


Marsyangdi Journal 						             Vol. 3, No. 1 August, 20222
 

Vo. 3, No. 1    August 2022     ISSN 2738-9588 

Marsyangdi Journal 
A Peer Reviewed Research Journal 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

RESEARCH MANAGEMENT CELL (RMC) 
MARSYANGDI MULTIPLE CAMPUS 

Accredited by UGC Nepal (2022) 
Besishahar, Lamjung 

Email: mmcampus2020@gmail.com 
Website: www.mmc.edu.np 

  



3
 

Marsyangdi Journal 

Vol. 3, No. 1              August 2022          ISSN 2738-9588 

 

Advisors 

Mr. Hari Prasad Baral 
Chairperson, CMC 

Mr. Hari Babu Thapa 
Campus Chief 

 
Editor – in – Chief 

Mr. Binod Neupane 
nbinod2017@gmail.com 

 
Editor 

Mr. Shaligram Adhikari 
adk.ram11@gmail.com 

 
Guest Editors 

Dr. Meghna Mehndroo, Chandigarh University, India  
Dr. Kamaljeet Kaur, Chandigarh University, India 

Mr. Guru Prasad Poudel, Gorkha Campus, TU 
Mr. Basanta Kandel, Aadikavi Bhanubhakta Campus, TU 

Layout Setting 

Mr. Sushil Adhikari 
 

Printed at 

Public Press 
Besishahar 8, Lamjung 

Published by 

Research Management Cell (RMC) 
Besishahar Lamjung, Nepal 

© Research Management Cell (RMC) 
Marsyangdi Multiple Campus 

 

Vo. 3, No. 1    August 2022     ISSN 2738-9588 

Marsyangdi Journal 
A Peer Reviewed Research Journal 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

RESEARCH MANAGEMENT CELL (RMC) 
MARSYANGDI MULTIPLE CAMPUS 

Accredited by UGC Nepal (2022) 
Besishahar, Lamjung 

Email: mmcampus2020@gmail.com 
Website: www.mmc.edu.np 

  



Editorial …………………..  
Marsyangdi Journal is a peer-reviewed, open-access academic journal published annually 

by the Research Management Committee (RMC), Marsyangdi Multiple Campus. It aims to 
disseminate the findings of the recent research works undertaken by the faculties of different 
campuses from the diverse disciplines - Education, Huminities and Social Sciences, and 
Management. The journal is available both in print and online forms. Its online copy is indexed in 
Nepjol. The publication process follows a multi-step rigorous reviews including screening, peer 
reviews, author's correction, editorial reviews and proofreading.  

The third volume of Marsyangdi Journal has now been in your sight consisting of 
fourteen articles from the diverse field of study in the English and Nepali languages. The first 
three articles in this volume are written in Nepali. In his library-based qualitative article, Dr. 
Buddha Raj Khaniya, analyses cohesive markers in the discourse of Sukhasatta, an essay. The 
study concludes that the use of various types of lexical cohesion and grammatical cohesion has 
supported to make the essay more expressive. Similarly, Dr. Dinesh Ghimire, in the second 
article, critically analyses the integrated curriculum of Grade One under the Curriculum 
Development Centre. He concluded that the integration of various themes and language skills 
along with the the process of learning facilitation and evaluation has made the curriculum as 
effective as it has been designed to be. In the third article, Dr. Bishnu Neupane critically analysed 
Maya Thakuri's story Yuddha from sociological perspectives. 

In the fourth article, Narayan Prasad Aryal, Janga Bahadur Hamal, and Nirjana Bhatta 
examine the impact of performance appraisal and job satisfaction on employee organisational 
commitment in Nepalese commercial banks. Their quantitative study concluded that job 
satisfaction and performance appraisal are the important factors affecting employees' 
organisational commitment. The fourth article included in this volume by Yam Bahadur Dura and 
Binod Neupane introduces thado bhaka song connecting it to its history, nature, and style. Their 
writing shows how Thado Bhaka has become a source of social intercourse in Gandaki region, 
especially in Dura culture and community. The study has pointed out some influences on its 
originality because of the growing wave of modernisation, especially after the development of 
electronic instruments.  

The next two articles in this volume critically analyse English language Education and 
EMI as a form of hegemony. Govinda Prasad Khanal in his article analyses how the expansion of 
English has pressurised the growth of indigenous languages including Nepali, with the possibility 
of the loss of indigenous properties including languages, cultures, and values. Similarly, Babita 
Parajuli claims that EMI has promoted cultural hegemony in Nepal. She further reports that the 
current trend of adopting English as the medium of instruction is one of the forms of cultural 
hegemony as the government endorses EMI policy in the national curriculum focusing to develop 
English competence as the determiner of quality education, index of socio-economic status and 
the foundation of students‟ career. Betendra Kumar Dahal and Yadu Prasad Gyawali's article, the 
eighth in this volume, provides an overview of the use of English as a medium of instruction in 
higher levels in English as a foreign language classroom. Their findings reveal that despite the 
institutional practice of implementing EMI, the majority of the students in higher education have 
faced various problems and challenges in learning through EMI. 



The article written by Ganesh Kumar Kandel examines the integration of information and 
communication technology (ICT) in education with its challenges and opportunities. His finding 
reveals the necessity of integrating ICT in the education system to replace the traditional 
pedagogy and offer relevant knowledge and skills to both students and teachers to better survive 
in a contemporary information society. Tek Bahadur Chhetry, in his article, makes his critical 
lens on how the aesthetics of art employed in the story “Pali” does full justice in distributing the 
equal burden of trauma on both the parties- Hindus and Muslims to arouse a special affect in the 
minds of readers in the post-partition of 1947. 

The next two articles, included in this volume, analyse the practice of inclusive education 
in schools. Bhakta Shahi observes how technical and vocational schools of western Nepal have 
practised inclusive education. Despite the claims made on government documents, he identifies 
that many schools are unable to practise the indicators of inclusive education in the real field. 
Similarly, Bishwo Mani Subedi analyses and interprets the inclusion of Dalit children in school 
education through the lens of cultural difference theory.  

In the article, Ram Bahadur G. C. presents the structure of the caste system as it is 
manifested in the context of Nepal and discussed the pattern of social discrimination faced by the 
people. Analysing caste practices in the domestic domain and community life, his article attempts 
to highlight the role played by society in shaping the contents and structure of caste-based 
relations. The final text, included in the journal, assesses the status of Emotional Intelligence (EI) 
and organisational performance in Nepalese Commercial Banks and measures the impact (EI) of 
demographic factors on EI. Hence, the quantitative study of Pradeep K.C concludes that both the 
emotional intelligence and organisational performance are affective to to each-other in the 
commercial banking sector.  

We are grateful to Prof. Dr. Rajan Sharma, Director, International Relation of Chandigarh 
University and all the faculties for their cooperation to develop a good rapport between 
Marsyangdi Multiple Campus and Chandigarh University by sharing experiences and exchange 
expertise between the faculties of both institutions about research and academic writing. My 
sincere gratitude goes to Prof. Dr. Bal Mukunda Bhandari, Prof. Dr. Susan Acharya, Prof. Dr. 
Narayan Prasad Adhikari, Dr. Nabaraj Neupane, Dr. Ramesh Prasad Sapkota, Dr. Madhu 
Neupane Bastola, Dr. Uttam Poudel, Mr. Yadu Prasad Gyawali and Mr. Mohan Singh Saud for 
their inspiration, constructive feedback and expertise to develop this journal in this form. The 
contribution of all the authors in this volume is appreciable. We extend our warm gratitude to Mr. 
Hari Prasad Baral, Chair of CMC, Mr. Hari Babu Thapa, Campus Chief and the entire team of 
CMC for their inspiring suggestions. We always welcome critical comments and constructive 
feedback from readers, scholars and our well-wishers so that we could make it more rigorous in 
the next issue.  

Editorial Board 

August, 2022 
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;f/ 

cleJolStsf] ;a}eGbf dflyNnf] PsfO M ;ª\sygnfO{ o; n]vsf] cWoogLo ljifosf ¿kdf lnOPsf]  
5 . o; n]vsf] d'Vo pb\b]Zo ;'v;Qf lgaGwsf] ;ª\syg ljZn]if0f ug'{ /x]sf] 5 . of] cWoog 
u'0ffTds cg';Gwfgsf] k':tsfnoLo cWoogdf cfwfl/t 5 . o;df ;Da4ssf cfwf/df dfq ;'v;Qf 
lgaGwsf] ;ª\syg ljZn]if0f ul/Psf] 5 . oxfF ;fj{gflds, :yflgs, sflns, ;+of]hg, k'g/fj[lQ / 
nf]ksf cfwf/df Jofs/l0fs ;Da4s / kof{ojfrL, ljk/LtfyL{, ;dfj]zL / ;lGgwfgsf cfwf/df sf]zLo 
;Da4sx¿sf] ;ª\syg ljZn]if0f ul/Psf] 5 . o; cg';f/ ;'v;Qf lgaGwdf lqrfln; cf]6f 
;fj{gflds ;Da4s, c7f/ cf]6f :yflgs ;Da4s, t]/ cf]6f sflns ;Da4s, kGw| cf]6f ;+of]hs k|of]u 
ePsf] kfOG5 eg] k}Flt; cf]6f eflifs cfO6d ltg k6sb]lv 5lAa; k6s;Dd k'g/fj[lQ / cf7 cf]6f 
eflifs c+z ljleGg ;Gbe{df nf]k ePsf] kfOG5 . To;}u/L ;f] lgaGwdf bz hf]8L kof{ojfrL, kfFr 
hf]8L ljk/LtfyL{, kfFr hf]8L ;dfj]zL ;dfj]Zo / cf7 hf]8L ;lGgwfg sf]zLo ;Da4sx¿ k|of]u ePsf] 
kfOG5 . o; lsl;dn] ;'v;Qf lgaGwdf k|of]u ePsf Jofs/l0fs ;Da4sx¿n] JoSt ljrf/nfO{ st} 
lj:tf/ ug{, st} :ki6Ls/0f lbg, t st} ljsNk b;f{pg, ljk/Lt l:ylt b]vfpg, t'ngf ug{, sfo{ 
sf/0f b;f{pg nufot ljleGg ;DaGw hgfpg db\bt u/]sf 5g\ . To:t} sf]zLo ;Da4sn] ;f] 
lgaGwdf JoSt ljifoj:t'nfO{ l;nl;nfa4 ug{ ;xof]u u/]sf 5g\ . o;/L …;'v;QfÚ df k|of]u ePsf 
ljleGg lsl;dsf ;Da4sx¿n] lgaGwnfO{ ;/n, ;/; / ;Dk|]if0fLo agfpg db\bt u/]sf 5g\ .  

zAbs'~hL M sf]zLo ;Da4s, Jofs/l0fs ;Da4s, ljifoj:t', z[ª\vnfa4, ;Dk|]if0fLo 

ljifo kl/ro 

 efiffsf b'O{ kIf M af]w / cleJolSt x'G5g\ . ;'g]/ jf k9]/ af]w x'G5 eg] af]n]/ jf n]v]/ 
cleJolSt x'G5 . jStfsf] df}lvs cleJolSt >f]tfn] >j0f u/]/ af]w x'G5 ls n]vssf] lnlvt 
cleJolSt k7g u/]/ af]w x'G5 . o;y{ af]w / cleJolSt Pjd\ ;'gfO, af]nfO, k9fO / n]vfOsf lar 
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cGt/ ;DaGw /xG5 . efiffsf] d'Vo sfo{ eg]s} af]w / cleJolSt x'g' xf] . eflifs Jojxf/sf ;Gbe{df 
Psn] cleJolSt lbG5 eg] csf]{n] af]w u5{ clg af]wsf cfwf/df k|ltls|of lbG5 . To;kl5 k|ltls|ofsf 
cfwf/df ;+jfb cl3 a9\5 . o;/L dflg;x¿n] af]w / cleJolStaf6 eflifs Jojxf/ ;Dkfbg u5{g\ . 

 ;+jfbsf s|ddf dflg;n] ljleGg eflifs PsfOx¿ M j0f{–¿k–zAb–kbfjnL–pkjfSo–jfSo– 
cg'R5]b–;ª\syg k|of]u u/]sf x''G5g\ . ;ª\syg efiffsf] pRrtd PsfO xf] h;df jStf jf n]vssf] 
k"0f{ ljrf/ jf wf/0ff /x]sf] x'G5 . s'g} ljifoj:t' jf ;"rgf jf s'g} ljrf/ Pjd\ wf/0ff l;nl;nf 
ldnfP/ ul/Psf] cleJolSt g} ;ª\syg xf] / Tof] ;Dk|]if0fLo x'G5 . cleJolSt h'g;'s} :j¿kdf k|of]u 
ul/Psf] eP klg Tof] k"0f{ x'g'k5{ / To;n] jStf–n]vssf] ljrf/ k|jfx u/]sf] x'g'k5{ . To;sf nflu 
efiffsf] cfGtl/s ;+/rgfnfO{ afx\o ;+/rgfn] pg]sf] x'g'k5{ . oxL s'/f x]g{sf nflu ;ª\syg ljZn]if0f 
ul/G5 .  

;ª\syg ljZn]if0fsf] k|f/lDes rrf{ ug]{ s|ddf e6\6/fO{ -@)^%_ n] ;ª\syg ljZn]if0fdf 
;Gbe{ 7'nf] s'/f x'g] atfPsf 5g\ . pgL eG5g\ – æefiffsf] k|of]u x'Fbf Pp6f ;Gbe{a]u/ x'Fb}g . Tof] 
k|of]u x'Fbf lgDg ;+nUg x'G5g\ M ;Daf]ws, ;Daf]lwt, >f]tf, ljifo, kl/j]z, ;"q, ;ª\s]t k4lt, ;Gb]z, 
36gf, pb\b]Zo . To;}u/L o;leq ;Defljt hut\ -:yfg_, ;do, jStf, >f]tf cl3sf] jftf{ k|;ª\u, 

cjsf] sfo{ cflb kb{5g\Æ -k[k[= %!–%@_ . uL -;g\ @)!!_ n] klg ;Gbe{sf] dxÎj b;f{pFb} sYo, n]Vo / 
;fª\s]lts ;a} k|sf/sf ;ª\sygdf ;Gbe{sf] ljlzi6 e"ldsf b]vfk5{ eg]sf 5g\ . To;}u/L 
;ª\sygnfO{ Pp6f l;ª\uf] cleJolSt dfGb} clwsf/L -@)&$_ ;ª\syg ljZn]if0f ;+jfb ljZn]if0faf6 
k|f/De eP/ kf7 ljZn]if0f / cfVofg ljZn]if0fsf ¿kdf ljsl;t ePsf] atfPsf 5g\ . pgn] yk]sf 
5g\ –  

;+jfb ljZn]if0fdf sYo efiffsf cleJolStx¿sf] ljZn]if0f ug]{ ;}4flGts cjwf/0ffsf cfwf/df 
To:t} lsl;dsf] ljZn]if0f k4ltnfO{ cFuflnG5 . kf7 ljZn]if0fdf n]Vo efiffsf ljljw 
ljwfx¿sf] ljZn]if0fdf hf]8 lbOG5 eg] cfVofg ljZn]if0fdf cVofgfTds ljwfsf kf7x¿df 
;do, 36gf, rl/q / kl/j]zsf larsf] cfk;L ;DaGw / ;ª\u7gsf kIfx¿nfO{ s]nfpg] sfd 
x'G5 . o;/L ;ª\sygsf :j¿kut / ;Gbe{ut leGgtfn] o;sf] ljZn]if0f k|efljt x'g' 
:jfefljs 5 -k[=@^*_ . 

;ª\syg ljZn]if0fsf ;Gbe{df e';fn -@)&*, k[= &!_ n] ;+jfb ljZn]if0f / kf7 ljZn]if0fsf] 
rrf{ ub}{ kf7sf] ;+/rgfTds, k|sfo{k/s, eflifs jf cfyL{ ljZn]if0fnfO{ kf7 ljZn]if0f eg]sf 5g\ . 
pgsf cg';f/ kf7 ljZn]if0fdf kf7sf] :j¿k, kf7 lgdf{0fsf ljleGg o'lStx¿, kf7z}nL cflbsf] 
cWoog ljZn]if0f ul/G5 . o;/L h'g;'s} :j¿ksf] cleJolStsf] ;ª\syg ljZn]if0f ubf{ ljifo / efiff 
hf]8]/ s]nfOG5 .  

 ;'v;Qf lgaGwsf] ;ª\syg ljZn]if0f ug'{ o; n]vsf] d'Vo pb\b]Zo xf] . o;df ;Da4s 
-Cohesion_ sf cfwf/df dfq ;'v;Qf lgaGwsf] ;ª\syg ljZn]if0f ul/Psf] 5 . ;Da4snfO{ 
Jofs/l0fs / sf]zLo cfwf/df n]vfhf]vf ul/Psf] 5 . zf/bf zdf{åf/f /lrt ;'v;Qf lgaGw lqe'jg 
ljZjljBfno -lqlj_ sf ljleGg ;ª\sfo cGtu{t :gfts txdf clgjfo{ g]kfnL ljifosf ¿kdf 
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cWoog ug]{ ljBfyL{x¿sf nflu nfu' ul/Psf] kf7\of+zdf ;dfj]z ul/Psf] 5 . To;}n] klg of] 

cg';Gwfg n]vsf] z}Ifl0fs / ;}4flGts b'j} dxÎj /x]sf] 5 .  

cWoog ljlw 

 of] cWoog u'0ffTds cg';Gwfgsf] k':tsfnoLo cWoogdf cfwfl/t 5 . lqljsf ljleGg 
;ª\sfo cGtu{t :gfts txdf nfu' ul/Psf] clgjfo{ g]kfnL ljifosf] kf7\of+zdf ;dfj]z ePsf 
ljleGg ljwfut kf7x¿dWo] zf/bf zdf{åf/f /lrt ;'v;Qf lgaGwnfO{ pb\b]Zok/s cfwf/df 5gf]6 
ul/Psf] xf] . ;'v;Qf lgaGwnfO k|fylds ;|f]t dfgL ;f]xL lgaGwaf6 k':tsfnoLo cWoogsf cfwf/df 
;Da4s ;DaGwL tYox¿ ;ª\sng u/L j0f{gfTds Pjd\ JofVofTds tl/sfn] …;'v;QfÚsf] ;ª\syg 
ljZn]if0f ul/Psf] 5 .  

glthf tyf 5nkmn 

 ;ª\syg ljZn]if0fsf] ;}4flGts rrf{ ub}{ clwsf/L -@)&$_ n] ;ª\sygsf o'lSt eg]/ ;Da4s 
/ ;Da4gnfO{ lnPsf 5g\ . ;Da4s cGtu{t ;fj{gflds, :yflgs, sflns, ;+of]hg, k'g/fj[lQ, 
k|lt:yfkg, nf]k / sf]zLo cy{ ;DaGwsf] rrf{ u/]sf 5g\ eg] ;DaGwgdf j}rfl/s l;nl;nfnfO{ 
lnPsf 5g\ . To;}u/L uf}td -@)^$_ n]  lrnfpg] rf}/df knfPsf] d[ut[i0ff lgaGwsf] ;ª\syg 
ljZn]if0f u/]sf 5g\ eg] cfrfo{ -@)^%_ n] sIff bzsf] g]kfnL lstfadf /x]sf syfsf] ;Da4g / 
;Da4ssf cfwf/df ;ª\syg ljZn]if0f u/]sf 5g\ . 9sfn -@)^&_ n] klg dw];lt/ syfsf] ;Da4g / 
;Da4ssf cfwf/df ;ª\syg ljZn]if0f u/]sL 5g\ . ;ª\syg ljZn]if0fnfO{ a:g]t -@)^&_ n]] sIff 
gf}sf] clgjfo{ g]kfnL kf7\o k':tsdf /x]sf …eljio lgdf{0fÚ / …v8\s axfb'/Ú syfdf k|o'St ;Da4g / 
;Da4ssf] klxrfg / ljZn]if0f u/]sf 5g\ . kf]v|]n -@)^(_ n] klg PsfGt syfsf] ;Da4g / 
;Da4ssf cfwf/df g} ;ª\syg ljZn]if0f u/]sf 5g\ . h};L -@)^$_ n] eg] ;Dab\wssf cfwf/df dfq 
ltg 3'DtL pkGof;sf] ;ª\syg ljZn]if0f u/]sf 5g\ . To;}u/L e';fn -@)&*_ n] ;+;lSt -;Da4s_ / 
;+o'lSt -;Da4g_ sf cfwf/df lzlz/ / j;Gtsf] syfsf] ;ª\syg ljZn]if0f u/]sf 5g\ . o;/L 
;ª\syg ljZn]if0fsf ;}4flGts Pjd\ cfg'k|fof]lus dfGotfsf cfwf/df ;'v;Qf lgaGwsf] ;ª\syg 
ljZn]if0f ul/Psf] 5 . ;'v;Qf lgaGwsf] ;ª\syg ljZn]if0f ubf{ ;Da4snfO{ dfq x]l/Psf] 5 . oxfF 
;'v;Qf lgaGwdf k|of]u ePsf ljleGg lsl;dsf ;Da4sx¿n] cleJolStnfO{ s;/L z[ª\vnfa4 u/]sf 
5g\, ltgsf] JofVof ljZn]if0f ul/Psf] 5 . 

 ;Da4s M ;'v;Qf lgaGwdf k|of]u ePsf ;Da4snfO{ Jofs/l0fs ;Da4s / sf]zLo ;Da4s 
u/L b'O{ lsl;dn] ljZn]if0f ul/Psf] 5 .  

Jofs/l0fs ;Da4s M ;'v;Qf lgaGwdf k|of]u ePsf Jofs/l0fs ;Da4sx¿nfO{ ;fj{gflds, 
:yflgs, sflns, ;+of]hg, k'g/fj[lQ / nf]ksf cfwf/df juL{s/0f u/L JofVof ljZn]if0f ul/Psf] 5 .   

