of a need that can be addressed through the

use of development funds from an external multilateral agency, is to identify the

project. This may be done by the MOEC or the agency, but it requires permission

from the MOF. The second step is project preparation, which is the responsibility

of the external assistance agency in consultation with the MOEC, MOF, and NPC.

Project preparation is often conducted by a team of consultants who are usually

recruited by the external assistance agency but require approval by the MOEC and

MOF. At pre-appraisal the magnitude of the grant or loan is assessed and

discussions begin on the conditions for the financial support. At this point it is

likely that there will be compromises accompanied by changes in the scope and

possibly the design of the proposed project.

The fourth step is project appraisal. This provides an opportunity to ensure

that all concerned with the proposed project are well informed and to resolve issues

that emerge during discussions. Negotiation follows as the next step. This may be

conducted in Nepal or in tile external assistance agency's home or regional office.

A team headed by a representative of the MOF usually has this re~ponsibility. HMG

may designate a senior official from the concerned ministry as team leader. There

may be changes in design at this time. The NPC, MOEC, and MOF need to be sure

that their particular concerns--cost-sharing, conditionality, pro;:urement, and

technical assistance--have been properly addressed. The final step, agreement,

consists of the MOF signing the agreed-upon document. No project agreement will

be signed unless it has the NPC's approval. If there are no major problems this

entire series of steps takes approximately six months to one year.

The procedure for bilalera" aid can be much simpler. The initial steps are

often conducted by the MOEC and the concerned assistance agency. The MOEC

then requests approval from the NPC and communicates with the MOF, which makes

formal contact with that agency. The project preparation process then begins. The

process for grants is much simpler although it contains the same basic elements.

9.2.2.3 Nature of External Assistance. What is the contribution of external

assistance to the sector? Table 9.1 summarizes the extent of external assistance to

the sector in relation to education's regular, development, and total expenditures for

the years 1974-1975 through 1985-1986. Over the period covered in Table 9.1,

external assistance disbursements accounted for between 19 percent (1976.. 1977) and

130 percent (1982-1983) of the regular budget. This indicates a high dependence on

external assistance although these figur~s are inflated because, as noted earlier, the
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salaries of primary school teachers are included in the development budget. The table

also shows an increasing amount of external assistance in the form of loans, even

though grants still constitute the major form of disbursement almost every year.

Table 9.2 provides summary information on current externally financed activities.

Note that the table does not include funds for education that are channeled through

government agencies other than tbe MOEC, nor does it include HMG contributions.

There are other educational projects, such as support to the skill development of civil

servants and to the labor scheme, that are relevant to the sector but not included

because they are not closely linked to the MOEC.

The Asian Development Bank (ADB), the World Bank (listed in the table as IDA),

the United Natiuns (UN) system agencies, and the United States Agency for

International Development (USAID) are the major contributors to the sector. This

small group of external assistance agencies together contributes to all subsectors.

Other external assistance agencies are also active in all of the major subsectors:

primary, secondary, teacher education, higher, technical and vocational, and nonformal.

These activities are summarized briefly in the next se(;t.lon of this chapter.

Budgets vary considerably from project to project as do the proposed im

plementation times. Because there was no detailed information on planned expend

itures, it is not possible to examine year-to-year commitments by subsector. Proposed

activities suggest there may be major future investments in teacher education as well

as in technical and vocational education, neither subsector identified as the MOEC's

highest priority for meeting objectives of the Basic Needs Strategy. The information

on several planned projects (Table 9.2) also indicates continued interest by external

agencies in assisting the nation's education system.

9.2.3 Description of External Assistance Contributors

Although much of the detailed information on external assistan,'~ levels in Nepal

is not readily available there is a substantial amount regarding the activities of

external assistance agencies. Much of this comes from Annex III ("The Development

Context") of USAID/NepaJ's 1987 Country Development Strategy Statement. Other

documents and interviews have also provided data Cor this section.

The activities of major external assistance contributors are described briefly

below. Further details may be found in relevant chapters of this assessment. In

discussing these contributions it should be remembered that the MOEC is a key

participant in all oC these activities even though it would be too cumbersome to list

the MOEC as a co-participant in every description. Table 9.2, referred to earlier,
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Table 9.2

Externally Financed Education Acthlties: 1986-1987

Fundinl!