;fj{gflds ;Da4s M ;'v;Qf lgaGwdf k|of]u ePsf ;fj{gflds ;Da4sx¿nfO{ tflnsf 
Psdf k|:t't ul/Psf] 5 . 
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tflnsf ! 
;fj{gflds ;Da4ssf] k|of]u 
 
;j{gfdsf k|sf/     ;j{gfd 
 
k'?ifjfrs   d}n], xfdL, xfdLnfO{, d, dnfO{, d]/f], xfd|f], d]/f, xfdLn] 
cfTdjfrs   cfkm\gf], cfkm", cfkm}F, cfkm\g}, cfkm"nfO{ 
bz{sjfrs   o:tf, of], Tof], o;, To;, oL, logLx¿, ltgsf, tL, ltgLx¿nfO{,  

ltgLx¿sf] 
;DaGwjfrs   hf], hxfFaf6 
lgZrojfrs   ;a}, csf]{, csf{sf] 
clgZrojfrs   s;}n], sf]xL 
kf/:kl/s   cfcfkm\g}, cfcfkm\gf], cfcfkm\gf, Pscsf{nfO{ 
t'ngf    xfdLx¿dWo], xfdLdWo], logLx¿dWo], cfkm"eGbf, of]eGbf, Tof] eGbf,  

cfkm\gf]eGbf 
 

;'v;Qf lgaGwdf k'?ifjfrs ( cf]6f, cfTdjfrs % cf]6f, bz{sjfrs !! cf]6f, 
;DaGwjfrs @ cf]6f, lgZrojfrs # cf]6f, clgZrojfrs @ cf]6f, kf/:kl/s $ cf]6f / t'ngf & 
cf]6f u/L hDdf $# cf]6f ;fj{gflds ;Da4sx¿ k|of]u ePsf 5g\ . oL ;fj{gflds ;Gbe{x¿ st} 
kZr ;Gbe{s t st} cu| ;Gbe{ssf ¿kdf k|of]u ePsf 5g\ . h:t} M cfkm\g} ;fyLx¿ dGqL, 
k|wfgdGqL eP, cfkm" ;f+;b} 5' . cfkm"eGbf h'lgo/n] pl5lg;s] hflu/df, cfkm\gf] k|df];g ePg . 
of]eGbf Tof] /fd|f], Tof]eGbf Tof] . cfkm"nfO{ pknAw j:t'df ;a} c;Gt'i6 5g\, csf{sf] l:ylt 
cfkm\gf]eGbf ;w}F /fd|f] b]V5g\ dfG5]x¿ . pSt ljleGg lsl;dsf ;j{gfd / ;fj{gfldsx¿sf] pkof]un] 
;'v;Qf lgaGwdf jfSoleq} / jfSo jfSosf lar z[ª\vnfa4 ug{ db\bt k'u]sf] 5 . 

:yflgs ;Da4s M ;'v;Qf lgaGwdf ljleGg lsl;dsf :yflgs ;Da4sx¿ k|of]u ePsf 5g\ 
. o; lgaGwdf k|of]u ePsf :yflgs ;Da4sx¿ o; k|sf/ 5g\ M  

ToxfF    sxfF    sxLF    hxfF  
kf]v/f    klZrdk6\l6   pQ/lt/   hxfFaf6  

 6f9f   b"/Ltkm{    7fpF    k[YjL   
 ;+;f/df   af6f]    lbzftkm{   lzv/af6 

b'O6f s'gfdf  ljGWojfl;gL dlGb/sf] j/k/ v'nf cfsf; d'lGt/ 

dfly pNn]v eP adf]lhd ;'v;Qf lgaGwdf ljleGg lsl;dsf !* cf]6f :yflgs ;Da4sx¿ 
k|of]u ePsf 5g\ . ToxfF, kf]v/f, klZrdk6\l6, 6f9f, 7fpF, k[YjL, af6f] h:tf :yflgs k|of]un] ;'v;Qf 
lgaGwdf ;Da4ssf] sfd u/]sf 5g\ . h:t} M kf]v/fdf a:Yof}F xfdL . clxn] h:tf /fd|f ljBfnox¿ 
lyPgg\ . xfdL ljGWojfl;gL b]jLsf] dlGb/ j/k/ v'nf cfsf;d'lGt/ uf]nf] 3]/f agfP/ k9\g a:Yof}F . oL 
ljleGg lsl;dsf ;j{gfdn] lgaGwsf] ;ª\sygleqsf] :yfg ;DaGwL ;Gbe{nfO{ hgfPsf 5g\ . 
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sflns ;Da4s M ;'v;Qf lgaGwdf ljleGg lsl;dsf sflns ;Da4sx¿ k|of]u ePsf 5g\ . 
o; lgaGwdf k|of]u ePsf sflns ;Da4sx¿ o; k|sf/ 5g\ M 

ca    clxn]    ;do   ;ft jif{ 
afx| jif{   laxfg    To;avt   x/kn   

 af/Daf/   s'g} j]nf   slxNo}    hltv]/  
 If0fIf0fdf  

;'v;Qf lgaGwdf ljleGg lsl;dsf !# cf]6f sflns ;Da4sx¿ k|of]u ePsf 5g\ . ca, 
clxn], ;ft jif{, laxfg, To;avt, x/kn, af/Daf/, s'g} j]nf, slxNo} h:tf sflns k|of]un] ;'v;Qf 
lgaGwdf ;Da4ssf] sfd u/]sf 5g\ . h:t} M dnfO{ ;Demgf 5, To; avt d sl/a ;ft jif{sL lyPF, 
kf]v/fdf a:Yof}F xfdL . === oL ljleGg lsl;dsf sflns ;Da4sx¿n] ;'v;Qf lgaGwsf] 
;ª\sygleqsf] sfn ;DaGwL ;Gbe{nfO{ hgfPsf 5g\ . 

;+of]hg M s'g} eflifs PsfOx¿nfO{ hf]8\g' ;+of]hg xf] . /, clg, klg, t/, To;}n] h:tf 
;+of]hsx¿n] zAb zAb, kbfjnL kbfjnL jf jfSo jfSonfO{ Ps cfk;df hf]8\g] sfd ub{5g\ . o:tf 
eflifs PsfOx¿sf] k|of]un] k"j{–kZr ;Gbe{ ghgfP klg eflifs PsfOx¿sf] cg's|dnfO{ eg] cjZod]j 
hf]8\b5g\ . o;y{ ;+of]hs ;fª\sylgs ;Da4tf hgfpg db\bt ug]{ o'lSt ePsf] x'Fbf o;nfO{ klg 
;Da4ssf ¿kdf JofVof ul/Psf] 5 . clwsf/L -@)&%_ n] ;+of]hsnfO{ ;/n / hl6n, ;DaGwjfrs, 
;dklbs / ljifdklbs, o'un ;+of]hssf ¿kdf pNn]v u/] adf]lhd oxfF ;f]xL cfwf/df ;'v;Qf 
lgaGwdf k|of]u ePsf ;+of]hg ;Da4sx¿sf] JofVof ul/Psf] 5 . o; lgaGwdf k|of]u ePsf 
;+of]hsx¿ o; k|sf/ 5g\ M 

cGoyf    t/    /    klg    
/ klg    jf    cyjf    ls  
a?    To;kl5   hf]    h]  
hxfF    g=== g   klg === klg 

;'v;Qf lgaGwdf ljleGg lsl;dsf !% cf]6f ;+of]hsx¿ k|of]u ePsf 5g\ . oL ;+of]hsx¿n] 
kb kb, kbfjnL kbfjnL / jfSo jfSonfO{ hf]8\g] sfd u/]sf 5g\ . agf]6sf b[li6n] /, klg, t/, 
cGoyf, eg], ls cflb ;/n ;+of]hs x'g\ eg] cGttM, / klg, hxFaf6 cflb hl6n ;+of]hs x'g\ . To:t} 
/, jf, klg, t/, eg] -t'ngfTds_ cflb ;dklbs ;+of]hs x'g eg] h], hxfF, eg] -;t{af]ws_, ls cflb 
ljifdklbs ;+of]hs x'g\ . hxfF, h] cflb ;DaGwjfrs ;+of]hs x'g\ . To;}u/L g===g, klg=== klg o'un 
;+of]hs x'g\ . h:t} M dgn] ;kgf b]vfpF5 xfdLnfO{ / xfdL cfkm\gf ;Dk"0f{ ana'tf nufP/ z/L/ / 
OlGb|osf] k|of]uåf/f cfkm\gf OR5f cfsfª\Iffx¿ pknAw ug{ vf]H5f}F . OR5fsf] k"lt{ x'Fbf xfdLnfO{ ;'vsf] 
cg'e"lt x'G5 . t/ cfZro{ t s]df 5 eg] OR5fsf] Pp6f j[QnfO{ :kz{ ug]{ lalQs} dgn] cem 7'nf] 
csf]{ j[Q lgdf{0f ul/G5 / xfdL k'gM Tof] j[QnfO{ 5'g rfxG5f}F . === of] g s'g} ;Ldfleq c6fpF5, g s'g} 
aGwgn] afFlwG5 . hGd / d/0fsf] rs|af6 d'lSt kfpg] eGg] s'/fdf eg] d]/f] lrQ a'em]sf] lyPg . === 
k};f k|z:t eof] eg] ;'v cfkm}F k|fKt x'G5 . o;/L ;'v;Qf lgaGwdf ;+of]hssf] k|of]udf ljljwtf 



Marsyangdi Journal 						             Vol. 3, No. 1 August, 20226
 

 

kfOG5 . h:t}Ù eg] st} t'ngfTds ¿kdf t st} ;t{af]wssf ¿kdf k|of]u ePsf] 5 . km]l/ oL 
;+of]hsx¿df s'g} of]ufTds / s'g} ljk/Ltfy{s ;+of]hssf ¿kdf k|of]u ePsf 5g\ .  

k'g/fj[lQ M cleJolStsf s|ddf k'g/fj[lQ ePsf sltko kb jf kbfjnLn] ;Da4ssf] sfd 
u/]sf x'G5g\ . km]l/ sltko l:yltdf Pp6} eflifs c+zsf] k'g/fj[lQn] klg o;sf] sfo{ u/]sf] x'G5 . 
t;y{ oxfF k'g/fj[Q kb jf kbfjnLnfO{ ;Da4ssf ¿kdf x]l/Psf] 5 . ;'v;Qf lgaGwdf sltko 
eflifs c+zx¿ k'g/fj[lQ eP/ ;Da4ssf] sfd u/]sf 5g\ . o; lgaGwdf ltg k6seGbf a9L k|of]u 
ePsf eflifs cfO6dx¿ dfq oxfF ;dfj]z ul/Psf] 5 . ;'v;Qf lgaGwdf k'g/fj[lQ ePsf eflifs 
cfO6dx¿ o; k|sf/ 5g\ M  

xfdL@^    klg@#    dfG5=!^   /!#   
 cfkm"!!    ;'v!)   Tof](    ;a*   
 of]&    d&    cfkm\gf]&   t/&   
 v';L&   d]/f^    csf]{%    dg%  
 OR5f%   hLjg%   ;'vL$   cfsfª\Iff$ 
 ;+;f/$   k};f$   k[YjL$   ;Gt'i6$ 
 c;Gt'li6#  tL#    cfkm}F#    cfcfkm\g}#  
 s;}n]#    ;kgf#    o:tf#    cGoyf#  
 ;;fgf#   ;'v#    lg/Gt/ #   

;'v;Qf lgaGwdf ljleGg lsl;dsf #% cf]6f eflifs cfO6dx¿ ltgb]lv @^ k6s;Dd k|of]u 
ePsf 5g\ . lgaGwsf] ljifoj:t' cg';f/ k'g/fj[lQ ePsf pSt eflifs cfO6dx¿n] eflifs 
PsfOx¿nfO{ ;;Gbe{ hf]8\g] sfd u/]sf 5g\ . 

nf]k M kf7sf] k"j{ syg jf eflifs cfO6dnfO{ cfj[lQ gu/L ;f]xL cy{ lbg] u/L ePsf] k|of]udf 
nf]k 3l6t x'G5 . Jofs/l0fs b[li6n] s'g} eflifs c+z 5'6 ePsf] b]lvP klg ;Dk|]if0fLosf b[li6n] nf]k 
;fGble{s dflgG5 . nf]k cleJolStsf] Pp6f ;f}Gbo{ klg xf], h'g ;Dk|]if0Lo x'G5 . o;df s'g} eflifs 
c+z cJoSt x'G5 t/ k"j{ ;Gbe{sf cfwf/df ;xh} cg'dfg nufP/ cy{af]w ug{ ;lsG5 . To;}n] s'g} 
kf7 jf cleJolStdf nf]k :jfefljs dflgG5 . ;'v;Qf lgaGwsf] sygdf pNn]v ePsf sltko 
eflifs c+zx¿ nf]k ePsf 5g\ . o; lgaGwdf nf]k ePsf eflifs cfO6dx¿nfO{ tflnsf b'O{df k|:t't 
ul/Psf] 5 .  
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tflnsf @ 
;'v;Qf lgaGwdf nf]ksf] l:ylt 
 

eflifs cfO6d      nf]k 
 

dnfO{   === lgb]{lzt u/]sf] kfpFbf ʎ a8f] cfZro{ nfU5, ʎ cfgGb nfU5 . 

dgb]lv   === c;ª\Vo cfsfª\Iffx¿ Hffu[t x'G5g\ ʎ . 
uf}tda'4sf  ====. ʎ pkb]zx¿ /fd|f nfu]sf lyP . 

b]Vg ;lsGYof]  === wd{zfnfleqsf] s5'jf ʎ . 
hflu/df   === pl5lg;s] hflu/df, cfkm\gf] k|df];g ePg ʎ .  
dfG5]x¿ =  === 56k6fO/x]sf x'G5g\, ʎ lgbfpg ;Sb}gg\ . === ʎ cfkm\gf] pknlAwdf 

   ;Gt'i6 5g\ < ʎ;DejtM 5}gg\ . 

/fd|f]      of]eGbf Tof] /fd|f], Tof]eGbf Tof] ʎ . 
ljGWojfl;gL dlGb/sf]    === a:Yof}F . u'?x¿ ʎ cfpg'x'GYof] / === . 

j/k/ v'nf cfsf;d'lGt/  
 

;'v;Qf lgaGwdf ljleGg lsl;dsf * cf]6f eflifs cfO6dx¿ k"j{ ;Gbe{df k|of]u ePsf t/ 
kZr ;Gbe{df nf]k eP/ cleJolStnfO{ ;Dk|]if0fLo agfPsf 5g\ . h:t} M Pskm]/ u'?n] uf}tda'4sf 

pkb]zx¿ k9fpg'ePsf] lyof] . ʎ pkb]zx¿ /fd|f nfu]sf lyP dnfO{ . xfdLn] hgtfsf] ;fj{ef}d 

;Qfsf] :yfkgfy{ ;+;f/el/ w]/}kN6 cfGbf]ng u¥of}F . t/ lbgfg'lbg of] ;fj{ef}d ;Qf ;DkGg hgtf eg] 

cfkm"nfO{ ;'v;Qfn] jl~rt lg/Lx k|f0fL dfq e]6\6fO/x]5 . ʎ lg/Gt/ ;'vsf] ;Qf vf]lh/x]5 . ʎ 
ge6\]l6g] 7fpFdf vf]lh/x]5, ge]6\l6g] lbzftkm{ bf}l8/x]5 . o:tf eflifs cfO6d nf]k x'Fbf klg k"j{ 
k|;ª\usf cfwf/df tL cleJolSt ;Dk|]0fLo b]lvG5g\ . 

sf]zLo ;Da4s M cleJolStnfO{ z[ª\vnfa4 agfpg Jofs/l0fs ;Da4s h:t} sf]zLo cy{ 

;DaGwsf] klg dxÎj /xG5 . kof{ojfrL, ljk/LtfyL{, ;dfj]zL h:tf sf]zLo cfO6dx¿n] Ps csf{df 
lgxLt cy{sf] l;s|L agfpg db\bt u/]sf x'G5g\ . km]l/ clwsf/L -@)&$_ n] eg] cg';f/ sf]zLo zAbx¿ 
cfkm}F klg cleJoSt wf/0ff Pjd\ ljrf/nfO{ efiffleqaf6 g} z[ª\vnfa4 agfpFb} n}hfg] o'lSt ;d]t ag]sf 
x'G5g\ -k[= @&#_ . o; lsl;dn] ;'v;Qf lgaGwdf k|of]u ePsf sf]zLo ;Da4sx¿nfO{ kof{ojfrL, 
ljk/LtfyL{, ;dfj]zL–;dfj]Zo / ;lGgwfgsf cfwf/df juL{s/0f u/L JofVof ljZn]if0f ul/Psf] 5 .   

kof{ojfrL M ;'v;Qf lgaGwdf ljleGg lsl;dsf kof{ojfrLx¿ k|of]u ePsf 5g\ h'g o; 
k|sf/ 5g\ M  

w]/} sd – k|foM gu0o   b'v];f u'gf;f – ck|flKt c;Gt'li6 
kLl8t – plåUg – cfGbf]lnt   OR5f – cfsf+Iff    
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df]x – nf]e – nfnr   O{iof{ – å]if     
zfGt – wL/    :g]x – k|]d – dfof    
j[If – ?v    lg/Gt/ – cv08 

;'v;Qf lgaGwdf ljleGg lsl;dsf !) hf]8L kof{ojfrL zAbx¿ k|of]u ePsf 5g\ . o; 
lgaGwdf k|of]u ePsf sltko eflifs cfO6dx¿ x'ax' kof{ojfrL geP klg ;dfg efj af]s]sf 
k|of]ux¿ ePsf 5g\ . h:t} M k|foM xfdL ;a} ;fdfGo dfG5]x¿ bMv];f, u'gf;f, ck|flKt, c;Gt'li6n] 
x/kn kLl8t eO/x]sf x'G5f}F, plåUg / cfGbf]lnt eO/x]sf x'G5f}F . o; ;+;f/df dfG5]n] OR5f ug]{ 
;a}eGbf 7'nf] j:t' :g]x, k|]d, dfofsf ;d:t 9f]sfx¿ aGb ug]{ o:tf] ;DkGgtfsf] s] cy{ < o:tf 
kof{ojfrLx¿sf] k|of]un] lgaGwdf ljljwtf cfpg'sf ;fy} ld7f; klg yk]sf] b]lvG5 . 

ljk/LtfyL{ M ;'v;Qf lgaGwdf ljleGg lsl;dsf ljk/LtfyL{x¿ k|of]u ePsf 5g\ h'g o; 
k|sf/ 5g\ M  

;'v – b'Mv     d[To' – hLjg     hGd – d/0f    
Gofo – cGofo    ;Gt'li6 – c;Gt'li6 

;'v;Qf lgaGwdf ljleGg lsl;dsf % hf]8L ljk/LtfyL{ zAbx¿ k|of]u ePsf 5g\ . pSt 
ljleGg lsl;dsf ljk/LtfyL{x¿sf] k|of]un] lgaGwdf JoSt ljrf/nfO{ hf]8\g w]/yf]/ db\bt u/]sf] 
kfOG5 . 

;dfj]zL–;dfj]Zo M ;'v;Qf lgaGwdf ljleGg lsl;dsf ;dfj]zL–;dfj]Zo k|of]u ePsf 5g\ 
h'g o; k|sf/ 5g\ M   

dlGb/– ljGWojfl;gL b]jLsf]  
pkb]z– uf}td a'4sf 
j[If ?v– ?b|fIf 
tf/f– w|'j 
lbzf– klZrdk6\l6, pQ/lt/ 

o; lgaGwdf ljleGg lsl;dsf ;dfj]zL–;dfj]Zo k|of]u ePsf 5g\ . o; lgaGwdf ;dfj]zL–
;dfj]Zosf ¿kdf dlGb/df ljGWojfl;gL b]jLsf] dlGb/, pkb]zdf uf}td a'4sf pkb]z, j[If jf ?vdf 
?b|fIf ?v, tf/fdf w|'j tf/f, lbzfdf klZrdk6\l6 / pQ/lt/ eflifs cfO6d ;dfj]z ePsf 5g\ . o; 
lsl;dsf ;dfj]zL–;dfj]Zosf] k|of]un] ;'v;Qf lgaGwdf JoSt ljrf/nfO{ yk k|:6 ug{ db\bt u/]sf 5g\ . 

;lGgwfg M ;lGgwfg eGgfn] kf7df k|o'St sf]zLo PsfOx¿sf] ;fxrof{Tds ;DaGw eGg] 
a'lemG5 . o;df kf7df k|of]u ePsf eflifs PsfOx¿sf lar ;lGgs6tf /xG5 . k/:k/sf] ;lGgs6 
;DaGwn] g} cleJolStnfO{ ;fy{s / z[ª\vnfa4 ug{ db\bt ldN5 . ;'v;Qf lgaGwdf s]xL eflifs 
cfO6dsf ;Gbe{df ;lGgwfg b]lvG5 . h:t} M  

hGd d/0fsf] rs|    hflu/ k|df];g 
OR5f lgM;[t     cfsfª\Iff hfu[t      
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9'ª\ufn] lr6\g'     hgtf ;fj{ef}d ;Qf ;DkGg    
lvnlvnfP/ xf:g'    cxf]/fq 

;'v;Qf lgaGwdf k|of]u ePsf dfly pNn]v ul/Psf eflifs cfO6ddf ;lGgwfg b]lvG5 . 
o:tf k|of]un] lgaGwsf] ;ª\sygnfO{ ;Dk|]if0fLo / z[ª\vnfa4 agfPsf 5g\ . t/ lgaGwdf s]xL 
k|of]ux¿ 5g\ h'g P]ltxfl;stfsf b[li6n] pko'St 5}gg\ . h:t} M v';Lsf ;d'b|, OR5fsf t/ª\u, 
t[i0ffsf Hjf/ef6f, s'07fsf] k'~h, tf/f 6fFlug' cflb . o:tf k|of]u P]ltxfl;stfsf b[li6n] pko'St geP 
klg k|tLssf b[li6n] eg] ;fGble{s b]lvG5g\ . 