Project!Activity Amount
Title and Number Source- (Rs Millions) Duration Nature of Assistance

Science Education ADB!UNDP! Improve the quality oC Science and Mathl
Project UNICEF 216.93 1983-89 Education at the lecondary level

Teacher Education-- ADB 328.50 1988-89 Upgrade Teachera' Education in the
Country

TA-Teacher Education-- ADB 6.51 1987 Project Preparation

Technical Schooll-- ADB 258.00 1988 Train mid-level Ikilled manpower

Education II IDA 326.50 1982-88 Improvement In the areas oC technical
and craft. training

Primary Education IDA 316.05 1984-89 Improvement oC primary achools, examin-
Project ation Iyltem, ~ .~ onanagement capacity

Women Polytechnic" INDIA 102.00 N.A. Technical education up to Diploma level

to benefit Itudenta and houlewivel

Tribhuvan Unlveralty, JICA 34.54 1980-88 Improve medical ed",:ation capability,
Medical Education technical guidance, advice, and training

to the Itaa "IIgoed to the project

Jiri Technical School SATA 18.00 1986-91 Conltruct!Cumilh phYlical (acilitin,

develop coune materiall, 4-yr training

(JTS, JTA, ANM), training Cor teaching

ataff

Mechanical Training SATA 14040 1985-90 Train 24 mechanicI, electricianl, uni-
Centre tary fitten each year, conduct Ihort-

term and inltructor training counn

Kirtipur Inlmute oC SATA 10.50 1975-87 Alliat in training math teachen and

Education Univenity Teachen, uliat in letting

up labl

(table continued)

·See Acronym List for full name.
··Planned, not currently operational.
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Table 9.2 (continued)

Fundinl!

Project/Activity Amount
Title and Number Source- (Rs Millions) Duration Nature of Assistance

Primary School UNICEF N.A. Ongoing Provision of paper to enable HMG to

.upply free textbook. to primary

.tudents

Education (or Girl. UNICEF!UNESCO! 34.4 (UNICEF 1978-88 Improve educational aceell and
and Women·· NORAD only) .kill. for girls and women

Education (or Girl. UNICEF!UNESCO! N.A. 1988-98 Improve educational accer.s and
and Women NORAD .kill. for girls and women

Education for Rural UNDP!UNICEF! 28.67 1981-86 Develop blOSic education for
Development UNESCO promoting rural development

TA-Primary Education UNDP 60.50 1982-88 In .upport of Second Education
Project Project financed by IDA and

._'rovision of fellowship.

National Commillion UNESCO 26.28 On-going Curriculum material, rural develop-
(or UNESCO ment training package., textbook.,

teaching aids, and teacher training

RETT-II USAID 135.45 1984-89 Teacher training by radio

instruction

PVO-World Education USAID 13.03 1987-90 Expand Literacy Program

Impro\ ing the Efficiency USAID 5.59 1984-88 Improve the effiency and management

of Educational Sy.tems capacity of the education .ystem
(lEES)

Institute of A(riculture USAID 361.42 1985-91 Improve the capability of IAAS to meet

and Animal Science agricultural and animal science man-
(IAAS) Project pOWer need.

In.titute of Fore.try USAID 291.845 1987-95 Improve the capability of lor to meet
(IOF) Project fore.try manpower needs

Sources: 1.
2.
3.

USAIDjNe;>al. Country Development Strategy Statement (Annex III)
Interviews: ADD
Nepal Country Program Paper, 1987·1990

·See Acronym List for full name.
··Planned, not currently operational.
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con~ains summary information on the projects mentioned below. The contributors are

listed in alphabetical order.

Again, it is emphasized that this summarizes available information only with

regard to the major contributors to the education sector. Every agency listed

participates in other sectors in Nepal, and some agencies engaged in educational

activities are not included. Furthermore, the role of voluntec::s, including the Peace

Corps and Voluntary Service Overseas, is extensive but not described here.

Asian Development Dank (ADD)

Funds from the ADD to the education sector focus on linking it with the

agricultural sector to improve agricultural performance nationwide. Historically, the

ADB has been an active supporter of vocational education and technical schools. It

has extended a loan to HMG for the Science Education Project, which includes

support from the United Nations Development Programme (UNDP) and UNESCO

(United Nations Educational, Scientific, and Cultural Organization). It is currently

planning a Teacher Education project to upgrade teachers' education. Discussions of

the Technical Schools project were recently reactivated at HMG's request.!

Federal Republic of Germany (FRG)

Assistance for the FRG worldwide is being primarily targeted toward self-help

groups. Within this con ~ext, education and vocational training are ;:dorities for the

FRO in Nepal. For the most part these are integrated into larger projects such as

the Dhading District Development Project. Teacher training, materials production,

and aid to schools are components of the Bhaktapur Development Project. The FRO

also provides teachnical assistance to support the preservation of cultural sites in

the Kathmandu Valley and Swayambu.

India

India was one of the first nations to provide assistance to Nepal, beginning in

1951. In the education sector India's first major contribution was assistance with

the establishment of Tribhuvan University. The government of India currently

provides a small amount of support for Colombo Plan experts to give technical

assistance to various departments of the university and to government ministries

ISince completion of the research for the draft of this chapter (August 1987),
a final meeting on the Technical Schools Project has been scheduled.
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engaged in training. Cultural scholarships for higher education in India are also

available. India provides in-kind support related to forestry documentation and

museums. The establishment of a Women's Polytechnic has been discussed but little

progress has been made.

Japanese International Cooperation Asency (JICA)

As a result of its interest in the health sector the Japanese government is

currently supporting the Tribhuvan University Medical Education project. This

project aims toward the long-term development of medical research capacity through

continued support to the Tribhuvan University Hospital which was established with

support from Japan. The project is directed towards allied health personnel as well

as physicians. There are a number of Japanese volunteers serving in the sector and

JlCA has provided roofing for primary schools through the Ministry of Panchayr,t

and Local Development. JICA also provides support for modernization of the

national museum.

Swiss Association for Te~hnical Assistance (SATA)

Swiss assistance began in the late 1940s when a team assisted with the

preparation of Nepal's development strategy. Current assistance to the education

sector is in technical and vocational training and the university. SATA contributes

to the Jiri Technical School, the Mechanical Training Centre, and the Mathematics,

Department of the Kirtipur Faculty of Education at Tribhuvan University. The

education component (including teacher training, nonformal education, and materials

production and distribution) of the Integrated Hill Development Project is

coordinated by the MOEC. Activities are in Dolakha and Sindukalchock districts.

United Kingdom (UK)

The UK contributes to the education sector although much of its aid has

historically been in support of the infrastructure, such as roads and bridges.

Assistance has been provided to the Nepal Administrative Staff College, experts

assisted the Institute of Engineering at Dharan and the trade school at Uttarpani,

and scholarships were provided. The British Council also provides support to the

Budhanilkantha school and the Institute of Medicine at Maharajgunj. There are

discussions concerning British Council support for teaching English as a Second

Language, and concerning the reopening of the resource center for science

education under the Khosi Hill Area Rural Development Project.
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United Nations Development Programme (UNDP) and the United Nations (UN) System

UNDP is operating its Fourth Country Programme which closely conforms with

the Seventh Plan. A significant amount (9.4 percent) of UN funds in Nepal are

committed to human resources development. UNDP, the United Nations International

Children's Education Fund (UNICEF), and UNESCO are all contributing to the

Education for Rural Development in the Seti Zone (SETI) project. This project has

three objectives: to make basic education more efficient and effective, to help

teachers serve as a force for rural development, and to make the basic curriculum

content more relevant to solving the daily problems faced by rural people. The

SETI project does this by improving school facilities, developing and providing

additional educational materials, training teachers, providing adult literacy classes,

and offering classes for primary school age girls that help them enter formal school.

UNDP and UNESCO also provide technical assistance in support of the Secondary

Science Education project.

UNICEF plays an active role in several other projects. It provides technical

assistance to the Primary Education Project, which is described under the World

Bank supported activities, and cooperates with the Norwegian Agency for Develop

ment (NORAD) and with UNESCO in the Education for Girls and Women Project.

UNICEF also supplies paper to the MOEC so it can provide textbooks at no cost to

children in the first three primary grades. Literacy activities in several projects in

other sectors are also supported by UNICEF, as are Child Care Centres.

United States Agency for International Development (USAID)

USAID has been active in Nepal's education sector since 1951. It is currently

supporting four projects in the sector. RETT II (Radio Education Teacher Training)

is directed to\;'ards improving the content knowledge of teachers who have not

passed the School Leaving Certificate (SLC) examination. The Improving the

Efficiency of Educational System (lEES) project is funded by USAID. Its purpose is

to help Nepal improve the efficiency of its educational system and strengthen its

capability for educational planning, management, and research. The Institute of

Agriculture and Animal Science (IAAS) project is designed to improve the capability

of the IAAS to meet agricultural and animal scienc';: manpower needs. Similarly, the

Institute of Forestry (IOF) project aims to improve IOF's capability to meet

manpower needs in the forestry sector. USAID also sponsors a Development

Training project which provides overseas training for individuals from a variety of

sectors.
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There are plans to initiate the Literacy Program Expansion Project to increase

the number of people served by the Nonformal Education for Rural Development

program and to improve the program's efficiency and effectiveness.

World Bank

Support from the World Bank has been in the form of lOA (International

Development Agency) credits. Human resource development receliltly has become a

priority area of Bank lending. Education II supported the building of the Pokhara

campus of the University where technicians and craftspeople are trained for the

Western Development Region. It also assisted with the establishment of the Skill

Testing Authority and is working with HMG to improve the ,=areer structure for

technicians in the civil service. There are plans to extend this project.

The Primary Education Project (PEP) started in 1984 with funding from the

World Bank and technical assistance from UNICEF. PEP ha~, three major thrusts:

support to primary schools, strengthening of the examination system, an f] improve

ment of management capacity at the central level. Primary school support is going

well and significant progress has been made with regard to improving management

in the Office of the Controller of Examinations. Little progress has been made in

the area of improving administrative capaCitY.