 ;du|df eGbf ;'v;Qf lgaGwdf k|of]u ePsf Jofs/l0fs Pjd\ sf]zLo ;Da4sx¿n] 
cleJoSt ljrf/ / wf/0ffnfO{ z[ª\vnfa4 agfPsf 5g\ . ;dli6df ;'v;Qf lgaGwdf k|of]u ePsf 
Jofs/l0fs ;Da4snfO{ tflnsf ltgdf / sf]zLo ;Da4snfO{ tflnsf rf/df k|:t't ul/Psf] 5 . 

tflnsf # 
;'v;Qf lgaGwdf k|o'St Jofs/l0fs ;Da4s 
 

Jofs/l0fs ;Da4s   k|of]u      hDdf 
 
;j{gfd /  d}n], xfdL, xfdLnfO{, d, dnfO{, d]/f], xfd|f], d]/f, xfdLn], cfkm\gf],       $# 
;fj{gflds  cfkm", cfkm}F, cfkm\g}, cfkm"nfO{, o:tf, of], Tof], To;, oL, logLx¿,  

ltgsf, tL, ltgLx¿nfO{, ltgLx¿sf], o;, hf], hxfFaf6, ;a}, csf]{,  
csf{sf], s;}n], sf]xL, cfcfkm\g}, cfcfkm\gf], cfcfkm\gf, Pscsf{nfO{,  
xfdLx¿dWo], xfdLdWo], logLx¿dWo], cfkm"eGbf, of]eGbf, Tof] eGbf,  
cfkm\gf]eGbf 

:yflgs   ToxfF, sxfF, sxLF, hxfF, kf]v/f, klZrdk6\l6, pQ/lt/, hxfFaf6, 6f9f,       !* 
b"/Ltkm{, k[YjL, ;+;f/df, af6f], lbzftkm{, lzv/af6, b'O6f s'gfdf, 7fpF,  
ljGWojfl;gL dlGb/sf] j/k/ v'nf cfsf; d'lGt/ 

sflns ca, clxn], ;do, ;ft jif{, afx| jif{, laxfg, To;avt, x/kn, af/Daf/,  !# 
s'g} j]nf, slxNo}, hltv]/, If0fIf0fdf 

;+of]hg   cGoyf, t/, /, klg, / klg, jf, cyjf, ls, a?, To;kl5, hf], h], hxfF,     !% 
    g=== g, klg === klg 
k'g/fj[lQ  xfdL@^, klg@#, dfG5]!^, /!#, cfkm"!!, ;'v!), Tof](, ;a*, of]&, d&,   #% 

cfkm\gf]&, t/&, v';L&, d]/f^, csf]{%, dg%, OR5f%, hLjg%, ;'vL$,  
cfsfª\Iff$, ;+;f/$, k};f$, k[YjL$, ;Gt'i6$, c;Gt'li6#, tL#, cfkm}F#,  
cfcfkm\g}#, s;}n]#, ;kgf#, o:tf#, cGoyf#, ;;fgf#, ;'v#, lg/Gt/#  

nf]k   dnfO{, dgb]lv, uf}td a'4sf, b]Vg ;lsGYof], hflu/sf], dfG5]x¿, /fd|f],    * 
ljGWojfl;gL dlGb/sf] j/k/ v'nf cfsf; d'lGt/   
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tflnsf $ 
;'v;Qf lgaGwdf k|o'St sf]zLo ;Da4s 
 
sf]zLo ;Da4s     k|of]u     hDdf 
 
kof{ojfrL   w]/} sd – k|foM gu0o, b'v];f u'gf;f – ck|flKt c;Gt'li6,   !) 

kLl8t – plåUg – cfGbf]lnt, OR5f – cfsf+Iff,  
df]x – nf]e – nfnr, O{iof{ – å]if, zfGt – wL/,  
:g]x – k|]d – dfof, j[If – ?v, lg/Gt/ – cv08 

ljk/LtfyL{  ;'v – b'Mv, d[To' – hLjg, hGd – d/0f, Gofo – cGofo,   % 
;Gt'li6 – c;Gt'li6 

;dfj]Zo   dlGb/– ljGWojfl;gL b]jLsf], pkb]z– uf}td a'4sf,   % 
;dfj]zL   j[If ?v– ?b|fIf, tf/f– w|'j, lbzf– klZrdk6\l6, pQ/lt/   
;lGgwfg  hGd d/0fsf] rs|, hflu/ k|df];g, OR5f lgM;[t, cfsfª\Iff   * 

hfu[t, 9'ª\ufn] lr6\g', hgtf ;fj{ef}d ;Qf ;DkGg,  
lvnlvnfP/ xf:g', cxf]/fq 
 

 ;'v;Qf lgaGwdf k|of]u ePsf / dflysf] tflnsf ltg / rf/df b]vfOPsf Jofs/l0fs / 
sf]zLo ;Da4sx¿nfO{ s|dzM j[Qlrq ! / @ df b]vfOPsf] 5 .   
 

   
lrq ! 
Jofs/l0fs ;Da4sx¿sf] k|of]usf] l:ylt 
 

33% 

14% 

10% 

11% 

26% 

6% 

;fj{gflds

:yflgs

sflns

;+of]hs

k'g/fj[lQ

nf]k
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lrq @ 
sf]zLo ;Da4sx¿sf] k|of]usf] l:ylt 

lgisif{ 

zf/bf zdf{åf/f /lrt ;'v;Qf lgaGw h'g lqljsf] :gfts txsf] clgjfo{ g]kfnLsf] kf7\of+zdf 
;dfj]z ul/Psf] 5, To;nfO{ ;Da4ssf cfwf/df ;ª\syg ljZn]if0f ul/Psf] 5 . …;'v;QfÚnfO{ 
;fj{gflds, :yflgs, sflns, ;+of]hg, k'g/fj[lQ / nf]ksf cfwf/df Jofs/l0fs ;Da4s / kof{ojfrL, 
ljk/LtfyL{, ;dfj]zL / ;lGgwfgsf cfwf/df sf]zLo ;Da4sx¿sf] ;ª\syg ljZn]if0f ul/Psf] 5 . o; 
cg';f/ ;'v;Qf lgaGwdf d, xfdL cfkm", tL, hf], ;a}, csf]{, Pscsf{nfO{, xfdLx¿dWo] h:tf lqrfln; 
cf]6f ;fj{gflds ;Da4s, ToxfF, kf]v/f, klZrdk6\l6, 6f9f, b"/Ltkm{, lbzftkm{, lzv/af6, dlGb/sf] 
j/k/ h:tf c7f/ cf]6f :yflgs ;Da4s, ca, ;ft jif{, laxfg, s'g} j]nf h:tf t]/ cf]6f sflns 
;Da4s, cGoyf, t/, /, klg, / klg, jf, g=== g klg === klg h:tf kGw| cf]6f ;+of]hs k|of]u ePsf] 
kfOG5 eg] xfdL @^, klg @#, dfG5] !^, ;'v !), v';L &, hLjg %, k[YjL $, ;kgf # h:tf k}Flt; 
cf]6f eflifs cfO6d ltgb]lv 5lAa;k6s ;Dd k'g/fj[lQ / dnfO{, dgb]lv, uf}td a'4sf, hflu/, 
dfG5]x¿ h:tf cf7 cf]6f eflifs c+z nf]k ePsf] kfOG5 . To;}u/L ;f] lgaGwdf kLl8t – plåUg, 
OR5f – cfsf+Iff, O{iof{ – å]if, zfGt – wL/, :g]x – k|]d – dfof, j[If – ?v, lg/Gt/ – cv08 h:tf bz 
hf]8L kof{ojfrL, ;'v – b'Mv, d[To' – hLjg, hGd – d/0f, Gofo – cGofo h:tf kfFr hf]8L ljk/LtfyL{, 
dlGb/– ljGWojfl;gL b]jLsf], j[If ?v– ?b|fIf, tf/f– w|'j h:tf kfFr hf]8L ;dfj]zL ;dfj]Zo / hGd 
d/0fsf] rs|, hflu/ k|df];g, cfsfª\Iff hfu[t, 9'ª\ufn] lr6\g', lvnlvnfP/ xf:g' h:tf cf7 hf]8L 
;lGgwfg sf]zLo ;Da4sx¿ k|of]u ePsf] kfOG5 .  

o; lsl;dn] ;'v;Qf lgaGwdf k|of]u ePsf Jofs/l0fs ;Da4sx¿n] JoSt ljrf/nfO{ st} 
lj:tf/ ug{, st} :ki6Ls/0f lbg, st} ykf]6 ug{ t st} ljsNk b;f{pg, lj/f]w jf v08g ug{, ljk/Lt 

36% 

18% 

18% 

29% 

kof{ojfrL

ljk/LtfyL{

;dfj]zL ;dfj]Zo

;lGgwfg

a'4/fh vlgof, lk=Pr=8L=÷;'v;Qf lgaGwsf] ;ª\syg ljZn]if0f
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l:ylt b]vfpg, t'ngf ug{, sfo{ sf/0f b;f{pg, JofVof ug{ nufot ljleGg ;DaGw hgfpg db\bt 
u/]sf 5g\ . To:t} sf]zLo ;Da4sn] ;f] lgaGwdf JoSt ljifoj:t'nfO{ z[ª\vnfa4 agfpFb} n}hfg 
;xof]u u/]sf 5g\ . cfofdsf b[li6n] 5f]6f] eP klg …;'v;QfÚ df ljleGg lsl;dsf ;Da4sx¿sf] 
k|of]u ePsf] kfOG5 h;n] ubf{ lgaGw ;'Gb/ / ;+af]Wo x'gsf ;fy} vFlbnf] / sFl;nf] klg ePsf] 5 . 
;'v afx\o ljifo geP/ cfGtl/s ljifo xf] eGg] d"n lyd /x]sf] lgaGwsf] ljifoj:t' jf ljrf/nfO{ 
plNnlvt ;Da4sx¿n] k/:k/ pGg] sfo{ u/]sf 5g\ . kmn:j¿k lgaGwn] Pp6f ;ª\sygsf] :j¿k 
kfPsf] 5 . 

lqljsf] :gfts txsf] clgjfo{ g]kfnLsf] kf7\of+zdf ;dfj]z ul/Psf] x'Fbf ;'v;Qf lgaGwsf] 
;ª\syg ljZn]if0f ;}4flGts b[li6n] t pkof]uL 5Fb} 5, z}Ifl0fs b[li6n] o;sf] pkfb]otf cem a9L b]lvG5 . 

;Gbe{ ;"rL 

clwsf/L, x]dfª\u /fh -@)&$_, ;fdflhs / k|fof]lus efiff lj1fg -5}6f}F ;+:s=_, sf7df8f}F M /Tg 
k':ts e08f/ . 

clwsf/L, x]dfª\u /fh -@)&%_, ;d;fdlos g]kfnL Jofs/0f -5}6f}F ;+:s=_, ljBfyL{ k':ts e08f/ .  
cfrfo{, tf/fb]jL -@)^%_, sIff !) sf] g]kfnL lstfadf /x]sf syfx¿sf] ;ª\syg ljZn]if0f, 

ck|sflzt :gftsf]Q/ zf]wkq, g]kfnL efiff lzIff ljefu, lqlj, sLlt{k'/  
sf]x]g÷Cohen, Louis, Manion, L. & Morrison, K. (2007). Research methods in education 

(6th ed.), London: Routledge. 
s|];j]n÷Creswell, J. W. (2012). Educational research (4th.ed.). New Jersey: Pearson 

Education Inc.  
uL÷Gee, J.P. (2011). An Introduction to Discourse Analysis (3rd.ed.). New York: 

Routledge. 
h}zL, s[i0f k|;fb -@)^$_, ltg 3'DtL pkGof;sf] ;ª\syg ljZn]if0f, ck|sflzt :gftsf]Q/ zf]wkq, 

g]kfnL efiff lzIff ljefu, lqlj, sLlt{k'/ . 
9'ª\ugf, ofbj k|;fb -@)^$_, ;~rf/ dfWodM g]kfnL ;dfrf/ kq klqsfdf k|o'St ;dfrf/ tyf 

;DkfbsLo ;DaGwL k|rf/d'vL eflifs :j¿k, ck|sflzt ljBfjfl/lw zf]w k|aGw, dfgljsL 
tyf ;fdflhs zf:q, lqlj, sLlt{k'/ . 

kfljs] -@)&&_, g]kfnL ;flxlTos /rgf, nlntk'/ M ;femf k|sfzg .  
kf]v|]n, uf]s'n -@)^(_, PsfGt syfsf] ;ª\syg ljZn]if0f, ck|sflzt :gftsf]Q/ zf]wkq, g]kfnL efiff 

lzIff ljefu, lqlj, sLlt{k'/ . 

a:g]t, ;'/]z s'df/ -@)^&_, sIff ( sf] clgjfo{ g]kfnL kf7\o k':tsdf /x]sf syfx¿sf] 
;ª\syg ljZn]if0f, ck|sflzt :gftsf]Q/ zf]wkq, g]kfnL efiff lzIff ljefu, lqlj, 
sLlt{k'/ . 

e6\6/fO{, uf]laGb k|;fb -@)^%_, ;ª\syg ljZn]if0fsf k|f/lDes cfwf/, ;Dk|]if0f, cª\s kfFr, 
g]kfnL efiff lzIff lj1fg, lqlj, sLlt{k'/ . 

e';fn, s]zj -@)&*_, ;ª\syg ljZn]if0f, sf7df8f}F M ;gnfO6 klAns];g . 
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;f/ ;+If]k 

k|:t't n]v sIff Pssf] jt{dfg g]kfnL efiff kf7\oj|mdnfO{ lyd -ljifo If]q_ / eflifs l;kut 
PsLs[ttf (Integration) tyf l;kkut ;Ifdtf (Competency) sf b[li6af6 cWoog ug{] p2]Zon] 
tof/ kfl/Psf] xf] . of] n]v cg';Gwfgsf] j0f{gfTds tl/sf / k':tsfnoLo cWoogdf cfwfl/t /x]sf] 
5 . l;kut / ljifout PsLs[ttfsf] l;4fGtdf cfwfl/t /x]/ l;kut ;Ifdtfdf s]lGb|t /x]sf] of] 
kf7\oj|mddf cGo b]zdf k|of]udf cfO;s]sf b[li6sf]0fnfO{ xfd|f kl/k|]Iodf klg k|of]u x'g ;Sg] ck]Iff 
/fvL k|rlnt kf7\oj|mdnfO{ k|lt:yfkg ug]{ u/L k|:t't ul/Psf] b]lvG5 . lydut / eflifs l;kut 
PsLs[ttfsf] b[li6n] of] kf7\oj|md pbfx/0fLo ag]sf] b]lvG5 . z}lIfs ;q @)&^÷)&& af6 nfu' 
ul/Psf] o; kf7\oj|mdsf] sfof{Gjogdf eflifs l;ksf Jofjxfl/s pkof]udf rflxF sl7gfO cfOkg{ 
;Sg] ;Defjgf ljBdfg b]lvG5 . kf7\oj|mddf pNn]v ePsf txut l;sfO ;Ifdtf, sIffut l;sfO 
pknlAw, ljifo j:t'sf] If]q / j|md cflbsf larsf] tfnd]ndf cem kl/dfh{gsf] cfjZostf dx;'; 
x'G5 . kf7\oj|mddf k|of]u ePsf] zAb e08f/sf sf/0f o;sf] efiff tx cg'¿k aGg ;s]sf] b]lvFb}g . 
lzIf0f ;xhLs/0f k|lj|mof, d"Nofª\sg k|lj|mof cflbsf b[li6n] eg] of] kf7\oj|md ;an /x]sf] lgisif{df 
k'luPsf] 5 .  

ljlzi6 kb kbfjnL M ;Ifdtf, l;sfO pknlAw, ax'j}iflos, PsLs[ttf, lyd .   

ljifo k|j]z 

 cfwf/e"t tx -sIff !–#_ sf] kf7\oj|md -@)&^_ -cftkf_ g]kfn ;/sf/, kf7\oj|md ljsf; 
s]Gb|, eStk'/åf/f /fli6«o kf7\oj|md k|f¿k -@)&^_ n] lgwf{l/t u/]sf l;4fGt tyf ;+/rgfdf cfwfl/t 
eO{ tof/ kfl/Psf] b]lvG5 . of] kf7\oj|md k|fylds lzIff kf7\oj|md -@)^#_ sf] kl5Nnf] kl/dfh{gsf 
¿kdf b]vfk/]sf] 5 . o;df xfd|f] ;]/f]k]m/f], ul0ft, g]kfnL / cª\u|]hL efiff ljifonfO{ PsLs[t ul/Psf] 
x'Fbf of] ljifout PsLs[t 9fFrfsf] kf7\oj|md xf] . of] n]vdf g]kfnL ljifo ;Da4 txut l;sfO 
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;Ifdtf, sIffut l;sfO pknlAw, lzIf0f ;xhLs/0f ljlw tyf k|lj|mof, ljBfyL{ d"Nofª\sg k|lj|mof, 
kf7\oj|mdsf] efiff, kf7\oj|mdsf ;antf / b'a{ntf tyf lgisif{ h:tf pkzLif{sx¿df s]lGb|t /x]/ 
eflifs l;k ljsf;sf b[li6n] sIff Pssf] g]kfnL efiff kf7\oj|mdsf] ljZn]if0f ul/Psf] 5 .  

;Da4 ;flxTosf] k'g/fjnf]sg 

 a|fpg -;g\ !((%_ / l/r8{;\ -;g\ @))!_ n] efiff kf7\oj|md lgdf{0f tyf ljZn]if0fdf 
cfjZostf ljZn]if0f, nIo tyf p2]Zo lgdf{0f, k/LIf0f, lzIf0fLo ;fdu|L, lzIf0f l;sfO k|lj|mof, 
sfo{j|md d"Nofª\sg h:tf kIfx¿df Vofn ug'{kg{] wf/0ff k|:t't u/]sf 5g\ . g];g / Dofsfln;/  
-;g\ @)!)_ n] pSt wf/0ffsf ;fy} kf7\oj|md ljZn]if0fdf jftfj/0f ljZn]if0fnfO{ klg Wofg lbg'kg{] 
pNn]v u/]sf 5g\ . To:t} k/fh'nL -;g\ !(((_ sf cg';f/ k|fylds txsf tTsfnLg g]kfnL efiff 
kf7\oj|mddf Jofjxfl/s l;k ;Da4 s'/fx¿ ck]lIft b]lvG5 . vgfn -@)^*_ n] kf7\oj|mdsf bfz{lgs, 
dgf]j}1lgs / ;fdflhs cfwf/x¿sf] rrf{ ug'{sf ;fy} o;sf] sfof{Gjog ;DaGwL rrf{ u/]sf 5g\ . 
/l~ht, clwsf/L / l3ld/] -@)&!_ df kf7\oj|md l;4fGtsf] kl/ro, ;|f]tx¿, kf7\oj|mdsf k|sf/, 
PSsfO;f}F ztfJbLsf kf7\oj|mdLo cfjZostfaf/] rrf{ ul/Psf] 5 . clwsf/L -@)&^_ df sIff Pssf] 
jt{dfg g]kfnL efiff kf7\oj|mddf j0f{, dfqf, cIf/ cflbnfO{ j|mda4 ¿kdf l;sfpg] k|rlnt 
dfGotfaf6 ljd'v x'Fbf k|f/lDes sIffsf ljBfyL{sf nflu emg\ af]em ag]sf] ts{ cl3 ;fl/Psf] kfOG5 . 

 kf7\oj|md ljZn]if0f ubf{ ljBfyL{sf cfjZostfsf] ;Daf]wg, p2]Zo, ljifo j:t', lzIf0f l;sfO 
/ d"Nofª\sg k|lj|mof cflbsf] uxg lrGtg dgg x'g'kb{5 . k|fylds txsf g]kfnL efiff kf7\oj|mdnfO{ 
cem a9L l;sfO ;Ifdtf / Jofjxfl/s bIftfdf s]lGb|t ug'{ cfjZos b]lvG5 . sIff !–# sf] jt{dfg 
kf7\oj|mdn] l;sfOnfO{ ;/n jf hl6n s] s;/L k|:t't u/]sf] 5 eGg] lh1f;fx¿ d]6fpg o; 
cWoogdf ;Da4 ;flxTosf] k'g/fjnf]sgaf6 ;xof]u k'u]sf] 5 . 

cWoog ljlw tyf k|lj|mof 

 k|:t't cWoog vf; u/L eflifs tYox?df cfwfl/t /x]sfn] of] u'0ffTds 9fFrf clg jt{dfg 
kf7\oj|mdsf] ;}4flGts / k|of]u k|rngsf] cfnf]sdf JofVof ljZn]if0f u/L lgisif{df k'luPsfn] o;nfO{ 
j0f{gfTds ljlwdf cfwfl/t dflgPsf] 5 . o;df k':tsfnoLo cWoog u/L tYo ;ª\sng ul/Psf] 5 . 
p2]Zok/s gd'gf 5gf]6 ljlwsf] cjnDag u/L z}lIfs ;q @)&& af6 nfu' ePsf] gofF kf7\oj|md 
5gf]6 ug{sf k5fl8 cWo]tfsf] pT;'stfn] g} a9L e"ldsf v]n]sf] dfGg ;lsG5 . rfn' z}lIfs ;qaf6 
sfof{Gjogdf cfPsf] kf7\oj|md ePsfn] o;nfO{ pkef]Stfsf] b[li6sf]0fdf cfwfl/t gu/L kf7\oj|mdsf 
PsLs[ttf / ;Ifdtf ;DaGwL dfGotfdf ;Lldt ul/Psf] 5 . o;df k|f/lDes sIffsf] PsLs[t efiff 
kf7\oj|mddf x'g'kg{] ljz]iftfx¿nfO{ dfkb08 dfgL ;f] cfwf/df pSt kf7\oj|mddf /x]sf eflifs tYox? 
;ª\sng ul/Psf] 5 . o;/L k|fKt tYonfO{ eflifs l;kut ;Ifdtf / ljifo j:t' tyf l;kut 
PsLs[ttfsf s]Gb|Lotfdf /x]/ ljZn]if0f ul/Psf] 5 .  
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glthf tyf 5nkmn 

 o; pkzLif{s cGtu{t ljj]Ro kf7\oj|mdsf cfwf/e"t dfGotf, txut l;sfO ;Ifdtf, sIffut 
l;sfO pknlAw, lzIf0f ;xhLs/0f ljlw tyf k|lj|mof, ljBfyL{ d"Nofª\sg k|lj|mof, kf7\oj|mdsf ;antf 
/ b'a{ntf pkzLif{sx¿df lgDgfg';f/ rrf{ u/L lgisif{df k'Ug] k|of; ul/Psf] 5 M 

cfwf/e"t dfGotf tyf PsLs[ttfsf] ljZn]if0f 

o; kf7\oj|mdsf] kl/ro v08df efiffnfO{ l;sfOsf] k|d'v / cfwf/e"t kIf Pjd\ lrGtgsf] 
cfwf/ dfGb} g]kfnL efiff ;/sf/L sfdsfh / lzIffsf] dfWod efiff egL o;sf] cfjZostf / 
dxTTjnfO{ :jLsf/ ul/Psf] 5 . o;af6 cGo ljifo l;sfOsf nflu ;d]t g]kfnL efiff lzIf0fsf] 
cfjZostf dx;'; ul/Psf] b]lvG5  .  

o; kf7\oj|mddf efiffsf u|x0f / cleJolSt l;ksf] ljsf;sf nflu ljljw ljifox¿nfO{ 
PsLs[t u/L efiff lzIf0f ug{] cjwf/0ff NofOPsf] 5 . o;df x/]s l;knfO{ cGo ;a} l;k;Fu PsLs[t 
ug'{sf ;fy} rf/ cf]6} l;knfO{ ;d]t PsLs[t u/L ;dfj]z ul/Psf] 5 . o; s'/fsf] k'li6 sIffut 
l;sfO pknlAw / txut ;Ifdtf ;DaGwL o;kl5sf pkzLif{sx¿af6 ul/Psf] 5 .  

To:t} 8fsL{ / aG;{ -;g\ @))$_ sf] dfGotfaf6 x]bf{ k|f/lDes sIffsf] efiff kf7\oj|mddf 3/ 
kl/jf/, ;dfh, ;+:s[lt, jftfj/0f, b}lgs hghLjg, ;~rf/, k|ljlw, hgfj/, kmnk'mn, t/sf/L, afgL 
Jojxf/, ;flxTo, j0f{ cflb h:tf lyd -ljifo If]q_ x¿nfO{ PsLs[t u/]/ ;dfj]z ul/Psfn] lydut / 
l;kut PsLs[ttfsf] l;4fGt cg';f/ kf7\oj|md ;an /x]sf] lgrf]8df k'Ug ;lsG5 .  

o; kf7\oj|mddf Jofs/0f Joj:yfnfO{ efiff k|of]usf] cfwf/sf ¿kdf cª\uLsf/ ub{} o;sf] 
lzIf0fnfO{ sfo{d"ns agfpg'kg{] rfxgf /flvPsf] 5 . 8fsL{ / aG;{ -;g\ @))$_ n] pNn]v u/] 
cg';f/sf] ax'j}iflos k4lt (Multidisciplinary Approach) df cfwfl/t b]lvg] of] kf7\oj|md sfo{snfk 
/ Jojxf/ u/]/ l;Sg] vfnsf] clg ljBfyL{ ;lj|motfdf cfwfl/t b]lvG5 . o;df ;f]xL cg'¿k lzIfs 
ljBfyL{sf] e"ldsf tyf kf7\ok':tssf] ;d]t ck]Iff ul/Psfn] o;n] ;Ifdtfdf cfwfl/t kf7\oj|mdsf] 
dd{ k|:t't u/]sf] b]lvG5 . o;sf] sfof{Gjogsf nflu ;f]xL cg';f/sf kf7\ok':ts / cGo kf7\o ;fdu|L 
tyf lzIf0f l;sfO sfo{snfkx¿sf] lgdf{0f / sfof{Gjog x'g' klg plts} cfjZos x'G5Ù h;sf nflu 
Jofks tof/L tyf ljz]if1tfsf] vfFrf] b]lvG5 . csf{]Ù k|f/lDes sIffdf ;'gfO / af]nfO l;kdf hf]8 
lbg' kg{]df kf7\oj|mdn] k7g / af]w l;kdf hf]8 lbg vf]Hg' rflxF o; sIffsf] efiff l;sfOsf b[li6n] 
5gf]6 / :t/0fsf] l;4fGt cg's"n ePg eGg] k|Zg p7fpg ;lsG5 .  

To:t} o; v08 -cftkf, @)&^, k[= !_ df ;d;fdlos ljifo j:t'x¿ ;dfj]z u/L Jojxf/ 
s'zn l;kx¿nfO{ l;sfO k|lj|mofdf PsLs[t ub{} l;sfOnfO{ afns]Gb|L, ;fGble{s / ?lrs/ agfpg] 
;fy} d"Nofª\sgnfO{ l;sfO ;xhLs/0f k|lj|mofsf] cleGg cª\usf] ¿kdf ljsf; u/fpg] cf}lrTo k'li6 
ul/Psf] 5 . o;af6 Jojxf/ s'zn l;k ljsf;sf] cf}lrTo ;flat eP klg efiff l;sfOsf 
;Ifdtfx¿df x'g] Ifltsf] k"lt{df sd Wofg lbPsf] b]lvG5 . 

8f= lbg]z l3ld/]÷;Ifdtf / PsLs[ttfsf b[li6n] sIff Pssf] g]kfnL efiff kf7\oj|md -@)&^_ sf] ljZn]if0f
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 sIff !–# sf] kf7\oj|md ;jf{ª\uL0f afn ljsf;sf] cjwf/0ffnfO{ ljrf/ ub{} afn s]lGb|t l;sfO 
l;4fGtdf cfwfl/t eP/ tof/ kfl/Psf] b]lvG5 . ;fy} o;df hLjgf]kof]uL / Jojxf/s'zn l;k ;d]t 
PsLs[t ul/Psf], ;fdflhs, ;f+:s[lts tyf eflifs nufotsf ljljwtf / :yfgLo cfjZostfdf 
cfwfl/t 9fFrf canDjg h:tf ;}4flGts hudf pEofOPsf] b]lvG5 -cftkf, @)&^, k[= #_Ù t/ o;n] 
ljljw eflifs k[i7e"ldsf afnaflnsfsf] b}lgs hLjgdf cfOkg{] eflifs cfjZostfsf kIfx¿nfO{ :ki6 
¿kdf klxrfg u/]sf] b]lvFb}g . o;n] ubf{ k|f/lDes l;sfO ;Ifdtf xfl;n x'g] / eflifs cfjZostf 
k"lt{ x'Fb} hfg] s'/fdf cfZj:t x'g ;lsFb}g .  

 ljifout kf7\oj|md -x/]s ljifo cnu cnu l;sfpg]_ sf] ljsNkdf cfPsf] of] ax'ljifout 
9fFrfsf] PsLs[t -ljleGg ljifonfO{ cGt/;DalGwt u/fpg]_ kf7\oj|md lj=;+= @)%) df g]kfnL ljifo / 
;fdflhs ljifo PsLs[t u/L nfu' eO{ s]xL jif{kl5 g} lg/Gt/tf lbg g;lsPsf] -cftkf, @)&^, k[= #_ 
cg'ej o; ;Gbe{df ljrf/0fLo b]lvG5Ù h'g s'/f o;sf] sfof{Gjogsf] k|efjsfl/tf;Fu hf]l8Psfn] 
;hutf ckgfpg' h?/L b]lvG5 .   

ljZjsf ljleGg b]zsf] cEof; k'g/fjnf]sg ubf{ clwsf+z b]zdf ljifout klxrfgn] d'Vo 
:yfg kfP klg sltko b]zn] PsLs[t kf7\oj|md k|of]u u/]sf] s'/f o;} kf7\oj|mddf pNn]v ePsf] 
-cftkf, @)&^, k[= #_ tYon] klg phfu/ u/]sf] 5 . clwsf/L -@)&^_ sf cg';f/ g]kfn h:tf] 
ax'eflifs b]z To;df klg sl/a ;jf;o efiffx¿sf] ;femf ;Dks{sf] dfWod /x]sf] g]kfnL efiffnfO{ 
PsLs[t ¿k lbFbf To;sf] dxTTj cf]e]mndf k/L d'n'ssf] ax'eflifs kl/j]znfO{ rflxg] ;zSt efiffsf] 
cfjZostf gh/cGbfh x'g] xf] ls eGg] eo l;h{gf ePsf] b]lvG5 . ;fy} o; txdf oy]i6 eflifs l;k 
ljsf; u/L cGo ljifo lzIf0f l;sfOsf nflu alnof] eflifs cfwf/ lgdf{0f ug'{kg{] s'/ftk{m 
kf7\oj|mdsf] sd Wofg k'u]sf] dx;'; x'G5 .  

 sIff Pssf ljBfyL{ tyf lzIfsx¿sf nflu k|:t't kf7\oj|mdsf] efiff sl7g zAbe08f/sf 
sf/0f b'af{]Wo aGg ;Sg] b]lvG5 . o;df ;ª\s]tg, lj;ª\s]tg, ;r]tLs/0f h:tf y'k|} kfl/eflifs tyf 
xfn} rNtLdf NofOPsf zAbx¿ k|of]u ePsf 5g\ . kf7\oj|mddf ltgsf] ;flGble{s cy{ klxrfg ug{ 
sl7g 5 . o;df Wjlg ;r]tLs/0f cGtu{t …:j/ tyf Jo~hg j0f{ut j0f{sf] WjlgÚ eGg] kbfjnL /x]sf] 
5 . o;df j0f{ut j0f{sf] Wjlg s] xf] eGg] k|:6 x'g ;s]sf] 5}g . kf7\oj|md l;sfOsf] k"0f{ b:tfj]h 
ePsfn] of] cfk}Fmdf k|:6 x'g' kg{]df ;f] x'g ;s]sf] b]lvFb}g . 

 txut l;sfO ;Ifdtfsf] ljZn]if0f M k|:t't kf7\oj|mddf txut l;sfO ;Ifdtfdf ;'gfO, 
af]nfO, n]vfO ;Da4 s'/fsfgL, ;+jfb, 5nkmn, k|Zgf]Q/ cflbsf j|mddf bf]xf]/f] ;~rf/ clg >Jo, b[Zo 
/ >Job[Zo ;fdu|Lsf] af]w ;lxtsf] eflifs sfo{ u/L b'O{ cf]6f ;Ifdtfx? /x]sf 5g\ .  

 af]nfO / n]vfO ;Ifdtfdf j0f{, dfqf, zAbsf] ;ª\s]tg, lj;ª\s]tg u/L z'4 af]nfO / n]vfO 
tyf df}lvs, lnlvt cleJolStdf l;h{gfTds tyf ;dfnf]rgfTds lzNksf] k|of]u u/L b'O{cf]6f 
;Ifdtfdf hf]8 lbOPsf] 5 . af]nfO, k9fO, n]vfO l;k ;Da4 ;Ifdtfdf k|jfxk"0f{ k7g, pko'St af]w 
/ cleJolSt lbg] vfnsf] Pp6f l;sfO ;Ifdtf pNn]v ePsf] 5 . k9fO l;k ;Da4 ;Ifdtfleq 
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zAbdf k|o'St Wjlg / j0f{sf] z'4 pRrf/0f ug]{ vfnsf] Pp6f l;sfO ;Ifdtf lgwf{/0f ul/Psf]  
b]lvG5 . To:t} ;'gfO, af]nfO, k9fO / n]vfO u/L rf/cf]6} l;k ;Da4 l;sfO ;Ifdtfdf lrq, 36gf, 
kl/j]z / kf7ut ;Gbe{sf cfwf/df ljifo j:t'sf] af]w / cleJolSt lbg] vfnsf] Pp6f l;sfO 
;Ifdtf tflsPsf] kfOG5 . o;nfO{ tnsf] tflnsfdf k|:t't ul/Psf] 5 M 

l;k ljsf; ;'gfO, af]nfO, 
n]vfO 

af]nfO, 
n]vfO 

af]nfO, k9fO, 
n]vfO 

k9fO ;'gfO, af]nfO, k9fO, 
n]vfO 

hDdf 

l;sfO 
pknlAw 

@ @ ! ! ! & 

 dfly b;f{OPe}Fm cfwf/e"t tx -sIff !–#_ sf] g]kfnL ljifosf] jt{dfg kf7\oj|mddf hDdf 
;ftcf]6f txut l;sfO pknlAwx? pNn]v ul/Psf 5g\ . o:tf l;sfO pknlAwx¿ s'/fsfgL, ;+jfb, 
5nkmn / k|Zgf]Q/ ;fy} ljleGg >Jo, b[Zo tyf >Job[Zo ;fdu|Lsf] af]w;Fu ;DalGwt ;Ifdtfx¿ o; 
txsf ljBfyL{x?sf nflu :jfefljs b]lvP klg j0f{, dfqf / zAbsf] ;ª\s]tg / lj;ª\s]tg u/L z'4 
af]nfO / n]vfO tyf df}lvs / lnlvt cleJolStdf l;h{gfTds tyf ;dfnf]rgfTds lzNksf] k|of]u 
ug{] Ifdtfsf] ck]Iff o; txsf nflu Jofjxfl/s b]lvFb}gg\ . To:t} k|jfxk"0f{ k7g, pko'St af]w / 
cleJolSt lbg  ;Sg] / zAbdf k|o'St Wjlg / j0f{sf] z'4 pRrf/0f ug]{ Ifdtf klg sIff ltg;Ddsf 
tx cg's"n dfGg s]xL xtf/ g} x'g] b]lvG5 . To:t} lrq, 36gf, kl/j]z / kf7ut ;Gbe{sf cfwf/df 
ljifo j:t'sf] af]w / cleJolSt lbg] l;sfO ;IfdtfnfO{ klg s'g s'g vfnsf af]w / cleJolSt eGg] 
pNn]v ul/Psf] eP cem j:t'ut x'g] b]lvG5 . l;sfO pknlAwdf l;kut ;+nUgtfsf b[li6n] x]bf{ 
;'gfO l;ksf # cf]6f, af]nfO l;ksf ^ cf]6f, k9fO l;ksf # cf]6f / n]vfO l;ksf ^ cf]6f l;sfO 
pknlAwdf ;+nUgtf b]lvG5 . o;df af]nfO / n]vfO h:tf cleJolStdf hf]8 lbOPsf] b]lvG5 . o; 
txdf af]nfO l;ksf] ljsf;df hf]8 lbg' pko'St eP klg n]vfOnfO{ ;d]t ;'gfOsf t'ngfdf cTolws 
dxTTj lbg' eg] pko'St b]lvFb}g . 

sIffut l;sfO pknlAwsf] ljZn]if0f M sIff Pssf] g]kfnL kf7\oj|mddf eflifs l;k ;Da4 !^ cf]6f 
l;sfO pknlAwx¿ lgwf{/0f ul/Psf 5g\ . oLdWo] ;'gfO / af]nfO ;Da4 pknlAwx¿df s'/fsfgL, 
;+jfb, 5nkmn / k|Zgf]Q/sf j|mddf pko'St efiffsf] k|of]u ug{ tyf lj;ª\s]ts zAbsf ;'? / 
cGTosf Wjlg klxrfg / pRrf/0f ug{] vfnsf l;sfO pknlAwx¿ /x]sf 5g\ . To:t} ;'gfO, af]nfO / 
k9fO l;ksf] PsLs[t ljsf; u/fpg] vfnsf pknlAwx¿df :j/ j0f{ klxrfg u/L pRRff/0f ug{, 
Jo~hg j0f{ klxrfg u/L pRRff/0f / ltgsf] lje]bLs/0f ug{] l;sfO pknlAwx¿ /x]sf 5g\ . ;'gfO, 
af]nfO / n]vfO l;k ;Da4df xif{, lrGtf, 3[0ff, cfZro{, pT;'stf h:tf ;+j]ufTds cleJolSt a'em]/ 
k|ltlj|mof JoSt ug{ ;Ifd agfpg] vfnsf] Pp6f l;sfO pknlAw /x]sf] b]lvG5 . To:t} af]nfO, n]vfO 
;Da4 lj|mofsf sfn, kb ;ª\ult / lrXgsf] ;r]ttf ;lxt df}lvs tyf lnlvt cleJolSt lbg, 
ljleGg zLif{s, lrq, kl/j]z / ;Gbe{sf cfwf/df 5nkmn / k|Zgf]Q/ ug{] vfnsf l;sfO pknlAwx¿ 
/x]sf 5g\ . k9fO, af]nfO ;DaGwL pknlAwdf zAbdf k|of]u ePsf ;+o'St Jo~hg j0f{ klxrfg / 
pRrf/0f ug{ ;Ifd agfpg] vfnsf] Pp6f l;sfO pknlAw /x]sf] 5 . af]nfO, k9fO, n]vfOsf l;k 
;Da4df zAb cg';f/sf lrq / lrq cg';f/sf zAb klxrfg u/L k|Zgf]Q/ ug{ tyf kf7\o ;fdu|L k9]/ 

8f= lbg]z l3ld/]÷;Ifdtf / PsLs[ttfsf b[li6n] sIff Pssf] g]kfnL efiff kf7\oj|md -@)&^_ sf] ljZn]if0f
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gofF zAb klxrfg, cy{af]w / k|of]u ug{] vfnsf l;sfO pknlAwx¿ /x]sf 5g\ . k9fO l;k ;Da4 
b}lgs k|of]udf cfpg] zAb, nAw zAb, zLif{ zAb tyf lj;ª\s]ts zAb k9\g ;Ifd agfpg] vfnsf 
l;sfO pknlAw /x]sf 5g\ . k9fO, n]vfOsf nflu k9]sf j0f{ tyf dfqfsf] ;ª\s]tg / lj;ª\s]tg u/L 
n]vg 9fFrfsf] cg's/0f ug{] vfnsf] Pp6f l;sfO pknlAw /x]sf] 5 . To:t} n]vfO l;k ;Da4 
;ª\s]ts hf]8L ljleGg cfs[lt / lrq lgdf{0f ug{ / zAbdf cIf/ 5'6\ofpg, hf]8\g, yKg, x6fpg / 
kl/jt{g ug{ u/L b'O{ cf]6f l;sfO pknlAwx¿ /x]sf 5g\ . kf7\oj|mddf ;'gfO, af]nfO, k9fO, n]vfO 
;Da4 kf7ut kl/j]z, kfq / ;Gbe{sf] klxrfg, 5nkmn, k|Zgf]Q/ Pjd\ t'ngf ug{] vfnsf l;sfO 
pknlAwx¿ /x]sf 5g\ .  

 pSt sIffut l;sfO pknlAwx¿df eflifs l;knfO{ PsLs[t u/L lzIf0f ug{] dfGotf /xg' o; 
kf7\oj|mdsf] ;antf dfGg ;lsG5Ù tyflk o;df pNn]v ePsf pknlAwx¿ sIff Pssf ljBfyL{x¿df 
xfl;n x'g] s'/fdf ;Gb]x b]lvG5 . kf7\oj|mddf pNn]v ul/Psf pknlAwsf] l;kut PsLs[t :j¿knfO{ 
tnsf] tflnsfaf6 cem k|:6 kfg{ vf]lhPsf] 5 M 

l;k 
ljsf; 

;'gfO, 
af]nfO 

;'gfO, 
k9fO 

;'gfO, 
af]nfO, 
k9fO 

;'gfO, 
af]nfO, 
n]vfO 

af]nfO, 
n]vfO 

af]nfO, 
k9fO 

af]nfO, 
k9fO, 
n]vfO 

k9fO k9fO, 
n]vfO 

n]vfO ;'gfO, 
af]nfO, 
k9fO, 
n]vfO 

hDdf 

l;sfO 
pknlAw 

@ ! @ ! @ ! @ ! ! @ ! !^ 

 o; tflnsfnfO{ cfwf/ dfGbf o; kf7\oj|mddf k|foM efiffsf rf/cf]6} l;knfO{ PsLs[t ¿kdf 
l;sfpg vf]lhPsf] b]lvG5 . of] leuf]T;L -;g\ !(&*_ df pNn]v eP cg';f/sf cGt/lj|mofTds 
cGt/;DaGw, PsLs[t / l;sfO cg'ejdf cfwfl/t l;4fGtx?;Fu d]n vfg] vfnsf] b]lvG5 . o;df 
efiffsf vf; u/L ;'gfO / af]nfO l;knfO{ k9fO / n]vfO l;kdf ;d]t PsLs[t u/fpg vf]lhPsf] 5 . 
To:t} pSt l;kx?nfO{ Pscsf{df cGt/ ;DalGwt ub{} ltgnfO{ ljBfyL{sf l;sfO cg'ejdf cfwfl/t 
/x]/ cufl8 a9fOPsf] x'gfn] leuf]T;Lsf] dfGotfsf b[li6n] klg pko'St b]lvG5 . tyflk o;df k9fO / 
n]vfO l;ksf l;sfO pknlAw ;d]t /xFbf pko'{St df}lvs l;kn] sd k|fyldstf kfpg] x'g\ ls eGg] 
eo l;h{gf ePsf] 5 . o; txdf ;'gfO / af]nfO l;ks} s]Gb|Lotfdf efiff lzIf0f s]lGb|t x'g' a9L g} 
jf~5gLo b]lvG5 . l;sfO pknlAwdf ;du| l;kut ljt/0fnfO{ b[li6ut ubf{ o;df ;'gfO l;ksf & 
cf]6f, af]nfO l;ksf !! cf]6f, k9fO l;ksf ( cf]6f / n]vfO l;ksf ( cf]6f l;sfO pknlAw /xg'n] 
;'gfO / af]nfO tyf k9fO / n]vfOnfO{ ;dfg dxTTj lbOPsf] b]lvG5 . To;}n] klg o:tf] ljt/0f 
;a}eGbf a9L ;'gfO / af]nfO clg j|mlds ¿kdf dfq k9fO / n]vfO ;Da4 ul/g' pko'St x'g] b]lvG5 .  

lzIf0f ;xhLs/0f ljlw tyf k|lj|mof M k|:t't kf7\oj|mddf ck]lIft ;Ifdtf / l;sfO pknlAw xfl;n 
x'g] u/L lzIfs, ljBfyL{ / ljifo j:t'lar ;lj|mo ;xeflutf u/fpg] k|lj|mofnfO{ l;sfO ;xhLs/0f 
dflgPsf] 5 . ;xhLs/0f k|lj|mof ljBfyL{ s]lGb|t, ;fGble{s, l;sfOsf lglDt ;xof]uL / pTk|]l/t ug{] 
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vfnsf] x'g' kg{] dfGotf o;n] /fv]sf] b]lvG5 . To:t} l;sfO k|lj|mof hLjgf]kof]uL l;k xfl;n ug{ 
;lsg] vfnsf] x'g' kg{] b[li6sf]0f o;df kfOG5 .  

 k|:t't kf7\oj|mddf afnaflnsfsf ljljwtfnfO{ dWogh/ ub{} cjnf]sg, k|bz{g, ;d"x sfo{, 
kl/of]hgf sfo{, 5nkmn h:tf ljlwx?af6 afnaflnsfsf] ;jf{ª\uL0f ljsf;df hf]8 lbg vf]lhPsf] 
b]lvG5 . o:tf lzIf0fLo b[li6sf]0fx?sf cfwf/df o; kf7\oj|mdsf] lzIf0f ;xhLs/0f ljlw tyf k|lj|mof 
;an / k|efjsf/L /x]sf] b]lvG5 .  