9.3 ANALYSIS

This part of the chapter identifies the important needs, plans, and constraints

as the nation moves towards more effective utilization of external assistance.

Progress towards this goal is reviewed in the context of several issues that have

emerged from the data collected for this and other chapters of this assessment. A

set of conclusions and recommendations is then derived from this analysis.

9.3.1 Needs

The Seventh Plan and the Basic Needs Strategy identify education as an

important sector with specific targets. Major areas of need are identified by HMG

for the sector to meet its targets. These are summarized immediately below.

Support for Expansion and Qualltathe Improvement

Goals for education specify both quantitative and qualitative improvements

between now and the year 2000 A.D. This will require more funds than have
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generally been available to the sector over the last few years. Increased financial

support is not all that is needed, however. These additional activities will also

require personnel increases at most levels within the MOEC.

Improved Use of External Assistance

Current externally assisted projects should be more closely integrated into the

MOEC's program. A strengthened MOEC professional staff could help avoid

duplication and could encourage closer working relationships between projects and

the MOEC's staff. It also could support improved management and educational

activities. Better coordination between the MOEC, the MOF, and external assis

tance agencies would significantly improve the use of external funds.

Mobilization of More External Assistance

The available resources of HMG will not be sufficient to meet the education

targets, given that there are Basic Needs targets to meet in several other sectors.

Thus, HMG will have to work with external agencies to obtain the necessary funds

to meet these education targets.

9.3.2 Plans

This section summarizes six aspects of HMG's plans for external assistance in

the education sector.

1. Emphasize the use of external assistance in the education sector. Any

available government funds are likely to be used primarily to increase the budgets

of several other sectors to assist in meeting their Basic Needs objectives. Even the

current education budget is seen as a burden--salaries make up such a large

proportion that there are limited funds available for even materials or supplies.

2. Seek external assistance in the form of grants rather than loans. This is

understandable because the amounts needed are substantial and all loans have to be

repaid, no matter how generous their terms.

3. Utilize available HMG funds to the fullest extent possible for the

quantitative expansion of the system. That is, use HMG resources to provide

universal access to Grades 1-5 by the year 2000 A.D. It is recognized that access

do~s not guarantee participation and that participation is partly dependent on the

quality of primary education. External assistance is seen as an important source for

funding qualitative improvements.
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4. Acquire additional support for primary education. External assistance is

considered an important funding source for attaining objectives of the Basic Needs

Strategy. For example. the MOEC would like to continue to receive support from

UNICEF for textbooks. In fact. the Ministry would like to see this support

increased.

5. Limit the number of external assistance agencies participating in a single

project. Having several agencies active in the same project is viewed as cumber

some and difficult to manage. With the exception of loans. which are more flexible.

HMG prefers to have only one externHI organization active in a given project.

6. Continue existing external support in the vi.her education subsectors.

This means that the MOEC does not wish external support to be withdrawn from

other subsectors (such as technical and vocational or secondary education) and be

rechanneled into primary education. It wishes all other subsectors to continue to

receive financial support from external agencies.

9.3.3 Constrain ts

The MOEC faces an enormous challenge meeting the objectives of the Basic

Needs Strategy. Part of this challenge is obtaining resources for the immense

technical and logistics tasks 'lhead. There are several constraints related to

acquiring external assistance and uSiilg it effectively. These are summarized

immediately below.

• Local Costs. It is difficult to provide the local costs. matching i~<;ources.

and personnel time that are the usual conditions for loans and that are increasingly

being required for the receipt of grants. It is often difficult to provide these

resources, and even when they are available it is not easy to manage them in the

most efficient and effective manner. Meeting such conditions may mean that

resourcl:S have to be diverted from other important tasks.

• Unwillingness to Sign Loan Agreements. This constraint effects both the

amounts and timing of funding. Many of the education targets included in the Basic

Needs document are extremely costly. Loans usually provide more funding than do

grant agreements, but they are more expensive to accept. Dependence on grants

may mean that it takes longer to gather the needed financial resources for expan

sion and/or Qualitative improvement. A large number of smaller grants may also

place further burdens on an already strained management structure.
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• Lack of a Comprehensive Plan for the Sector. Currently there is no

detailed and comprehensive plan that sets forth the full costs for meeting the

objectives of the Basic Needs Strategy. Consequently, there is no plan for

approaching external funding agencies or for making substantive and attractive

proposals to them.

Some evidence suggests that there is interest on the part of external assis

tance agencies to provide more support to the nation's educational system. The

issue for some agencies, then, is not the availability of funding but whether it will

be used appropriately. External assistance agencies are increasingly being required

by their supporters to be accountable for the results of their investments.