 To:t} syfsyg, cfudg ljlw, e"ldsf lgjf{x÷clego, lgdf{0ffTds / ;xof]ufTds sIff 
l;sfO, kl/of]hgf sfo{, 5nkmn, k|Zgf]Q/, cGj]if0f, cg';Gwfg tyf vf]h, k|ljlwo'St sIff, l;h{gfTds 
sfo{, ;d:of ;dfwfg, v]n, k|of]ufTds, e|d0f, k|bz{g, :jfWoog, cGt/lqmof, pbfx/0f k|of]u, 
>JojfRo l;sfO h:tf sfo{snfkd'vL ljlw tyf ;xhLs/0f k|lj|mof cjnDag ug{ vf]lhPsfn] klg 
o;sf] lzIf0fLo kIf ;an b]lvG5 . o;sf] ;kmn sfof{Gjogsf nflu kf7\o k':ts lgdf{0f / sIff 
lzIf0fdf plQs} Wofg k'¥ofpg' cfjZos b]lvG5 .  

ljBfyL{ d"Nofª\sg k|lj|mof M o; kf7\oj|mdn] d"Nofª\sgnfO{ l;sfO k|lj|mofs} cª\usf ¿kdf lnPsf] b]lvG5 
. o;n] ljBfyL{sf] sfo{;~roLsf -Portfolio_ /fVg] / To;nfO{ cBfjlws agfpg' kg{]df hf]8 lbPsf] 5 . 
o;df cfjlws k|s[ltsf lg/Gt/ ;'wf/fTds p2]Zon] ;~rfng ul/g] lgdf{0ffTds d"Nofª\sgnfO{ ljBfyL{ 
d"Nofª\sgsf] cfwf/ dfg]sf] b]lvG5 . o;df d"Nofª\sgsf ;fwgsf ¿kdf sIff ;xeflutf, lnlvt tyf 
df}lvs sfo{, kl/of]hgf tyf k|of]ufTds sfo{, cjnf]sg, ljBfyL{ sfo{sf] k|bz{g, 36gfj[Q clen]v, 5f]6f 
k/LIff, :j / ;xkf7L d"Nofª\sg, cleefjssf] k|ltlj|mofnfO{ lnPsf] b]lvG5 . To:t} ckfª\utf jf ljz]if 
Ifdtf ePsfx¿nfO{ d"Nofª\sgdf ;xh x'g] vfnsf cGo yk tl/sfx¿ ckgfpg ;lsg] s'/f ;d]t pNn]v 
u/]sf] 5 . o; cfwf/df x]bf{ k|:t't kf7\oj|mdsf] d"Nofª\sg k|lj|mof pko'St / ax'sf]0fLo /x]sf] b]lvG5 . of] 
;d;fdlos, :jl;sfO k|]l/t tyf ljBfyL{d}qL ;d]t b]vfk5{ .  

kf7\oj|mdsf ;antf / b'a{ntf 

 efiff lzIf0fsf b[li6n] cfwf/e"t tx -sIff !–#_ sf] g]kfnL efiff kf7\oj|md -@)&^_ sf] ;aeGbf 
;an kIf eflifs l;kx¿sf] PsLs[t l;sfOdf hf]8 lbg' /x]sf] b]lvG5 . To:t} o;df ljleGg ljifox¿nfO{ 
PsLs[t u/L k|:t't ul/g' /x]sf] 5 . o; cfwf/df of] kf7\oj|md l;kut / ljifout b'a} ¿kdf PsLs[t 
ag]sf] b]lvG5 . jt{dfg ;Gbe{df tNnf sIffsf nflu of] kf7\oj|md k|efjsf/L aGg ;Sg] b]lvG5 . o;df 
lhDd]jf/L Pjd\ k|lta4tf ljsf;, :jJoj:yfkg, cfTdan÷:jfledfgsf] ljsf;, OdfGbf/Ltf÷:jcg';f;g, 
;do Joj:yfkg, :jtGq l;sfO / cg'zf;g h:tf j}olSts / hLjgf]kof]uL l;kx¿sf ;fy} Pscsf{df 
k|efjsf/L ¿kdf ;~rf/ ;dGjo, ;xof]u / ;b\efj tyf c;n ;DaGw sfod cflb cGt/ j}olSts 
l;kx¿sf] ljsf; ug{] nIo lnOPsf] 5Ù h'g ;d;fdlos / ;do ;fGble{s b]lvG5 . 

 To:t} kf7\oj|mddf ;'emfOPsf] lzIf0f k|lj|mof ;an b]lvG5 . o;df cg'ejdf cfwfl/t l;sfO, 
;xeflutfd"ns ljBfyL{ s]lGb|t lzIf0fLo k4ltx¿ /x]sf 5g\ . ;f] cg'¿ksf kf7\o ;fdu|Lx¿sf] 
lgdf{0f ug{] h:tf kIfnfO{ hf]8 lbOPsf] 5 .  

8f= lbg]z l3ld/]÷;Ifdtf / PsLs[ttfsf b[li6n] sIff Pssf] g]kfnL efiff kf7\oj|md -@)&^_ sf] ljZn]if0f
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 ef]l/h -;g\ @))$_ / clwsf/L -@)&^_ n] ;ª\s]t u/] cg';f/sf ax'eflifs ;Gbe{df l;kut 
;Ifdtf ;DaGwL ;d:of, kf7\o ;fdu|L lgdf{0f / ltgsf] pkof]u ;DaGwL ;d:of, lzIf0f k4lt ;DaGwL 
;d:of, PsLs[t cjwf/0ff / ljBfyL{sf ;Ifdtfaf/]sf Jofjxfl/s pkof]usf ;d:of cflbn] o; 
kf7\oj|md sfof{Gjogdf r'gf}tLx¿ eg] v8f u/]sf] b]lvG5 .  

 kf7\oj|mddf efiff l;sfOsf k|f/lDes tl/sfx¿ Vofn ug{ ;s]sf] b]lvFb}g . To:t} o;df 
txut / sIffut p2]Zox¿df ;':ki6tf / Jofjxfl/stfsf] cefj b]lvG5 . sIff Pssf] ljBfyL{df 
s'/fsfgL, ;+jfb, 5nkmn, k|Zgf]Q/Ù ;+j]ufTds cleJolSt a'e]m/ cleJolSt lbgÙ kf7\o ;fdu|L k9]/ 
cy{af]w / k|of]u ug{, lj|mofsf sfn, kb;ª\ult / lrXgsf] ;r]ttf ;lxt df}lvs tyf lnlvt 
cleJolSt lbg h:tf l;sfO ;Ifdtfx¿ xfl;n x'g ;Dej 5 t < eGg] k|Zg p7]sf] 5 . o; sIffdf 
t Wjlgx¿sf] gSsn / cg's/0f pRrf/0f, :j/ / Jo~hg j0f{x¿sf] lrgf/L / ltgsf] k7gÙ plrt 
ta/n] j0f{, cIf/ tyf zAbx¿sf] cg'n]vg, nofTds zAbx?sf] pRrf/0f h:tf ;Ifdtfx? pNn]v x'g' 
cfjZos b]lvG5 . o;/L x]bf{ kf7\oj|md lgdf{tfx¿ ;DalGwt sIffsf ljBfyL{ / jf:tljs lzIf0fsf] 
j:t'l:yltaf6 6fl9Psf] dx;'; x'G5 . 

lgisif{ 

 of] kf7\oj|md efiff l;sfO ;Ifdtfdf cfwfl/t /x]sf] 5 . o;df eflifs l;k / lyd -ljifo 
If]q_ x¿sf] PsLs[t l;sfOdf o;n] kof{Kt hf]8 lbOPsf] kfOG5Ù tfklg o;df pNn]v ePsf l;sfO 
pknlAwx¿ Jofjxfl/s ¿kdf pkof]u ug{ / ljBfyL{df xfl;n u/fpg sl7g x'g] b]lvG5 . o;sf 
p2]Zo tyf ljifo j:t'x¿ ltgdf k|o'St hl6n zAb e08f/sf sf/0f b'af{]Wo ag]sf b]lvG5g\ . o;df 
txut ;Ifdtfsf cfwf/df sIff Pssf] sIffut l;sfO ;Ifdtf tyf ljifo j:t'sf lardf ljlzi6 
j|md / cGt/;DaGwsf] klg cefj b]lvG5 .  

 of] kf7\oj|mddf pNn]v ePsf j}olSts / cGt/j}olSts l;kx¿ vf; u/L ljifout 1fg;Fu 
a9L ;DalGwt b]lvG5g\ . ltgn] eflifs l;kdf hf]8 lbPsf 5}gg\, t;y{ k|f/lDes sIffdf efiffsf u|x0f 
/ cleJolSt l;kdf hf]8 lbg' kg{] b]lvG5 . ;fy} ax'eflifs k[i7e"ldaf6 cfPsf ljleGg dft[efifL 
ljBfyL{x¿nfO{ Ps;fy g]kfnL efiff l;sfpg' kg{] xfd|f ljBfnox?df cem eflifs ;IfdtfnfO{ eGbf 
ljifout PsLs[t :j¿kdf tof/ kfl/Psf] o; kf7\oj|mdaf6 eflifs bIftfdf c;/ kg{] xf] ls eGg] 
;Gb]x hfu[t ePsf] 5 . PsLs[t kf7\oj|mdsf] sdhf]/Lsf ¿kdf /x]sf] ljifo j:t' k|wfg l;sfOaf6 
efiff l;sfOsf l;4fGt / qmd tyf dgf]j}1flgs l;sfO k|lj|mof ;Da4 sdhf]/Lx¿ o; kf7\oj|mddf 
/x]sfn] efiff l;sfOdf To;sf] k|efj kg{] k|foM lglZrt 5 .  

 To:t} kf7\oj|mdsf sIffut ;Ifdtfdf /x]sf] Jofs/l0fs kIfx¿nfO{ txut ;Ifdtfdf :ki6 
¿kdf pNn]v x'g ;s]sf] b]lvFb}g . kf7\oj|mddf k|of]u ePsf cg'lbt zAb tyf kbfjnLx¿n] ubf{ 
k|of]u stf{nfO{ of] hl6n aGg uPsf] efg k/L To;sf] c;/ sfof{Gjogdf klg knf{ ls eGg] eo klg 
b]lvG5 . 



21

 

 

;Gbe{ ;fdu|L ;"rL 

clwsf/L, x]dfª\u /fh -@)&^ kmfu'g !&_, ljBfyL{nfO{ emg\ af]em, sflGtk'/ b}lgs M sf]z]nL, sf7df8f}F . 
vgfn, >Lk|;fb -@)^*_, kf7\oj|md l;4fGt, -t];|f] ;+:s=_, sf7df8f}F M h'lk6/ klAn;;{ PG8 

l8l:6«Ao'6;{ . 
kf7\oj|md ljsf; s]Gb| -@)&^_, cfwf/e"t tx -sIff !–#_ sf] kf7\oj|md, eStk''/ M g]kfn ;/sf/, 

kf7\oj|md ljsf; s]Gb| . 
a|fpg÷Brown, J. D. (1995). The elements of language curriculum: A systematic approach 

to programme development. USA: Heinle & Heinle publisher. 
8fsL{÷Darkey, S. M. & Burns, R. C. (2004). Meeting standards through integrated 

curriculum. www.ased.org. 
g];g÷Nation, I.S.P., & Macalister, J. (2010). Language curriculum design. London: 

Routledge. 
k/fh'nL÷Parajuli, T. R. (1999). Relevance of primary curriculum in Nepal. (Unpublished 

doctoral dissertation). Faculty of Education. Banaras Hindu University, Baranasi. 
/l~ht÷Ranjit, K. R., Adhikari, T. N., & Ghimire, J. (2071 B.S.). Curriculum theory. 

Dean's Office. Faculty of Education. Tribhuvan University, Kirtipur. 
l/r8{;÷Richards, J.C. (2001). Curriculum development in language teaching. Cambridge 

University press.  
/f]l8«Uo'h÷Rodrigues, E.N. (2015). Curriculum design and language learning: An analysis 

of English textbooks in Brazil. (Unpublished doctoral dissertation). Andrews 
University, Brazil. 

p/÷Ur, P. (2013). Language teaching methods revised. ELT Journal, 67(4), 468-474, 
https://eltj.oxfordjournals.org.  

ef]l/h÷Voorhees,  R. A. (2001). Competency based learning models: A necessary future. 
New Directions for Institutional Research. No. 110. 

leuf]T:sL÷Vygotsky, L. S. (1978). Mind in society: The development of higher 
psychological processes. Cambridge, MA: Harvard University Press. 

 

 

 

 

 

 

 

8f= lbg]z l3ld/]÷;Ifdtf / PsLs[ttfsf b[li6n] sIff Pssf] g]kfnL efiff kf7\oj|md -@)&^_ sf] ljZn]if0f



22
 

 

Peer Reviewed Article 

Marsyangdi Journal 
Volume 3, No. 1 

ISSN 2738-9588 
 

o'4 syfdf hflt, If0f / kof{j/0f 

8f=lji0f' Gof}kfg] 
pkk|fWofks 

g]kfnL ljefu, ;/:jtL ax'd'vL SofDk;, lqe'jg ljZjljBfno, sf7df8f}F, g]kfn 
Email: neupanesmc@gmail.com 

Article History 
Received    Revised    Accepted 
5th April, 2022           14th May, 2022            28th June, 2022 

 

n]v;f/ 

k|:t't cfn]v ;dfhzf:qLo dfGotfsf cfwf/df dfof 7s'/Lsf] o'4 syfleq /x]sf hflt, If0f / 
kof{j/0fsf] ljZn]if0fdf s]lGb|t 5 . o;sf nflu k|:t't syfdf /x]sf] ;fdflhs kof{j/0f tyf cfVofg 
-syfgs, kfq, kl/j]z_ / ;dfhsf] ;DaGwnfO{ s]nfOPsf] 5 . ;dfhzf:qL lxKkf]nfO6 P8Nkm t]g -
6]g_ sf] ;dfhzf:qLo dfGotfcGtu{t k|hflt, If0f / kof{j/0fnfO{ o; syfsf] ljZn]if0fsf] cfwf/ 
agfOPsf] 5 . ;fdu|L ;ª\sngsf qmddf dfof 7s'/Lsf] cfdf Û hfg'xf];\ -@)^$_ syf;ª\u|xdf 
;ª\u[xLt o'4 syfnfO{ k|fylds ;|f]tsf ¿kdf / syfx¿af/] ul/Psf ;dLIff, ;dfnf]rgf / 
zf]wk|ltj]bgnfO{ låtLo ;|f]tsf ¿kdf lnP/ u'0ffTds ljlwaf6 ljifosf] ljZn]if0f ul/Psf] 5 . o'4 
syfdf k|:t't ul/Psf]] hfltut ljljwtfsf] cj:yfsf af/]df s]nfpg] sfd hflt zLif{s cGtu{t 
ul/Psf] 5 . o; syfdf k|:t't ePsf ;dsfnLg g]kfnL ;dfhsf] d"No, dfGotf, ;+:sf/, ;+:s[lt 
nufot /fhgLlts 36gfnfO{ If0f zLif{sleq /fv]/ cWoog ljZn]if0f ul/Psf] 5 . To;}u/L kof{j/0f 
cGtu{t ;dfhsf] ef}lts tyf k|fs[lts kof{j/0fsf ;fy} ;fdflhs, ;f+:s[lts tyf /fhgLlts kIf klg 
;d]l6Psf] 5 . leGg ;fdflhs, ef}uf]lns kl/j]zaf6 lnOPsf kfqx¿n] lzIff / r]tgfsf] cfnf]saf6 
cf]em]n k/]/ ul/aL, zf]if0f, cGofo Pjd\ cGwljZjf;sf] cFWof/f] kbf{leq cToGt b'Mvb / si6k"0f{ hLjg 
lhpg afWo ePsf] cj:yfnfO{ syfn] cleJol~ht u/]sf] 5 . tTsfnLg cfly{s, ;fdflhs oyfy{tfsf] 
emns k|:t't ug{ ;kmn o; syfsf] ;dfhzf:qLo sf]0faf6 cWoog ljZn]if0f ug'{ o; cfn]vsf] d"n 
ceLi6 /x]sf] 5 . k|:t't syfdf lxkf]nfO6 t]gn] cl3 ;f/]sf] ;dfhzf:qLo dfGotf leqsf hflt, If0f 
/ kof{j/0fsf] ;zQm k|of]u ePsfn] ;dfhzf:qLo cWoogsf b[li6n] k|:t't syf cToGt pkof]uL /x]sf] 
5 . 
 zAbs'~hL M cGt3'{lnt, lqtTj, klxrfg, ;dfhzf:q, ;+:s[lt, ;LdfGtLs[t .  
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ljifo kl/ro 

dfof 7s'/L -lj=;+= @))% c;f/ !*, h'nfO{ @, !($&_ cfdg]kfnL ;dfhsf kL8f, Joyf / 
ufyfnfO{ cfˆgf] syfsf] ljifo agfpg] syfsf/ x'g\ . logL hLjg / ;dfh larsf] cGt;{DaGwaf6 
l;lh{t ;d:ofnfO{ uDeL/tfsf ;fy cjnf]sg u/L cfkm"leqsf] ;dor]tgfnfO{ cleJoQm ug]{ gf/L 
syfsf/ x'g\ ->]i7, @)&), k[= @!*_ . logsf syfdf ;dsfnLg ;dfhsf] k|ltlaDa k|:t't ul/Psf] 5 . 
cfdf Û hfg'xf];\ syf;ª\u|xdf ;ª\u[xLt o'4 syf syfsf/n] ljz]iftM lj=;+= @)%) sf] bzssf] 
;fdflhs, cfly{s tyf /fhgLlts kIfnfO{ ;d]6]/ of] syf n]v]sfn] o;sf] ;dfhzf:qLo sf]0faf6 
cWoog ug{ ;lsG5 . To;}n] ;dsfnLg g]kfnL ;dfhdf ljBdfg ljleGg ;fdflhs lqmofsnfk / 
eTsFbf] kfl/jfl/s ;DaGw o; syfdf pkl:ylt /x]sf] 5 . To;}n] k|:t't syf ;dfhzf:qLo 
ljZn]if0fcGtu{t k|hflt, If0f / kof{j/0fsf b[li6n] s]s:tf] 5 eGg] lh1f;fnfO{ o; n]vsf] d"n ;d:of 
agfOPsf] 5 . ;d:ofsygdf p7fOPsf k|Zgsf] ;dfwfg vf]Hg' k|:t't cWoogsf] p2]Zo xf] . g]kfnL 
;dfh ljljwtfn] el/k"0f{ 5 t/ o; cWoogdf g]kfnL ;dfhdf ljBdfg\ ;a} ljljwtf M ;fdflhs 
;+/rgf, ;fdflhs Oltxf;, ;fdflhs dgf]lj1fgsf] rrf{ gu/L k|:t't syfdf lrlqt ;fdflhs 
kof{j/0fnfO{ lxKkf]nfO6 P8Nkm t]gsf] …hflt, If0f / kof{j/0fÚ ;DaGwL l;4fGtsf cfwf/df dfq 
ljZn]if0f ul/Psf] 5 . 