• Competing Goals. 'External assistance agencies provide support to those

areas where their own organizational goals are also met. External assistance is

most efficient when the goals of the funding agency are in close accord with those

of the MOEC. Competing organizational goals of different agencies sometimes are a

serious constraint to success in the sector.

9.3.4 Issues

Several issues emerge from an examination of the data on external assistance

to the sector. These are discussed immediately below. These issues are separated

into different topical areas for discussion, but many arc closely interrelated.

9.3.4.1 Ltadershlp Role of the MOEC. The MOEC needs to have a stronger

leadership role with regard to external assistance in the sector. The lack of clear

direction regarding external assistance is sometimes an impediment to its effective

use both by HMG and the assistance agencies. This is further complicated by the

lack of consistently good lines of communication within the MOEC. As a result,

those engaged in approved externally funded activities many find that in~tead of

receiving very little direction they may be faced with contradictory sets of

directions.

The lack of clarity regarding who makes which decisions related to day-to-day

implementation of externally-assisted activities means that decision-making within

the MOEC is often a very slow process. External assistance agency representatives,

with pressures and time constraints from within their own organizations, may

perceive this as a vacuum. And, in some cases, those associated with external

assistance agencies move in to fill this perceived decision-making vacuum to meet
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their own deadlines and further develop their own proposals. This in effect allows

the external assistance agencies to assume the leadership role--sometimes when it is

inappropriate. In some cases the inability of the MOEC to take the initiative is a

result of its staff being over-extended. Many have very heavy workloads.

The resulting stress between the MOEC and project staffs is exacerbated

because more flexible project budgets may mean that working for external assistance

agencies provides professionals with greater rewards such as larger salaries and

more job flexibility. Thus it sometimes appears that those working in projects have

much better conditions of work.

The apparent inequities between the public and private sectors are not unique

to this country. They also exist in the more developed and other less developed

countries. It is essential that the MOEC recognize the variety of factors that

contribute to external assistance agencies taking the initiative, however. By doing

this the MOEC can then identify the steps it can take to make the use of external

assistance more collaborative and to use available funds more effectively.

9.3.4.2 Coordination of External Assistance. Each external organization

presently works directly with the MOEC (and other agencies as appropriate) in

developing and implementing the activities that it supports. In spite of the work of

the Foreign Aid Coordination Committee, external assistance agencies sometimes

discover that more than one of them are proposing identical activities without

coordinating them or, even worse, proposing activities with competing objectives.

This is because there is no overall, detailed plan for external assistance,

compounded by inadequate communication within the MOEC and among all involved

in external as,;istance.

A possible result of this kind of situation is that the relationships between the

MOEC and external assistance agencies may not be as good as they might. There

may be a tendency to wonder whether one organization ,')r another is withholding

information or making it more difficult to meet objectives in a timely manner.

There is wide recognition of a need for coordination and that this role should

be assumed by the MOEC and not the external assistance agencies. Individuals

representing the MOEC and the external assistance community are aware of this

critical need for coordination in the sector. The external assistance agencies are

unwilling to take the first step at this time without some indication from the MOEC

that this is desired.
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9.3.4.3 Innstment Priorities. One result of the lack of clear directions and

an accompanying detailed plan is that there is no detailed list of investment

priorities for the sector. Currently, only vocational and technical education is

given as a priority. The MOEC needs to identify additional areas where it desires

educational investments and to determine for which ones it plans to seek external

assistance. If this were to occur, it would be less likely that the comment "donors

are too pushy" would be heard because it would be more difficult for external

assistance to be channelled to activities not consistent with HMG priorities.

Investment priorities must be developed in light of the benefits of the

investments. This is particularly the case where loan funds are being used. If the

benefits to be obtained from a project do not exceed the costs (including the

interest) then the net result of the activity is a loss.

Facing this issue demands some hard decisions. For example, there are plans

to invest heavily in teacher education with loan funds. History and current wisdom

show that enormous sums have already been invested in this area yet there are

limited data to show which of the many "experiments," approaches, and modalities

have been successful and in what ways.

Indeed, the lack of evaluative data comparing the learning outcomes of many

projects (not just teacher education) is disturbing, especially given the num"er of

studies that have been conducted. A responsible appnmch to agreeing to the use of

loan funds would certainly ensure that they are invested in the most cost effective

activities. To agree to use such funds without some level of confidence in the

value of the project suggests a very unwise use of limited and expensive resources.

This may mean that there need to be delays in starting new projects until some

reliable or indicative information on cost effectiveness is available.

9.3.4.4 External Assistance Agency Inflexibility. External assistance agency

representatives in Nepal often have to promote goals, objectives, and subsector

priorities that have been determined at a higher level in their organizations'

bureaucracies. Even though they might question these priorities, they are

professionally obligated to promote them. Furthermore, promotion and continued

transfer to professionally interesting assignments are dependent upon an individual

representing his or her organization in a manner deemed appropriate by thut

organization.
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These pressures on individuals in the international assistance community are

often communicated as inflexibility to the MOEC representatives. The MOEC feels

that particular kinds of projects or activities are being advocated and in a way that

makes negotiation to a shared set of objectives difficult or, in some cases, impos

sible.

9.3.4.5 Externally Driven Projects. There are and have been a number of

excellent projects in the education sector, many of which have contributed to

improving the nation's educational status. Yet there is a commonly held opinion

that the individual projects reflect the goals of the external assistance agencies

rather than those of HMG and the MOEC. One individual responded, "Donors are

supporting their own babies."

There are several reasons for this. Fir~t, it is important to recognize that

external assistance agencies do have their l')'Ur! priorities and these are usually we11

understood by their representatives even if they are not explicitly set forth in

project documentation. The existence of funding agency priorities is quite ap

propriate. The MOEC should have its own priorities as well. It is important for

external assistance agency representatives to understand and share the MOEC's

priorities. A serious problem exists when external assistance agency priorities take

precedence over those of the nation rather than there being some shared set of

priorities that are addressed and funded collaboratively by the external agency and

the MOEC.

It is natural for individuals from both the MOEC and external agencies to

want to start afresh rather than building on existing activities when there is

support available in the form of a new project. This would be appropriate only to

the extent that it is consistent with efficient and effective use of resources and

with the MOEC's policy and plans.

Most external assistance agencies begin with the best of intentions for

co11aborative work with the MOEC at all stages of the project. Other issues that

have been discussed above (such as the lack of a comprehensive plan, lack of

coordination, lack of information on sector investment priorities) combined with

tight deadlines, pressure to spend money, and pressure to provide the home ofrice

with quantitative results all work against collaboration and teamwork. As a result,

even the external assistance agency representatives who are the most committed to

the concept of collaborative work find that they have to make some compromises.
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9.3.4.6 Project Orientation. There is a generally accepted approach that views

projects as separate from the mainstream activities of the MOEC even though HMG

policy views them as essential to fulfillment of national education goals. Most

projects are viewed as "experimental." It is understood that their outcomes might

be considered for integration into the MOEC program once the project is over.

This short-term, project orientation encourages several impediments to the

development and improvement of the nation's educational system, however.

A system that views projects as outside or peripheral to its main mission has

made the decision to isolate those projects and their personnel. Every day these

projects and their technical personnel are gathering important information that

could contribute to the MOEC's achievement of its major goals. Instead this

information is used by only that agency because there is so little information flow

between those involved in the sector or, even worse, it is lost altogether.

The fact that projects may not be regarded as essential parts of the overall

activities of the Ministry means that external assistance is likely to have very little

long-term impact. Large scale implementation of even a very successful project is

unlikely because the MOEC staff are not familiar with the project and do not have

a vested interest in continuing its better aspects.

Regarding these projects as "experimental" is also incorrect because they are

not sufficiently controlled with regard to data on their outcomes. There is no

requirement that the projects assess their effectiveness in relation to costs, for

example. Although many projects have assessed education or training unit costs,

these are for budget purposes and not in relation to educational goals which is the

purported raison d'etre of the activity. An experimental activity demands evaluation

of outcomes.

A project orientation often means that once the external funding terminates so

do the elements of the project. There is no commitment to sustainability. In many

cases, this means that the investments have, at best, provided short-term benefits.

In other cases the investments may just be lost. This is not always the case,

however. The MOEC has demonstrated its ability to integrate project activities into

its ongoing programs. Two examples of this are the RETT II project and the

current adult literacy program. The process whereby this was achieved deserves

attention.
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9.3.4.7 "Us versus Them" Syndrome. Rather than viewing themselves as a

team concerned with the sector, representatives of assistance agencies and the

MOEC seem to view themselves as being on different, and perhaps even opposing

teams. There are good reasons for this. When processes get bogged down and

critical deadlines pass, external assistance agencies become impatient and go around

the bureaucracy in order to meet their time deadlines. And, by dealing with

agencies only individually the MOEC does not encourage the external assistance

community to view itself as part of the same team as the MOEC. Simple aspects

such as external agencies keeping different work hours from the MOEC and obvious

selective information-sharing also draw attention to the differences between

organiza tions.

Representatives of external assistance agencies sometimes fail to recognize the

wisdom that Nepalese colleagues can contribute to the project context. And failure

to take time to understand vast cultural differences may leave individuals mystified

by the way things are done. The final outcome may be a lack of trust among many

of those working within the sector.