;flxTosf] ;dfhzf:qn] ;flxTodf JoQm ;fdflhs r]tgf / n]vsn] ef]u]sf] ;fdflhs 
cfwf/sf ;DaGwsf af/]df cGj]if0f ub{5 . To;}n] ;flxlTos s[ltsf] cWoogsf qmddf ;flxTo / 
;dfhlarsf] cGof]Gofl>t ;DaGwnfO{ s]nfpg] sfd ;flxTosf] ;dfhzf:qn] ub{5 . ;flxTosf/n] 
;dfhdf ljBdfg k|hfltsf u'0fx¿ cfˆgf] s[ltdf k|:t't ub{5 . tTsfnLg ;dfhsf JolQmx¿sf 
hLjg ef]ufO / cg'ejx¿ klg s[ltdf k|:t't u/]sf] x'G5 . To;}u/L ;flxTosf/n] cfˆgf] /rgfdf 
j}olQms cg'ejsf ;fy} tTsfnLg ;dfhsf 36gfqmdnfO{ klg pNn]v u/]sf] x'G5 . k|:t't cfn]vdf 
syfsf/ dfof 7s'/Lsf] o'4 syfdf ;dfhzf:qL t]gsf] k|hflt, If0f / kof{j/0f;DaGwL dfGotf s;/L 
cfPsf 5g\ eGg] s'/fnfO{ cfwf/ dfg]/ o; syfsf] ljZn]if0f ul/Psf] 5 .  

k"j{sfo{sf] ;dLIff, cWoogsf] cf}lrTo / dxTj 

dfof 7s'/Lsf syfx¿sf] ;Gbe{ / pgsf syfdf k|o'Qm If0f, hflt / kof{j/0faf/] ;dLIffTds 
l6Kk0fLx¿ ePsf 5g\ . o;sf] ;ª\lIfKt ljj/0f lgDgcg';f/sf] 5 M 

k|wfg -@)$*_ n] dfof 7s'/Lsf syfx¿ g]kfnL k[i7e"lddf cfwfl/t 5g\ / u|fdL0f ;dfh / 
ToxfFsf hLjg g} o;df ;d]l6Psf 5g\ h'g oyfy{ ef]ufOeGbf leGg 5}gg\ egL If0f, hflt / 
kof{j/0fsf] ;ª\s]t u/]sf 5g\ . cfrfo{ / cGo -@)%$_ n] dfof 7s'/Lsf syfdf u|fdL0f hLjg / 
;x/Lof hLjg larsf] åGå k|:t't u/L hfltsf] ;ª\s]t u/]sf 5g\ . u'/fufO{+ -@)%*_ n] dfof 7s'/L 
gf/L ;d:of, kfl/jfl/s ;d:of, afndgf]j}1flgs / afnzf]if0f, gf/Lzf]if0f, cfly{s c;dfgtf, 
;fdflhs ?9LjfbL dfGotfsf] lj/f]w u/]sfn] pgL ;fdflhs lnª\ue]b lj/f]wL, ;fdflhs oyfy{jfbL 
syfsf/ x'g\ egL 7s'/Lsf syfsf] If0f, hflt / kof{j/0fsf] rrf{ u/]sL 5g\ . kf7s -@)^%_ n] dfof 
7s'/Ln] ;dfh / kl/jf/sf ljljw oyfy{ 36gfx¿ ljifoj:t'sf ¿kdf /x]sfn] clwsf+z syfsf] 
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jftfj/0f b'Mvb, lg/fz / eofgs;d]t /x]sf] lgisif{ k|:t't u/]sf 5g\ . kf08] -@)^&_ n] dfof 
7s'/Lsf syfdf k|o'Qm gf/Lkfqx¿n] dfgjhLjg / d"No;Fu s]s:tf s'/fx¿ ufl;Psf 5g\, gf/Lkfqn] 
g]kfnL gf/Lsf] rl/q s] s;/L k|ltlalDat u/]sf 5g\ eGg] s'/fsf] pNn]v u/]sL 5g\ egL If0f, hflt / 
kof{j/0fsf] ;ª\lIfKt ljj]rgf u/]sL 5g\ . kf]v|]n -@)&#_ n] dfof 7s'/Ln] g]kfnL ;dfhdf gf/Lsf] 
cfly{s cj:yf clt g} gfh's ePsf]n] pgsf syfdf k|o'Qm gf/Lkfqn] g]kfnL gf/Lsf] rl/qnfO{ 
k|ltlalDat u/]sL 5g\ eGb} syfdf k|o'Qm If0f, hflt / kof{j/0fsf] ;fdfGo pNn]v u/]sL 5g\ . 8fFuL  
-@)&$_ n] dfof 7s'/Lsf] ;fdfGo kl/ro lbFb} logsf syfx¿df k|hflt, If0f / kl/j]zdf x]g]{ sfd 
u/]sf 5g\ . e6\6/fO{ -@)^%_ sf] kl/jf/nfO{ k|an agfpg] tTjx¿ M k|]d, :g]x, ljZjf; / lgM:jfy{tf 
k|ltlbg lvOFb} uPsfn] of] ;+:yf cToGt} sdhf]/ ePsf] tYo oL syfn] atfpF5g\ eg]sf 5g\ . l3ld/]  
-@)^%_ sf] dfof 7s'/Lsf] ax'cfoflds JolQmTjsf] ;ª\lIfKt kl/ro lbFb} kL8f, k|tf8gf / kL/}kL/sf] 
dd{:kzL{ pb\3f6g / To;df snf;+of]hg g} pgsf] sysfl/tfsf] j}lzi6\o xf] eg]sf 5g\ . 

pko'{Qm k"j{sfo{sf] ;dLIffdf dfof 7s'/Lsf] syfTds k|j[lQ rrf{ ug]{ s|ddf 7s'/Ln] ;fdflhs 
ljifoj:t' k|:t't u/]sL, o'4 syfsf] ljifoj:t' ;dfhaf6 lnOPsf] tyf o; syfnfO{ ;dfhzf:qLo 
dfGotfsf cfwf/df ljZn]if0f ug{ ;lsg] s'/fsf] p7fg ul/Psf] 5 . o;y{ k|:t't cfn]vdf o; syfsf] 
;dfhzf:qLo cWoog ul/g' ;fGble{s dxTjk"0f{ / cf}lrTok"0f{ 7xl/G5 . To;}n] k|:t't cfn]vdf o'4 
syfdf k|:t't o'u, If0f / kof{j/0fsf] klxrfg u/L ;dfhzf:qLo ljZn]if0f ul/Psf] 5 . 

cWoog ljlw 

k|:t't n]vsf] p2]Zo k|flKtsf nflu o; cWoogdf k|fylds / låtLos b'j} ;|f]tx¿af6 
;fdu|Lx¿ ;ª\sng ul/Psf] 5 . u'0ffTds cg';Gwfg 9fFrfsf cfwfl/t k|:t't n]vdf k|fylds ;|f]tsf 
¿kdf syfsf/ dfof 7s'/Lsf] o'4 syfnfO{ lnOPsf] 5 . låtLos ;fdu|Lsf ¿kdf dfof 7s'/Lsf] 
syfTds ljz]iftf, o'4 syfsf] ljZn]if0f / ;flxTosf] ;dfhzf:qdf cfwfl/t k':tsfno / lghL 
;ª\u|xdf ;ª\slnt hg{n, kqklqsf, zf]wu|Gy, ;dfnf]rgfTds k':tssf ;fy} cg';Gwfgd"ns 
n]vx¿sf] ;ª\sng, n]v, cg';Gwfg k|ltj]bg tyf cgnfOg cWoog ;fdu|Lx¿sf] k|of]u ul/Psf] 5 . 
pko'{Qm lnlvt ljleGg ;|f]taf6 ;fdu|L ;ª\sng u/L ;ª\slnt ;fdu|LnfO{ t]gsf] …hflt, kof{j/0f / 
If0fÚ ;DaGwL l;4fGtsf] k|of]u u/L JofVof / ljZn]if0f ul/Psf] 5 . o; n]vdf JofVofTds, j0f{gfTds 
/ ljZn]if0ffTds ljlwsf] k|of]uaf6 lgisif{df k'luPsf] 5 . 

;}4flGts 9fFrf 

dfgj ljsf;sf] dxTjk"0f{ pknlAw ;dfhsf] lgdf{0f xf] . Pp6} /xg;xg, wd{ cflb s'/f 
cFufNg], Ps} :yfgdf a;f]af; ug]{ dflg;x¿sf] ;d"xnfO{ ;dfh elgG5 -kf]v/]n / cGo, @)^%,  
k[= !#)%_ . o;/L oxL ;dfhl;tsf] dflg;sf] ;DaGw tyf ljleGg ;fdflhs lqmofsnfkh:tf] cfly{s, 
/fhgLlts, ;fdflhs, ;f+:s[lts ;DaGwsf] j}1flgs tyf j:t'ut cWoog ug]{ zf:qnfO{ ;dfhzf:q 
elgG5 -ef/4fh, ;g\ !(**, k[ @*)_ . s'g} klg ;flxlTos /rgfnfO{ ;fdflhs ;Gbe{af6 x]g]{ k|oTg 
g} s[lt jf /rgfsf] ;dfhzf:qLo cWoog xf] . x/]s ;flxlTos s[ltsf] s'g} g s'g} ;fdflhs k[i7e"ld 
cjZo x'G5 . /rgfsf/ s'g} g s'g} ;dfhsf] ;b:o x'g] ePsfn] /rgfdf ;fdflhs k|efj kg'{ 
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:jfefljs x'G5 . g]kfnL syfdf klg o'uLg ;dfhsf d"NodfGotf, /Lltl/jfh, ;+:s[lt, /fhgLlt 
cflbsf] k|efj k/]sf] b]lvG5 . cfˆgf] ;dfh, ;+:s[lt, /xg;xg / ;dsfnLg /fhgLlt jf ;fdflhs 
d"NodfGotfaf6 d'Qm eP/ s'g} klg /rgfsf/n] s[lt /rgf ug{ ;Sb}g lsgeg] /rgfsf/ klg ;dfhs} 
cleGg cª\u xf] . o;} dfGotfsf cfwf/df s[lt / ;dfhsf] ;DaGw ku]{Ng' g} s[ltsf] ;dfhzf:qLo 
cWoogsf] p2]Zo xf] .  

;dfhzf:q ;dfh / ;fdflhs dfG5], ;fdflhs ;+:yfx¿sf] cWoogsf] clen]v xf] . o;n] 
;dfhdf a;f]af; ug]{ ljleGg wd{, hftkft, lnª\u, j0f{ / k|s[ltsf dfG5] / pgLx¿sf] ;fd"lxs 
:j¿ksf af/] cWoog ub{5 . o;n] pTkfbgsf cfwf/df wfld{s tyf ;f+:s[lts l:ylt / ;fd"lxs 
dfgl;stfnfO{ hf]8 lbG5 . ;flxTosf] ;dfhzf:qsf] k|d'v cfwf/ k|ToIfjfb xf] / o;sf] p2]Zo 
;fdflhs ;+:yfut ;+/rgf, kfl/jfl/s ;DaGw, cfafbL / o;sf] agfj6sf] l;wf k|ltlaDag xf] eGg] 
Pn]g l:jª\up8sf] wf/0ff /x]sf] 5 -a/fn, @)^&, k[= ^^_ .  

;flxTo / ;dfh b'j} Pscsf{af6 k|efljt x'g] u/]sf 5g\ . ;fdflhs hLjgsf ljleGg kIfx¿ 
M wd{, ;+:s[lt, /fhgLlt cflbsf] k|efj ;flxTodf k/]sf] x'G5 eg] ;flxToaf6 klg ;dfh k|efljt 
ePsf] x'G5 cyf{t\ ;fdflhs kl/jt{gdf klg ;flxTosf] e"ldsf b]lvg] u/]sf] 5 . ;flxTosf/ ;dfhd} 
a;]/ ;flxTosf] l;h{gf u5{ . ;flxTo ;dfhsf] cleJolQmsf] ;"rgf e08f/ xf] -kf08]o, ;g\ !(*(, k[= 
!@%_ . ;flxTosf] ;dfhzf:q Pp6f Jofks ljifo xf] . o;n] dfgj / hLjg tyf ;dfh / hLjgsf 
ljljw kf6f, tYo, ;Gbe{ / cfofdx¿nfO{ cfˆgf] cWoogsf] ljifo agfpF5 . o;af6 dg'io tyf 
;dfhsf ljljw ljifo / To;;Fu hf]l8Psf ;+j]bgfx¿ pb\3f6g x'G5g\ . b]z, sfn tyf o'uLg 
kl/j]zcg';f/ dfgjLo ;+j]bgfdf kl/jt{g cfO/xG5g\ . dfgjLo ;+j]bgfdf x'g] of] kl/jt{g ;flxTosf 
dfWodaf6 cleJoQm x'G5g\ . 

;flxlTos s[ltdf cGtlg{lxt ax'cfoflds kIfx¿ e"uf]]n, ;+:s[lt, Oltxf;, wd{, cy{, /fhgLlt, 
lzIff, dgf]lj1fg cflbnfO{ ;dfh ;fk]If agfpFb} ltgsf] cWoog / ljZn]if0f ug]{ sfd ul/G5 . o; 
cfwf/df ;flxTosf] cWoog ug]{ k/Dk/f O;fsf] c7f/f}F ztfAbLdf ljsf] -le;f]_ n] xf]d/sf s[ltsf] 
cWoogsf cfwf/df u|Ls ;dfhsf] ljj]rgf u/]b]lv kfZrfTo ;dfnf]rgfdf ;fdflhs b[li6sf]0f 
yflnPsf] dflgG5 -lqkf7L, @)$(, k[= !$(_ . sf]Dt]sf] ;dfhzf:q;DaGwL lrGtgnfO{ ;flxTosf] 
;dfhzf:qsf] d"n cfwf/ dflgG5 . o;sf] ljsf;df lesf], x8{/ / dbfd b :tfGbnsf] dxTjk"0f{ 
of]ubfg /x]sf] 5 .  

pGgfO;f}F ztfAbLdf ;dfh / ;flxTosf] ;DaGwsf] Jojl:yt / ;}4flGts ¿ksf] cWoog 
k|mfG;]nL bfz{lgs, Oltxf;sf/, ;dfnf]rs tyf lgaGwsf/ lxKkf]nfO6 P8Nkm t]g -;g\ !*@*–!*(#_ 
af6 k|ltkflbt ;dfhzf:qLo dfGotf hflt, If0f / kof{j/0f;DaGwL ljrf/n] ;dfhk/s ;dfnf]rgfsf] 
b[li6sf]0fnfO{ cem} ;zQm / km/flsnf] agfPsf] 5 . logn] cfˆgf] s[lt …cª\u|]hL ;flxTosf] Oltxf;Ú 
-;g\ !*^$_ df ;flxTosf] ;dfnf]rgf hflt, If0f / kof{j/0fsf cfwf/df ug{ ;lsg] cjwf/0ff k|:t't 
u/]sf 5g\ -If]qL, @)^$, k[= !&_ . logn] hflt, If0f / kof{j/0fnfO{ ;flxTo ljZn]if0fsf cfwf/ dfg]sf 
5g\ . ;dfhzf:qdf k|hflt, If0f / kl/j]zsf] ;ld>0faf6 …dfgl;s ;+/rgfÚ sf] pTklQ x'G5 / o;n] 
Pp6f b[li6sf]0fsf] lgdf{0f ub{5 -a/fn, @)^&, k[= ^%_ . pgn] …hflt, kof{j/0f / If0fÚ;DaGwL k|l;4 
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l;4fGtsf] k|ltkfbg ub}{ ;dfnf]rgfdf ;fdflhs b[li6sf]0fnfO{ km/flsnf] agfPsf] 5 -zdf{ / n'O6]n, 
@)&@, k[= !@&_ . logn] x/]s ;|:6f cfˆgf] hflt, cfk"m afFr]sf] kl/j]z / o'uaf6 k|efljt x'g] ePsfn] 
o;sf] s'g} g s'g} k|efj p;sf] /rgfdf kg]{ pNn]v u/]sf 5g\ . æhflt / ;dfhsf k|j[lQsf ;fy} o'u 
jf ;doljGb'sf k|j[lQsf cfwf/df g} ;flxTosf] d"Nofª\sg ug'{k5{ eGg] pgL ;DemG5g\Æ -lqkf7L, 
@)^%, k[= @)%_ . x/]s ;flxTosf/ cfˆgf] hflt, cfk"m afFr]sf] ;do / kof{j/0faf6 cjZo} k|efljt 
x'G5 / Tof] k|efj p;sf] /rgfdf k5{ . ;flxTosf/n] cfˆgf] ;flxlTos l;h{gfsf nflu ;dfhaf6} 
sRrf ;fdu|L k|fKt ub{5 . ;flxTo JolQmut sNkgfsf] pkh geO{ ;dfhsf] cleJolQm klg xf] . 
;flxTon] ;dfhsf] ;To tyf dfgl;s ;f]rfO klg cleJoQm u/]sf] x'G5 . P]gfn] h'g sfo{ ub{5 
;flxTon] klg To:t} sfd u/]sf] x'G5 eGg] dfGotf pgsf] /x]sf] 5 -If]qL, @)^$, k[= !&_ . ;dfhnfO{ 
;flxTo l;h{gf ug]{ zlQmsf ¿kdf / ;flxTonfO{ ;dfhs} bk{0fsf ¿kdf JofVof ub}{ s'g} klg 
;flxTosf/n] cfˆgf ;flxlTos /rgfdf cfk"m afFr]sf] o'usf] lrq ptf/]sf] x'G5 eGg] dfGotf pgL 
/fVb5g\ . pgsf ljrf/df ;flxlTos /rgf d"ntM n]vssf] ;fdflhs k|fs[lts kl/j]zsf] pTkfbg xf] / 
pQm kl/j]zsf] ljZn]if0flagf ;flxlTos /rgfsf] ;xL d"Noaf]w ug{ ;lsGg . logsf cg';f/ hflt, If0f 
/ kof{j/0fs} cfwf/df ;dfhsf dflg;sf] r]tgf lgwf{/0f x'G5 . o;nfO{ t]gsf] ;dfhsf] cWoogsf 
nflu lgld{t lqcfofd M hflt, If0f / kof{j/0f klg elgG5 . 

glthf / 5nkmn 

s'g} 36gf, kl/l:ylt jf ljifok|lt cfˆgf] ljrf/ jf b[li6sf]0f k|:t't ug{ syfsf/n] syfsf] 
/rgf u5{ . o;sf nflu syfsf/n] syfdf s'g} g s'g} hflt, If0f / kof{j/0fsf] lrq0f cjZo u5{ . 
syfsf] ljifocg';f/ syfdf ;fdflhs, /fhgLlts, ;f+:s[lts, z}lIfsh:tf ljljw kof{j/0fsf] lrq0f 
ul/Psf] x'G5 . o'4 syfdf cfˆg} hflt, If0f / kof{j/0f 5 . o'4 syfdf lrlqt hflt, If0f / ;fdflhs 
kof{j/0fsf] vf]hL / o:tf] ;fdflhs kof{j/0fsf] k|:t'ltsf] ljZn]if0f o; v08df ul/Psf] 5 . 

o'4 syfsf] cfVofg ;Gbe{ 

dfof 7s'/Lsf] …cfdf Û hfg'xf];\Ú syf;ª\u|xdf ;ª\u[xLt o'4 syf lj=;+= @)%) sf] bzssf] 
kfl/jfl/s cj:yf emNsfpg] g]kfnL ;dfhsf] lrq ptfl/Psf] 5 . syfdf cl:dtfsf kltdf lktf aGg] 
OR5fn] lbgk|ltlbg pu|¿k lnO/x]sf] x'G5 . ;dfhn] kTgLnfO{ afFemL eg]/ cg]s zª\sf pkzª\sf u/] 
klg oL s'/fx¿n] cl:dtfnfO{ slQ klg 5f]Psf] / k|efj kf/]sf] x'Fb}g . h'g s'/f] ;Dej 5}g To;sf] 
kl5 nfu]/ kL/ ug{' a]sf/ 5 egL pgL kltnfO{ x/t/xn] ;DemfpFg nflU5g\ . xLgtfaf]wn] u|l;t ag]sf 
kltdf kTgLsf oL ;Nnfx ;'Gg] ;do g} x'Fb}g . pgL t afa' aGg xtfl/Psf, cg]s pkfosf] vf]hLdf 
nfu]sf lyP . hlt pkfo u/] klg kTgLaf6 ;Gtfg gePkl5 pgL kTgLnfO{ c:ktfn nu]/ hrfpF5g\ . 
8fS6/n] kTgLdf s'g} vf]6 b]Vb}g, a? kltd} s]xL bf]if 5 ls egL pg}nfO{ hrfpFg] ;Nnfx lbG5g\ . 
cGTodf p;}df bf]if /x]sf] kfOG5 . kltnfO{ cfkm"df bf]if /x]sf] s'/f ;dfhsf ;fd' b]vfpg / atfpg 
;ª\sf]r x'G5 . ;dfhsf cufl8 cfˆgf] uNtL 9fs5f]k ug{ pgn] ;fw';Gof;L / tGqdGqsf] z/0fdf 
k'U5g\ . ;fw'dxf/fhsf] s'/fdf pgn] k"0f{ljZjf; u/L kTgLnfO{ lnP/ tGqdGq ug{ ;fw'sxfF n}hfG5g\ . 
kTgL oL tGqdGqsf s'/fdf ljZjf; ulb{gg\ t}klg klts} nflu eP klg pgL ;fw'dxf/fhsxfF 
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uOlblG5g\ . b'O{–tLg lbg;Dd ;fw'dxf/fhn] pkrf/sf] gfddf pgLk|lt u/]sf] Jojxf/ pgnfO{ l7s 
nfUb}g . ;f] s'/f pgn] kltnfO{ atfpFl5g\ . kltn] oL s'/fsf] s'g} jf:tf ub}{gg\ . ;fw'sxfF hfg] qmd / 
hfg'kg]{ qmd aflSnFb} hfG5 . o;} qmddf Pslbg sfof{noaf6 rfF8} kmls{P/ ;fw'dxf/fh sxfF hfg 
tof/ eP/ kTgLnfO{ klv{P/ nf]Ug] a;]sf x'G5g\ . kTgL cl:dtf eg] :s'naf6 3/} kmls{Ggg\ . kTgLn] 
cfh lsg l9nf u/L egL sf]7fdf x]bf{ t pgn] n]v]/ 5f8]sf] kq e]l6G5 . kqdf cfkm" o;/L k'?ifsf] 
;Gtfg hGdfpg] sf/vfgf dfq h;/L klg k'?ifnfO{ ;Gtfg hGdfOlbg'kg]{ ;fwg aGg grfx]sfn] a? 
3/ g} 5f8]/ uPsf] ljifo pNn]v ul/Psf] 5 .  

syfdf k|:t't kqdf cl:dtfn] k'?ifbdg / k'?ifcxd\sf] Hjfnfn] cfkm" -Pp6L gf/L_ 
lkN;g'k/]sf] oyfy{ atfPsL 5g\ . pgL To; Hjfnfdf klt;Fu} hn]sL t/ ca hNg g;s]sfn], hNg 
grfx]sfn] ;dfh lj?4 v'n]/ lj/f]w ug{ klg g;Sg] ePsfn] cfˆgf] kL8fnfO{ kqdf pNn]v u/L 
kltnfO{ 5f8L cfkm" eg] clglZrt ofqfdf cufl8 a9]sL 5g\ . kltn] gf/LnfO{ kz';/x Jojxf/ ug]{, 
;Gtfg pTkfbg ug]{ sf/vfgf dfGg], k'?if OR5fdf gf/Lx¿nfO{ v]tdf uf]?em}F cfˆgf] O;f/fdf grfpg 
vf]Hg], gf/LnfO{ ef]Uof dfq 7fGg], ;Gtfg pTkfbgsf] sf/vfgf dfq dfGg] / zf/Ll/s ef]usf] ;fwg dfq 
7fGg] xfd|f] ;dfhsf] jf:tljs oyfy{ syfdf lrlqt 5 . ;Gtfgk|flKtsf nflu kltn] cfkm"nfO{ af/Daf/ 
dxf/fh elgPsf ;fw'sxfF nfg] u/]sf, ;fw'n] cfˆgf] z/L/ lz/b]lv kfp;Dd ;'D;'DofP/ cfgGb lng] 
u/]sf, oL ;a} s'/f klt;fd' eGbf pgn] s'g} jf:tf gu/]sf, a? k|ltlbg ;fw'sxfF hfg afWo agfPsf, 
;fw'n] cfkm"k|lt cfzlQm efj JoQm u/]sf, z/L/ ;';'DofP/ cfgGb dfg]sf, klt ;Gtfg k|flKtdf 
cGwljZjf;df ?dlnPsf, cfkm" lzlIft gf/L ePsfn] cGwljZjf;sf] hfnf] tf]8\g kltnfO{ af/Daf/ 
;DemfPsf], klt ;fw'nfO{ cfˆgL kTgLsf] z/L/ ;'Dkg klg tof/ ePsf] Pp6f cGwljZjf;L ;dfhsf] 
jf:tljs k|j[lQsf] pb\3f6g syfdf ul/Psf] 5 . cfkm" Pp6f sf]7fdf aGb ePsf], ;fw'n] cl:dtf n'6\g] 
k|of; u/]sf], cfkm"n] k|ltsf/ u/]sf] t/ kltn] cfkm"nfO{ k/k'?ifsf] cª\szflogL agfpg vf]h]sf 5g\ . 
cfkm"h:t} s}of}F gf/Lx¿ ;Gtfg k|flKtsf gfddf ;fw'af6 anfTs[t x'g'k/]sf] s'/f kqdf cl:dtfn] 
atfPsL 5g\ . ;xdltdf, Pscsf{sf] ;Ddfg ub}{ hLjg / z/L/ h;/L rnfP klg x'G5 t/ kltn] 
cfˆgf] k'?ifTj k|bz{gsf nflu, cfˆgf] :jfy{l;l4sf nflu kTgLnfO{ bf];|f]–t];|f]sL ef]Uof agfpg ;Sb}g / 
kfpFb}g klg . gf/Lsf] cl:dtf x'G5, gf/Lsf] wd{ x'G5, gf/Lsf] OHht x'G5, gf/Lsf] :jtGqtf x'G5 t/ 
kltsf cufl8, kltsf] OR5fk"lt{sf nflu gf/L h] klg eOlbgrflxF ;lSbg eGg] jf:tljs tyf 
qmflGtsf/L ljrf/ syfdf k|:t't ul/Psf] 5 . 

syfsf/åf/f gf/LnfO{ zlQmsL k|ltd"lt{ b]vfpg lzlIft / r]tgzLn ;xefuLsf] 5gf]6 ul/Psf] 
5 . o; syfdf k'?if ;xefuL sdhf]/, :jfyL{, k'?ifTj b]vfpg vf]Hg] dxTjfsf+IfL vfnsf 5g\ . k'?if 
gf/LnfO{ v]nf}gf h:t} 7fGb5g\ t/ lzlIft gf/Ln] To;sf] k|ltjfb u/L k'?ifzlQmnfO{ syfdf k/fho 
ul/Psf] b]vfOPsf] 5 . syfdf k|:t't ;fw'n] wd{sf] cf8df gf/L z/L/nfO{ pkof]u ug{ vf]hL 3[l0ft 
sfd u/]sf] 5 . p;sf] rl/qsf af/]df syfdf k|Zg p7fOPsf] 5 . To;sf] ;xL hjfkm ;dfhn] tyf 
cfw'lgs lzlIfs o'jfo'jtLn] lbg'kg]{ u/fOPsf] 5 . 
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o'4 syfdf hfltsf] klxrfg / ljZn]if0f 

syfdf syfsf/n] :ki6 ¿kdf hft pNn]v u/]sf] eP To;sf] cfwf/df / ;f] geP kfqsf] 
zf/Ll/s agfj6 / j+zfg'ut :jefj, efiff, ;+:sf/ cflbnfO{ cfwf/ dfGg] ul/G5 . ;flxTo ;dfhsf 
hfltx¿sf] kblrXgsf] cfwf/ dfGg] t]gsf ljrf/df ;flxTo n]vg Pp6f JolQmsf] dfq sfNklgs pkh 
xf]Og, of] ;dfhsf hfltsf] k|efjaf6 k[ys /xg ;Sb}g . pgsf ljrf/df n]vssf] ;dsfnLg 
;dfhsf hflt / pgLx¿sf] Jojxf/ tyf :jefjsf k|efjaf6 ;flxTosf] ;[hgf ePsf] x'G5 -If]qL, 
@)^$, k[= @!_ . k|hfltnfO{ ;flxTosf] ;dfhzf:qLo ljZn]if0fsf] k|d'v cfwf/ dflgG5 . o;k|sf/ 
t]gn] k|hfltnfO{ ;flxTosf] ;dfhzf:qLo cWoogsf nflu Pp6f k|wfg ljifosf ¿kdf lnPsf 5g\ . 
o'4 syfdf k|:t't hfltut ;fIox¿ / ltgsf] ljZn]if0f lgDgcg';f/ ul/Psf] 5 M 

hfltut ;fIox¿ 

;fIo !  slt ;;fgf s'/fdf c;Gt'li6 kf]V5g\ oL cfOdfO{x¿ -k[= !(_ < 
;fIo @  p;nfO{ p;sL kTgLn] hlt g} ;DemfP tfklg pm cfˆgf dftflktf, ;fyLefO / gft]bf/x¿sf] cl3 

gfdb{ sxnfpg rfxFb}g -k[= @)_ .  
;fIo #  p;sf] 3/df p;sf dftflktf, efOalxgLx¿ ;a}n] p;sL kTgLsf] ¿k / u'0fsf] e/k"/ k|z+;f 

u/]sf lyP -k[= @!_ . 
;fIo $  p;sL kTgLsf ljifodf p;sf 3/sfx¿n] dfq xf]Og, Oi6ldqx¿n] ;d]t lh1f;f /fVg yfn] -k[= @!_ . 
;fIo %  ltdLdf ;Gtfgf]TklQ ug]{ Ifdtf g} lyPg, Tof] s'/f xfdL b'j}nfO{ yfxf eO;s]sf] lyof] t/ ltd|f] 

lglDt d}n] Tof] s'/f] cfkm"df ;Lldt /fv]F . 
;fIo ^  ha ltdLn] d]/f] cl3 dlng cg'xf/ nufP/ cfkm";Fu} Pp6f ;fw'sxfF emf/km's ug{sf nflu n}hfg] 

s'/f] u/]sf lyof}, ta d}n] :ki6 zAbdf …dnfO{ To:tf ;fw';Gof;Ldfly ljZjf; 5}gÚ eg]sL lyPF t/ 
ltdLn] dfg]gf} -k[= @%_ . 

;fIo &  To; /ft ToxfFaf6 3/ kms{bf To:tf 9f]FuL ;fw';Gof;Lk|lt d]/f] dgdf s'g} k|sf/sf] cf:yf g/x]sf] 
s'/f] v'n:t ¿kdf d}n] ltdLnfO{ eg]sL lyPF . Tolt dfq xf]Og, To; ;fw'sf] dk|lt v/fa lgot 
/x]sf] 5 eGg] s'/f];d]t d}n] ltdLnfO{ eg]sL lyPF t/ k|ltpQ/df ltdLn] dnfO{ zª\sfn' :jefj 
ePsL cfOdfO{ eg]/ cfˆgf] l/; k|s6 u/]sf lyof} -k[= @^_ . 

;fIo *  To; ;fw'sf] cfzLjf{bsf] sf/0fn] ubf{ cg]sf}F ;Gtfgljlxg bDkQLn] ;Gtfg k|fKt u/]sf] pbfx/0f 
d]/f] cl3 /fVb} === -k[= @&_ . 

;fIox¿sf] ljZn]if0f 

;fIo !  df cfOdfO{x¿df ;;fgf s'/fdf klg c;Gt'li6 kf]Vg] afgL ePsf] atfOPsf] 5 . syfdf k|:t't 
k'?if kfqdf :qL kfqk|lt c;Gt'li6 /x]sf] g]kfnL hfltsf] k|j[lQ b]vfOPsf] 5 . 

;fIo @  df dftflktf, ;fyLefO, gft]bf/ g]kfnL hfltsf ;xefuLdf ¿kdf pkl:yt 5g\ . 
;fIo #  df dftflktf, efOalxgLx¿ g]kfnL hfltsf ;xefuLsf ¿kdf syfdf pkl:yt 5g\ . 
;fIo $  df 3/sfx¿ tyf Oi6ldqx¿ g]kfnL hfltsf ;xefuLsf ¿kdf pkl:yt 5g\ . oL ;asf ;anfO{ 

lax] ePsf] tLg jif{;Dd ;Gtfg x'g] nIf0f gb]vL 6Lsfl6Kk0fL ug{, rf;f] lng yfn]sf 5g\ . oxfF 
gf/LnfO{ ;Gtfg hGdfpg] ;fwfgsf ¿kdf dfq lnPsf 5g\ .  
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;fIo %  df ltdL eg]/ k'?ifnfO{ ;Daf]wg ul/Psf] xf] . kltn] kTgLdf s'g} sdhf]/L 5 ls egL hfFr u/fPsf] 
t/ p;sf s'g} sdhf]/L gb]lvPkl5 b'j}sf] ;Nnfxdf kltsf] hfFr u/fpFbf p;df vf]6L kfOG5 . of] 
s'/f kTgLnfO{ yfxf eP klg kltsf] h:tf] ;a}nfO{ p;n] eGb} glxF8]sf], cfkm"df dfq ;Lldt /fv]sf] 
Pp6f lhDd]jf/ kTgLsf] e"ldsf lgjf{x u/]sf] ;Gbe{ cfPsf] 5 . 

;fIo ^  df ;fw' -;Gof;L_ ;xefuL hf] df6fdf kfnfdf skf;sf aQL afn]/ tGqdGqdf ljZjf; ubYof], 
emf/km's ub{Yof], cGwljZjf;L lyof] To:tf] g]kfnL hfltsf] kfqsf] rl/q k|:t't 5 . 

;fIo &  df kTgLn] klt ;fd' ;fw'n] u/]sf] s's[To / v/fa lgot af/] klt ;fd' eGbf p;n] pN6} kTgLdfly 
g} zª\sf u/]sf] tyf cfOdfO{ hflt dfly g} bf]if yf]kf/]sf] 5 . 

;fIo *  df ;Gtfgljlxg bDkQL ;xefuLsf ¿kdf rrf{ ul/Psf] 5 . 

o;k|sf/ o'4 syfdf g]kfnL ;dfhsf] oyfy{ lrq0f ug]{ qmddf 7s'/Ln] k|:t't syfdf k'?if / 
dlxnf ju{sf ljleGg ;f]r / k|j[lQsf] k|of]u u/]sL 5g\ . k'?if k|j[lQn] dlxnfnfO{ x]osf b[li6n] x]g{], 
k|of]usf] ;fwg dfq dfGg], ;Gtfg hGdfpg] sf/vfgf dfq 7fGg] k|j[lQ syfdf k|:t't 5 . oxfF kltn] / 
kTgLnfO{ ;Gtfg hGdfpgsf nflu, pkrf/sf gfddf csf]{ k'?if -;f3'_ ;Dd ;'Dkg] ;Ddsf] 3[l0ft sfd 
u/]sf 5g\ . g]kfnL hfltleqsf ljleGg k|j[lQsf ;xefuLx¿ syfdf cfPsf 5g\ .  

o'4 syfdf If0fsf] klxrfg / ljZn]if0f 

;flxTodf o'uLg tl:a/ ptfl/Psf] x'G5 To;}n] ;flxTodf ;flxTosf/ jf snfsf/x¿n] ef]u]sf] 
hLjg cleJoQm ePsf] x'G5 . ;flxlTos s[ltsf] cWoogaf6 ;flxTon] cleJoQm u/]sf] o'u tyf 
;dosf dflg;x¿sf] cj:yf cleJoQm ub{5 -kf08]o, ;g\ !(*(, k[= !@$_ . t]gsf cg';f/ s'g} 
lglZrt ;dosf] ;fdflhs 36gf jf kl/l:yltn] ;flxTosf/sf] r]tgf k|efljt ePsf] x'G5 h;nfO{ 
;flxTosf/n] cfˆgf] s[ltdfkm{t\\\ JoQm ub{5 . o;k|sf/ ;flxTonfO{ ;do tyf o'usf] k|lt¿k eGg 
;lsG5 . ;flxTosf/n] cfkm" afFr]sf] ;dosf] k|ltlaDa ;flxTodf ptf/]]sf] x'G5 eGg] s'/f Ps ztfAbL 
/ csf]{ ztfAbLsf] t'ngf ubf{ yfxf kfpg ;lsG5 . o:tf] leGgtf x'g] sf/0f ;don] dfG5]df Nofpg] 
r]tgfn] u/]sf] x'G5 . t]gn] ;flxlTos s[ltsf] ;dfhzf:qLo sf]0faf6 cWoogdf ;do tyf If0f jf 
o'usf] cGj]if0fnfO{ ;dfhzf:qLo cWoogsf] Pp6f ljifo dfg]sf] kfOG5 . o'4 syfdf k|:t't If0fut 
;fIox¿ / ltgsf] ljZn]if0f lgDgcg';f/ ul/Psf] 5 M 

If0fut ;fIox¿ 

;fIo !  cflw/ft lalt;Sbf klg p;sf] cfFvfdf lgb|fn] lrofPsf] 5}g -k[= !(_ < 
;fIo @  grflxFbf] s'/f]df lsg kL/ ul//xg'x'G5 < kL/ tf dnfO{ kf] nfUg'kg]{ xf] . eP gePsf] s'/f d} 

;'Gg'k5{ t/ h;n] h] eg] tfklg d To:tf s'/fx¿ Pp6f sfgn] ;'G5' / csf]{ sfgaf6 p8fOlbG5' 
-k[= !(_ . 

;fIo #  dnfO{ ;a}n] ;Gtfg hGdfpg g;Sg] afFemL eGb}df drflxF cfkm"nfO{ afFemL 7flGbgF . To:tf] lg/y{s 
s'/fn] dnfO{ /QLe/ klg 5'g ;s]sf] 5}g / ;Sb}g klg -k[= @)_ . 

;fIo $  h'g s'/f] ;Dej 5}g, To;sf] kl5 nfu]/ Joy{df lsg kL/ ug'{x'G5 < hLjgnfO{ h:tf] ¿kdf kfPsf 
5f}F To:t} ¿kdf :jLsf/ u/f}F / cfˆgf] st{Jo ub}{ hfpmF . dnfO{ tkfO{+;Fu s'g} k|sf/sf] u'gf;f] 5}g, 
g tf cfˆgf] jt{dfg hLjg;Fu g} c;Gt'i6 5' -k[= @)_ . 
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;fIo %  dnfO{ t lrl6Ss k/]sL ;'Gb/ 5f]/L dg k5{ . 5f]/Ln] afpnfO{ w]/} dfof u5{ eG5g\ . lax] ePsf] 
s]xL lbgkl5 p;n] s'g} PsfGt If0fdf kTgL;Fu eg]sf] lyof] -k[= @)_ .  

;fIo ^  ;do laTb} uof] . lax] ePsf] jif{ lbg p;sf] / p;sL kTgLsf] x/If0f rv]jfrv]jLsf] hf]8fh:t} 
Pscsf{k|lt ;dlk{t eP/ laTof] -k[= @!_ .  

;fIo &  p;sf] lax] ePsf] bf];|f] jif{af6 rflxF cfdfn] gfltgfltgf v]nfpg] /x/ nfu]sf] s'/f] s'/} s'/fdf 
b;f{pg yfn]sL lyOg\ -k[= @!_ .  

;fIo *  p;sf] lax] ePsf] t];|f] jif{ klg laTg nfUof] t/ p;sL kTgLdf cfdf x'g] nIf0f b]lvPg . kl/jf/df 
oxL ljifodf rrf{ x'g yfNof] -k[= @!_ . 

;fIo (  cGTodf kltkTgL b'j}n] ;Nnfx u/] / :qL/f]u ljz]if1sxfF hFrfpg uP -k[= @!_ .   
;fIo !)  8fS6/n] p;sL kTgLnfO{ hfFr]kl5 s'g} k|sf/sf] vf]6 5}g, ;do 5, klv{g'xf];\ egL -k[= @!_ .  
;fIo !!  p;n] af/Daf/ p;sL kTgLnfO{ s/ u/]/ eP klg ljleGg 8fS6/ sxfF hFrfpg nUof] -k[= @!–@@_ .  
;fIo !@ s;}n] klg p;sL kTgLdf s'g} k|sf/sf] vf]6 5 eg]gg\, a? sltko 8fS6/n] pm :jod\nfO{ g} 

hFrfpg] ;Nnfx lbP . Tof] ;'g]/ pm v'a;Fu hª\luof] -k[= @@_ .  
;fIo !#  cGTodf p;sL kTgLn] p;nfO{ ;DemfpFb} egL, æPsk6s tkfO{+n] cfkm"nfO{ hFrfpFbf s]xL g/fd|f] 

x'Fb}g . a? s]xL sdL 5 / cf}iflw vfP/ x'G5 eg] Tof] lsg gug]{ <Æ -k[= @@_ . 
;fIo !$ hfFr]kl5 8fS6/n] p;nfO{ h'g ;"rgf lbof], Tof] ;'g]/ ;x;f 5fgf]af6 v;]em}F eof] -k[= @@_ .  
;fIo !% of] ;+;f/df xfdLh:tf c;ª\Vo dflg;x¿ 5g\, h;sf s'g} ;Gtfg x'Fb}gg\ t/ klg pgLx¿ 

afFlr/x]sf 5g\, cfcfˆgf] st{Jo ul//x]sf 5g\ . tkfO{+ kL/ gug'{xf];\ -k[= @@_ . 
;fIo !^ t/ of] If0f kTgLn] eg]sf zAbx¿ 3gem}F ag]/ p;sf] 5ftLdf ah|em}F cg'ej x'GYof] p;nfO{ -k[= @@_ .  
;fIo !& cGTodf cfˆgf] dgf]sfdgf k"0f{ ug{ pm ;fw';Gof;L / tGqdGqsf] z/0fdf k'u]sf] lyof] -k[= @@_ . 
;fIo !* cfh klg ;'Tg'eGbf cl3 p;n] kTgLnfO{ ef]lna]n'sf pxL ;fw' dxf/fhsxfF hfgsf lglDt dgfP/ 

5f8\of] . Ps zAb klg t af]n]sL lyOg p;sL kTgL k|:tfj ;'g]/ . cflv/ p;nfO{ klg ;Gtfgsf] 
d'v x]g]{ /x/ lyof] g} -k[= @@_ . 

;fIo !( dfGb5', xfd|f] wd{ / ;dfhsf] ;+/rgfcg';f/ d ltd|L kTgL sxnfpF5' / ltd|f] x/]s b'Mv;'vdf ;fy 
lbg' d]/f] st{Jo x'g cfpF5 t/ klt x'g'sf] pRrtfefifn] ltdLn] ltd|f] OR5fnfO{ ;jf]{kl/ 7fGof}  
-k[= @#–@$_ . 

;fIo @) hfGb5' klt x'g'sf] gftfn] kTgLnfO{ ef]Ug] clwsf/ ;dfhn] lbPsf] 5 ltdLnfO{ t/ ltdL k'?if 
x'g'sf] >]i7tfn] u|l;t Pp6f dfgl;s /f]uL /x]5f} . 

;fIo @! gf/Ldfly cfˆgf] OR5f nfb]/ v]tdf uf]?em}F cfˆgf] O;f/fdf grfpg vf]Hof} ltdLn] dnfO{ t/ 
ltdLnfO{ yfxf x'g'kg]{ xf], d kz' xf]Og dg'io x'F, lhpFbf] dg'io -k[= @$_ . 

;fIo @@ ;dfhn] ltdLnfO{ gk'+;s eGnf, gfdb{ eGnf eGg] eon] ;w}F ql;t 5f} ltdL t/ d]/f] ljrf/df 
cgfxsdf ;dfh;Fu ql;t x'g'kg]{ s'g} sf/0f 5}g, lsgeg] ;dfhsf] lgdf{0f xfdLaf6} ePsf] xf] / 
xfd|f] dfgl;stf g} xfd|f] ;dfhdf k|l:6Psf] x'G5 -k[= @$_ . 

;fIo @# lat]sf jif{x¿df ltd|L hLjg;FlugL ag]/ d}n] j/k/sf x/]s j:t'nfO{ ltd|} cfFvfn] x]/]F, k|To]s 
WjlgnfO{ ltd|f] sfgn] ;'g]F . ltd|f] v';L g} d]/f] v';L aGof] -k[= @$_ .  