9.3.4.8 Absence of a Developing Knowledge Base. Active coordination supports

better management and administration and also provides an opportunity for sharing

important technical information. Many individuals working in the external

assistance agencies recognize that they can learn much from others who are

engaged in similar kinds of work. This learning could improve their own work and

make their own projects more effective.

Again there are simple things that could be accomplished. For example, those

engaged in educational activities could agree on common field allowances, avoid

duplication of efforts in areas such as materials development, or share technical

information on a regular basis. Where this kind of sharing does exist it is sporadic,

limited, conducted under less than desirable circumstances, and often does not

include representatives of the MOEC. Thus, much important learning is lost.

9.3.5 Conclusions

The preceding data and discussion of issues form the foundation for six major

conclusions. These are summarized immediately below.
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Conclusion 1. External assistance is and will continue to be an Important com

ponent of education sector financing.

External assistance to the sector has been significant over the years. The

results have been mixed, however, and both the external assistance agencies and the

MOEC share the responsibility for the results. HMG and the MOEC plan to

continue to seek and use external assistance in the sector. There is evidence to

suggest that external assistance agencies wish to continue to assist the nation as it

further develops and improves its education system.

Conclusion 2. HMG does not have the Influence It should have on the focus of

external assistance in the education sector.

External assistance agencies often display leadership with regard to project

activities in the sector. This may not be by choice. Although the MOEC has the

authority to manage the system it does not always use it. And when it does the

reasons for how and why things are done may not be fully understood by the

affected external assistance agencies.

There are many reasons why the MOEC does not take a leadership role in the

sector. Some of these could be overcome relat:'vely easily. Assuming a stronger

leadership role will involve commitment--not only of human resources but also to a

planning process and implementation of its product.

Conclusion 3. External assistance activities will continue to be fragmented until

there is a specific policy"on external assistance accompanied by a detailed, com

prehensive plan for the sector which includes priority areas for external assistanc~.

The MOEC has a major challenge ahead as it plans and implements programs to

meet the objectives of the Basic Needs Strategy that have been set for the sector.

It will need to coordinate external assistance activities carefully. If this is not

done external assistance will continue to come into the sector but it may not be in

the MOEC's priority areas. Even worse, if the assistance that is provided is not

coordinated it might require the use of valuable MOEC technical, management, and

administrative talent that should be focused on other activities. There is no

incentive for external assistance agencies themselves to develop such a tplan, nor

would it be appropriate for them to do so.
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Conclusion 4. There is a need for formal planning if ext,ernal assistance 3s to be

used in a more effic::ient, effective, and coordinated manner.

A good plan requires a long-term view as well as attention to detail. It has

to be consistent with policy and be closely attuned to long-term goals. At the

same time it has to be flexible and be able to accommodate innovations and

adaptations as the plan period progresses.

A good plan usually makes implementation easier. It shows what has to be

done when and by whom and provides opportunities to measure progress along the

way. It may take courage and strength at some points. It also allows for the

identification of areas where the MOEC and assistance agency priorities are in

accord. If followed, however, a good' plan should result in improved performance

throughout the sector which could be claimed by all involved.

Conclusion S. This is an appropriate time to introduce changes in the relationships

between the MOEC and external assistance agencies bvolved in the sector.

Both the MOEC and representatives of the external assistance agencies are

acutely aware of the challenges they face in the sector. Both know that all

possible resources will have to be coordinated in order to meet the objectives of

the Basic Needs Strategy. They share the goal of attending to those objectives.

The increased attention to the Basic Needs Strategy by all agencies means that

many are reassessing their activities and attempting to determine if they might be

better focused on the country's needs. The MOEC recognizes that it needs to use

external assistance more efficiently and effectively. The external assistance

agencies are eager to learn from others, and are also facing pressures from their

funding sources to be more accountable for project outcomes in relation to

investments.

Conclusion 6. The MOEC does not collect sufficient Information from its external

assistance agencies.

There is very little information on the benefits that have accrued from the

various external assistance activities in the sector. In particular, there is a lack of

evaluative material on the educational outcomes--even when there have been very

large investments made. Most of the information that exists remains with the

projects. As a result, the ~iOEC has little data on which to base decisions about

future activities.
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9.4 RECOMMENDATIONS

Four recommendations are made related to external assistance. These recom

mendations suggest a major alteration and improvement in the relationships between

the MOEC and the external assistance agencies. If accepted and implemented they

will require substantial changes in the behavior of all involved and an acceptance of

greater accountability. Thus, these few recommendations constitute a serious

challenge to all participants engaged in external assistance.

Recommendation 1. Adopt a more aggressive position with regard to external

assistance in the sector and inithlte this by developinl: a detailed and comprehensive

plan for using external funds.

This will involve setting realistic and scheduled priorities for the sector.

Specific annual targets consistent with the priorities will have to be identified.

Next, the kinds and amounts of different resources that will be required will have

to be identified. An assessment of existing and anticipated government resources

should be made and compared with the assessment of total resource requirements.

Existing external assistance activities should then be examined to see which of

those needs they are meeting. The remaining needs should be considered carefully

and put in priority order for funding con!>ideration by current and potential external

assistance agencies.

This priority listing should be a major guide for decisions regarding assistance

to the sector. That is, project selection (whether for grants or loans) should be

based on these MOEC-defined needs. In some cases it might be n~cessary to ask

external assistance agencies to redirect current projects, but this should not be

done if the agency does not wish to alter an existing agreement with HMG.

It must be recognized that there will be some costs attached to this approach

if it is selected. For example, it may be necessary to ask some external assistance

agencies to delay or redirect project design activities. It may also be necessary to

indicate to an agency that their proposed contributions are not necessary because

they do not fit government priorities--it is difficult to refuse funding but it may be

a necessary step.

Developing such a plan should have high priority. Without it, it will be

difficult to continue to seek additional external assistance in a rational manner.

Sufficient staff must be delegated to the task for it to be done properly.
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Recommendation 2. External assistance agencl~s shouid be more sensitive to their

role as contributors to a sector that Is the respon~lbility of individuals representing

HMG.

The issue of a perceived vacuum resulting from a slow decision-making process

has already been discussed in this chapter. Represr :·tatives of the MOEC often find

themselves in the uncomfortable position of trying to address high pressure for

action from .:xternal assistance agency representatives before decisions have passed

to them through appropriate channels in the Ministry.

The MOEC staff recognize that funding agencies often have good ideas and

well conceived proposal!:. They also believe, however, that external assistance

agencies are too inflexible, that they are not sufficiently willing to adapt their

proposals to existing conditions or rational goals nor do they appreciate the

difficulties faced by the MOEC staff. The MOEC is also concerned that new

project proposals often reflect primarily the goals and directions of the external

assistance agencies and that these have usually been determined outside of Nepal.

Once a project is in operation, the MOEC staff is concerned that inflexibility means

that ultimately the project suffers.

Recommendation 3. Recognize the value of continual coordination of external

assistance at the MOEC level and strengthen coordination activities.

This will be most effective if there is a detailed and comprehensive plan which

can provide guidelines for all involved in the secto:-. Coordination of activities

might be most fruitful if they begin with a focus on sharing technical and profes

sional information and insights on specific topics such as effective supplementary

primary education instructional materials, calculating unit and cycle costs of training

activities, or methods of monitoring supervisory activities. These meetings could be

an expansion of the current effort of variou~ project boards. In addition to

providing all concerned with useful information, such meetings would provide MOEC

personnel with opportunities to become better acquainted with the different aspects

of the variety of project activities. In these sessions it would be easy to correct

any misunderstandings and come to agreement on simple matters such as policies

regarding vehicle use.

These meetings would serve as a useful foundation for occasional meetings

where the MOEC and external assistance agencies could review overall progress in

the sector, discuss needs in the light of priorities, and provide each other with

professional advice. This v'ould be particularly useful if assistance from another
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external assistance agency were about to be sought. For example, those currently

implementing projects might assist the MOEC with evaluation of certain design

aspects of proposed projects.

Commitment to coordination may require assigning additional ~A:OEC staff !'J

work in the area of external assistance. These staff must be able to work effec

tively with the range of involved units in the MOEC and with current and potential

external assistance ~gencies. The responsible unit in the MOEC should also have

the authority to work closely with the MOF and other governmental agencies such

as the NPC on an informal basis.

Recommendation 4. Participate more actively with external assistance agencies in

professional activities.

Both the MOEC and project staff represent some of the most creative

educators who are accustomed to working under difficult conditions. They have

much to offer one another professionally and should take advantage of the

opportunities that collegial work provides.

The MOEC staff should take a more active role in new project design so that

these projects are consistent with MOEC priorities and to ensure that the staff are

fully informed about the goals and objectives of new projects before they begin.

Involvement in activities such as evaluation would give MOEC staff experience with

the various projects and would make the MOEC more knowledgeable about the

strengths of the different projects in the sector.
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Annex 9.1

Interviewees

Uttam Amatya, Assistant Secretary, Programme and Evaluation Section, Ministry of
Education and Culture

Caroline Arnold, Education Advisor, UNICEF

Barbara Butterworth, Education Advisor, Improving the Efficiency of Educational
Systems (lEES) Project

Dalheue Coue, Senior Country Officer, Asian Development Bank

Kedar Mathema, Representative, the World Bank

Jean Meadowcroft, EHRD Officer, USAID

Margaret Sands, UNESCO Advisor, Science Education Project

Babu Ram Shrestha, Under Secretary Foreign Aid Division, Ministry of Finance

Narsing N. Singh, Secretary, Ministry of Education and Culture
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