;fIo @$ ltd|f ;a} b'a{ntf / ltd|f] cw'/f]kgnfO{ cfkm"df cfTd;ft\ u/]sL lyPF d}n] . c¿n] dk|lt nufPsf] 
nf~5gf / s6' jrgnfO{ klg wtL{ ag]/ ;x]sL lyPF d}n] . Tof] ;a u/]F d}n] s]jn ltd|f] lglDt . 
sf/0f ltdL d]/f] l;pFbf]sf] l;Fb'/ lyof} . clUg ;fIfL /fv]/ ltdLn] dnfO{ kfl0fu|x0f u/]sf lyof} . 
ltdLnfO{ d}n] d]/f] cFh'nLleqsf] l;ª\uf] ;"o{ 7fg]sL lyPF t/ gf/LnfO{ xLgefjn] x]g]{ / p;sf] 



31
 

 

cl:tTjnfO{ ;bf;j{bf bafP/ /fVg vf]Hg] ltd|f] hGdhft k|j[lQn] ubf{ cfˆgf] kf}?if k|dfl0ft ug{ 
ltdLn] dnfO{ k|of]u ug{ vf]Hof} . o:tf] 5'› dfgl;stf / ljs[t dgf]j[lQ lnP/ slt lbg :jod\nfO{ 
5Ng ;S5f} ltdL < ltdLnfO{ s'g cy{df Pp6f ;fFrf] k'?if eg"F < ltdL cfkm}F ;f]r -k[= @$–@%_ . 

;fIo @% ltdLn] ;Dem]sf lyof} xf]nf, d ltd|f] zAbhfndf n6kl6P/ ;lhn};Fu ltdLn] la5ØfPsf] hfndf 
kmF:g] 5', t/ d d"v{ xf]Og . d Pp6f lzlIft gf/L x'F -k[= @%_ . 

;fIo @^ lktf x'g g;Sg'sf] xLgtfaf]wn] ubf{ ltdLleq eofgs cGtå{Gå rln/x]sf] lyof] . ;fob cfˆg} 
kTgLsf] cl3 klg cfkm"nfO{ k/flht 7fGg yfn]sf lyof} ltdLn] . To;} sf/0f 5nsk6sf] ;xf/f 
lnP/ eP klg cfˆgf] 3[l0ft dgf]sfª\Iff k"0f{ ug]{ k|oTg u/]sf lyof} ltdLn] -k[= @%_ . 

;fIo @& d}n] :ki6 zAbdf …dnfO{ To:tf ;fw';Gof;Ldfly ljZjf; 5}gÚ eg]sL lyPF t/ ltdLn] dfg]gf} . /f]O{ 
kf] xfN5f} ls=== h:tf] u/]/ cg'/f]w u¥of} ltdLn] d]/f] cl3 . To;}n] ltd|f] dg /fVglglDt dfq} d 
ltdL;Fu Tof] ;fw' a;]sf] 8]/fdf uPsL lyPF . ltdLn] b'O{ lbg;Dd nuftf/ dnfO{ To; o'jf 
;Gof;LsxfF nUof}, h;nfO{ ltdL :jfdLdxf/fh eg]/ ;Daf]wg ub{Yof} -k[= @%–@^_ . 

;fIo @*  t];|f] /ft klg ltdLn] dnfO{ ToxL ;fw'sxfF hfgsf lglDt cfu|x u/]sf lyof} t/ d}n] ltd|f] 
cfu|xnfO{ c:jLsf/ u/]sL lyPF . ltdLn] ltd|f] s'/f] dgfpgsf] nflu cg]s k|sf/sf] cg'goljgo 
u/]sf lyof} / cGTodf …n cfh Ps lbg dfq hfpm, To;kl5 ljrf/ u/f}FnfÚ eg]sf lyof} . cGTodf 
d ltd|f] ;fydf To; ;fw'sxfF hfg afWo ePsL lyPF, sf/0f ltdLn] To; ;fw'sf] cfzLjf{bsf] 
sf/0fn] ubf{ cg]sf}F ;Gtfgljlxg bDktLn] ;Gtfg k|fKt u/]sf] pbfx/0f d]/f] cl3 /fVb} …dnfO{ 
;fw'dxf/fhk|lt k"0f{ ljZjf; 5, pxfFsf] cfzLjf{b kfof}F eg] cjZo klg xfd|f] ;Gtfg x'g] 5Ú eg]sf 
lyof} -k[= @&_ . 

;fIo @( d ltd|f] cGwljZjf;nfO{ tf]8\g rfxGy]F . To:tf] 9f]FuL ;fw';Gof;Ln] s]xL dGq km'Ub}df s;}n] klg 
;Gtfg k|fKt ug{ ;Sb}g eGg] s'/fdf d k"0f{¿kn] ljZj:t lyPF . To;} sf/0f d}n] ltd|f] ;fy hfg] 
lg0f{o u/]F / ltdL;Fu uPF . 

;fIo #) To; ;fw'n] cfˆgf xftdf s]xL km"n / cIftf lnof], dGq pRrf/0f ub}{ dlt/ x]¥of] clg cf]7df pxL 
s'l6n d':sfg 5/]/ Tof] km"n / cIftf ePsf] xft dlt/ a9fpFb} af/Daf/ d]/f] 6fpsf]b]lv v'§f;Dd 
5'g nfUof] . d}n] To; ;fw'sf] lgs6tf / p;sf] :kz{nfO{ k6Ss} ?rfPsL lyOgF -k'= @*_ . 

;fIo #! …ltdLnfO{ ;Gtfg rflxPsf] 5 xf]Og < xf], ;Gtfg gePsL cfOdfO{nfO{ ;a}n] x]nf u5{g\ t/ ltdLn] s'g} 
lrGtf ug{'kb}{g . ;a l7s eOxfN5 .Ú To; ;fw'n] ;s];Dd cfˆgf] :j/ sf]dn kf/]/ eGof] -k[= @*_ . 

;fIo #@ …nf} Tof] c/s Ps} ;f;df :jf6\6 lkpmÚ To; ;fw'n] Pp6f sfFrsf] srf}/f dlt/ a9fpFb} eGof] . 
k"jf{ef; eGg] s'/fnfO{ dfGg} kbf]{ /x]5, sf/0f To; ;fw'n] t/n kbfy{ /x]sf] efF8f] dlt/ 
a9fpgf;fy lsg lsg d}n] s'g} ljklQsf] ;ª\s]t kfPF / x7ft\ p;sf] xftdf hf]8;Fu xflglbPF . 
p;sf] xftaf6 srf}/f e'OFdf v:of] / s]xL a]/;Dd emgemgfof] -k[= @*–@(_ . 

;fIo ## …8ª\lsgL :qL Û t}Fn] b]jLsf] k|;fbnfO{ e'OFdf kmflnlbP/ b]jLsf] cgfb/ ul/;\ === tFnfO{ ===Ú eGb} 
l/;n] hª\luP/ Tof] ;fw' dlt/ a9\of] . p;af6 pDsgsf lglDt d 9f]sflt/ bu'/]F, t/ s:tf]  
cfZro{ Û 9f]sf aflx/af6 aGb lyof] -k[= @(_ . 

;fIo #$ Tof] /ft af6fel/ d ltdL;Fu To; kfv08L ;fw'sf] v/fa lgotaf/] af]Nb} 3/ kms]{F . t/ ltdL eg] 
s]xL k|ltlqmof ghgfP/ r'krfk} d]/f] 5]pdf lxFl8/x]sf lyof} -k[=@(_ . 

;fIo #% To; /ft ltdLn] d]/f] cl3 h'g k|sf/sf] nHhf:kb k|:tfj /fVof}, Tof] ;'g]/ d :tAw ePsL lyPF . 
;dfhsf] cl3 cfˆgf] kf}?if k|dfl0ft ug{sf nflu / cfˆgf] bldt OR5f k"/f ug{sf lglDt ltdLn] 
cfˆgL kTgLnfO{ k/k'?ifsf] cª\szflogL agfpg vf]h]sf /x]5f} -k[= @(_ . 
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;fIo #^ d}n] klxNo} elg;s]sL 5', klt x'g'sf] gftfn] cfˆgL kTgLnfO{ ef]Ug] clwsf/ ltdLnfO{ ;dfhn] klg 
lbO;s]sf] 5 t/ s'g} klg :qL, Tof] rfx] ltd|L kTgL g} lsg gxf];\, p;nfO{ ltd|f] OR5f k"0f{ ug{sf 
lglDt k/k'?ifsf] cª\szflogL agfpg lbg] clwsf/ ltdLnfO{ 5}g . olb 5 eG5f} eg] ltdL 
gf/Lb]xsf] Jofkf/ ug]{ bnfn xf} / bnfn cfˆgf] :jfy{ k"/f ug{sf lglDt cfˆgL kTgLnfO{ dfq xf]Og, 
cfˆgL hGdbftf cfdfnfO{ ;d]t k/k'?ifsf] sfvdf x'Tofpg klg kl5 kb}{g -k[= @(–#)_ . 

;fIo #& lwSsf/ 5 ltdLnfO{ Û ltdL k'?ifsf] gfddf snª\s xf} . 
;fIo #* cfh laxfg sfof{no hfg'cl3 ltdL slt k|km'Nn b]lvPsf lyof} -k[= #)_ . 
;fIo #( cfh ;fFem ha dgel/ pT;fx af]s]/ ltdL dnfO{ ;fw'sxfF cfkm";Fu n}hfg] 3/ kms{g] 5f} ta d]/f] 

o; kqn] ltd|f] of]hgfnfO{ tx;gx; kfl/lbg] 5 -k[= #)_ . 
;fIo $) hfGb5' lgs} 7'nf] cf3ft kg]{ 5 ltdLnfO{ d]/f] o; k|sf/sf] Jojxf/n] . x'g;S5 d;Fu abnf lng] 

k|0f klg u/f}nf . dnfO{ dgk/L ;/fkf}nf t/ dnfO{ s'g} s'/fsf] jf:tf 5}g . d ;dfhsf] cl3 
ltdLn] nufO/fv]sf] gSsnL d'vf}6f] Roft]/ ltd|f] c;nL ¿k b]vfpg] 5' . dnfO{ ljZjf; 5, d}n] 
k|f/De u/]sf] o; o'4df cjZo klg d k/flht x'g] 5}g -k[= #)_ . 

;fIox¿sf] ljZn]if0f 

;fIo !  df cflw/ft ePsf] tyf To; ;do;Dd klg lgb|f gnfu]sf], lrGtfdf k/]sf] /ftsf] If0f syfdf 
k|of]u ePsf] 5 . 

;fIo @  df klt–kTgL b'j}df Psk|sf/sf] kL/ /x]sf] a'lemG5 . klt kTgLk|lt ;Gtfg gePsfdf kL/ ub{5 eg] 
kTgL ;dfhsf cufl8 ;f+G;fl/s kl/l:yltsf] af/]df :ki6Ls/0f lbFb}, pgLx¿sf sltko s'/f ;'Gb} 
g;'gL cufl8 a9]sf] tyf cfkm" h] 5' l7s} 5' eGg] ljrf/ k|:t't u/]sf] ljifo cfPsf] 5 . 

;fIo #  df ;dfhdf ;a}n] p;nfO{ afFemL eGg] u/]sf t/ To; s'/fdf cfkm"n] ljZjf; gug]{, gdfGg] u/]sL 
5g\ . To:tf grflxFbf ;dfhsf s'/fn] pgdf slQ klg k|efj gkf/]sf] tyf kfg{ g;Sg] s'/f pgn] 
atfPsL 5g\ . 

;fIo $  df kTgLn] kltnfO{ cfkm" afr]sf] If0fdf ;Gtfgn] :ju{sf] 9f]sf vf]nLlbg] ljZjf; eP klg cfkm" 
rflxF of] ljrf/eGbf lgtfGt leGg ePsf] wf/0ff /fvL kltnfO{ ;DemfpFb} l5g\ . h] 5 To;}df ;Gtf]if 
dfGg' kg]{ tyf h] 5}g tyf h] k|fKt ug{ ;lsFb}g To;sf] vf]hLdf nfUg' Joy{ 5 eGg] kTgLsf] ljrf/ 
oxfF JoQm ePsf] 5 .   

;fIo %  df ;xefuLn] ;dfhsf c?n] h:t} 5f]/Lsf] rfxgf u/]sf], h;n] cfkm"nfO{ dfof u/f];\ eGg] rfx]sf] 
5 . c?n] 3f]8f r9] eg]/ cfkm" w'/L r9\g] k|j[lQ p;df 5 . cfˆgf] sdhf]/Lkgf Vofn} gu/L p;n] 
c?sf] h:t} v';L vf]h]sf] 5 . 

;fIo ^  df lax] ePsf] Ps jif{;Dd kltkTgLlar s'g} dgf]dflnGo gePsf] tyf pgLx¿ xf;Lv';L, 
/dfO/dfO hLjg latfO/x]sf] If0fsf] ;Gbe{ cfPsf] 5 .  

;fIf &  df h'g;'s} a'9fa'9LnfO{ klg gfltgfltgf v]nfpg] /x/ nfU5 . o:t} syfsL ;xefuL cfdfnfO{ klg 
;f]xL /x/ nfu]sf] s'/f atfOPsf] 5 . oxfF klg cl:dtfaf6 l56f] aRrf hlGdof];\ eGg] rlxPsf] 5, 
bafa lbOPsf] 5 . 

;fIo *  df lax] ePsf] Psb'O{ jif{ leqdf klg ;Gtfg hGdfpg] s'g} nIf0f gb]lvPkl5 lrGtf a9\b} hfg], 
ljleGg l6sfl6Kk0fL ;'? x'g] ub{5 . o; kl/jf/df klg cl:dtfaf6 ;Gtfg hGdg] s'g} nIf0f 
gb]lvPsfdf rrf{ ;'? ePsf] 5 .  
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;fIo (  df lax] ePsf] tLg jif{;Dd klg ;Gtfg hGdfpg] s'g} nIf0f gb]lvPsf] tyf kl/jf/df ljleGg 
6Lsfl6Kk0fL x'g yfn]kl5 b'j} hgf ;Nnfx u/L 8fS6/sxfF hfFRg uPsf 5g\ .  

;fIo !)  df 8fS6/n] hfFr u/]kl5 kTgLdf s'g} vf]6 gePsf], hGtfg hGdg] ;do afFsL g} ePsf], s]xL ;do 
klv{g eg]sf] s'/f cfPsf] 5 .  

;fIo !!  df k'?if ;Qfsf] :j¿k emlNsPsf] 5 . kltn] kTgLnfO{ s/an u/]/ ;Gtfg kfpg] pkfosf] vf]hL 
ub}{ ljleGg 8fS6/sxfF uPsf] ;Gbe{ k|:t't 5 .  

;fIo !@  df ;Gtfg hGdfpgdf klt / kTgL b'j}sf] a/fa/L xft x'G5 . vf]6 5 eg] klg s'g}df x'g ;S5 t/ 
xfd|f] ;dfhdf gf/L d} vf]6 5 ls egL vf]hL ul/G5, p;}df vf]6 ePsf] b]vfOG5 . k'?ifdf klg 
sdhf]/L x'g ;S5 t/ o; s'/fnfO{ k'?if :jLsfg{ tof/ x'Fb}g . syfdf klg 8fS6/x¿n] kltdf vf]6 
ePsf] ;ª\s]t ub{5g\ t/ of] ;'g]/ pm hª\luPsf] 5 jf p;n] o; s'/fnfO{ :jLsf/ u/]sf] 5}g, of] 
s'/f dfGg pm tof/ 5}g .  

;fIo !# df Pp6L ;dembf/ gf/Lsf] cleJolQm k|:t't 5 . pm kltnfO{ hFrfP/, cf}iflw v'afP/ l7s7fs 
agfpgdf tof/ 5 . p;n] kltnfO{ k'?ifn] h:t}} bf]if lbPsL 5}g, ;Nnfx lbPsL 5, ;DemfPsL 5 .  

;fIo !$ df kTgLsf] ;Nnfx / ;'emfjcg';f/ hFrfpg uPsf] p;df vf]6 ePsf] b]lvPkl5 pm 5fgf]af6 
v;]h:tf] ePsf] 5 . p;df ePsf] vf]6 t oxfF atfOPsf] 5}g t/ p;df ;Gtfg hGdfpg g;Sg], 
p;df sdhf]/L /x]sf] b]lvG5 .  

;fIo !% df kltsf] hfFr u/]kl5 p;df vf]6 b]vfPkl5 lg/fz ag]sf] kltnfO{ p;sL kTgLn] ;DemfPsL 5g\ . 
klt / kTgLsf] ;DaGw ;Gtfg pTkfbgsf nflu dfq geO{ ;'vb'Mvsf] ef]usf nflu xf] . ;Gtfg x'Fbf 
/fd|f] g} eof] olb ePg eg] klg lsg kL/ ug'{ < h'g s'/f k|fKt ug{ ;lsFb}g To;sf] vf]hLdf nfUg' 
x'Fb}g egL p;n] kltnfO{ ;DemfPsL 5g\ . 

;fIo !^ df k'?if;Qfsf] cleJolQm kfOG5 . ;a} s'/f eOGh]n ;a} l7s} eOxfNof], s]xL sdLsdhf]/L eP 
kTgLnfO{ bf]if yf]kfg]{ sf]l;; u¥of], kTgLdf s'g} sdhf]/L ePsf] gkfOPkl5 cem k'?if cfkm}Fdf 
sdLsdhf]/L ePsf] k|dfl0ft ePkl5 cem gf/LnfO{ vf]6 b]vfpg ;lsG5 ls egL pkfo vf]Hg], 
lg/fz x'g], kTgLn] ;DemfPsf x/]s zAbn] kltn] sfF8fn] em}F 3f]r]sf] cg'ej u/]sf] 5 . 

;fIo !& df kltn] kTgLsf s'/f s]xL g;'gL, gdfgL h;/L klg ;Gtfg hGdfpg ;fw';Gof;LsxfF k'u]sf], 
tGqdGqsf] kl5 nfu]sf] 5 . oxfF k'?ifn] cfˆgf] sdLsdhf]/LnfO{ n'sfpg], 9fs5f]k ug]{, h;/L klg 
k'?ifTj b]vfpg} kg]{ dfgl;stfnfO{ k|:t't ul/Psf] 5 . 

;fIo !* df s/an u/]/ ;Gtfgk|flKtsf nflu ;fw';Gof;LsxfF hfg], tGqdGqsf] kl5 nfUg] s'/fdf kTgLnfO{ 
dgfPsf] lyof] . o;kl5 pm lgs} v';L, lgs} pT;flxt ePsf] lyof] . otf kTgL eg] Ps zAb klg 
af]n]sL lyOg . p;df klg dft[Tjsf] ef]s t lyof] t/ h;/L klg ;Gtfg hGdfpg] s'/f p;nfO{ 
:jLsfo{ lyPg . kltsf v';Lsf nflu, kl/jf/sf] nflu pm ;fw'sxfF uOlbg] ePsL lyO{ .  

;fIo !( df kTgLn] cfˆgf] st{Jodf s'g} sdL gu/]sf], klt–kTgL eg]sf] ;'vb'Mvsf] ;fyL ePsf] / ToxL 
cg';f/sf] Jojxf/ u/]sf] t/ kltn] kTgLk|lt s'g} rf;f] g/fv]sf], cfˆg} dfq} OR5fdf cufl8 a9]sf] 
ljifonfO{ b]vfPsf] 5 . 

;fIo @( df kltdf k'?if cxd\ ePsf], Pp6f dfgl;s /f]uLsf ¿kdf lrlqt 5 . oxfF k'?ifn] gf/Ldfly ug]{ 
zf]if0f / bdgnfO{ ;ª\s]t ul/Psf] 5 .  

;fIo @! df kltn] kTgLsf] ;f]emf] kgsf] kmfObf p7fP/ p;nfO{ cfkm" cg's"n k|of]u u/]sf] tyf kz'jt\ 
Jojxf/ u/]sf] 5 .  
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;fIo @@ k'?ifdf cfkm" ;dfhdf ;fgf] 7xl/pnf, ;dfhn] gfdb{ eGbf, sdhf]/ 7fGnf eGg] efj eO/xG5 . 
pm cfkm" h:tf] 5 To:tf] eGg grfxg], cfˆgf] oyfy{ atfpg g;Sg] ;+:s[lt g} ag]sf] 5 . of] 
;+:s[lt geP/ ljs[lt xf] . k'?if cfˆgf] oyfy{ atfpg g;Sg] ljs[t dfgl;stfdf /x]sf] cj:yf 
oxfF cfPsf] 5 . 

;fIo @# df kTgLn] cfkm" hLjg;FlugL ag]/ kltsf] ;'vb'Mvsf] ;fyL ag]sf], ;dfhn] nufPsf cg]s nf~5gfsf] 
;fdgf u/]sf], ;dfhsf ljleGg 6Lsfl6Kk0fLnfO{ wtL{ ag]/ ;fdgf u/]sf] tYo k|:t't 5 .  

;fIo @$ df gf/L hLjgsf] jf:tljs c;nL rl/qsf] kf6f]nfO{ b]vfOPsf] 5 . gf/Ln] kltsf] l;Fb'/sf] d"Nosf] 
cl:tTj /Iff ub}{, clUg ;fIfL /fv]/ u/]sf] kfl0fu|x0fsf] d"NonfO{ hf]ufpFb}, kltsf sdhf]/LnfO{ 
9fs]/ /fVbf klg pN6} gf/Ls} sdLsdhf]/L b]vfpg vf]Hg] t/ cffˆgf sdhf]/Lsf] 9fs5f]k ug]{ 5'b| 
dfgl;stf / ljs[lt dgf]j[lQnfO{ oxfF b]vfOPsf] 5 . 

;fIo @% df Pp6L lzlIft gf/Lsf] kl/ro k|:t't u/L pm c? ;fdfGo gf/L h:t} kltsf zAbhfndf n6kl6g] 
JolQm geO{ p;sf] hfnnfO{ glhsaf6 lgofNg], ;Demfpg], a'emfpg] geP To;sf] s8f k|ltjfb ug]{ 
gf/L kfqsf] rl/q k|:t't 5 . 

;fIo @^ df lktf x'g g;s]sf] xLgtfaf]wn] u|l;t kfqsf] kl/ro k|:t't 5 . cfkm" k/flht ePsf] dx;'; 
u/L h;/L klt lhTg} kg]{ dfgl;stfdf 5nsk6sf] ;xf/f lnPsf] ;Gbe{ o;df cfPsf] 5 . 

;fIo @& df h;/L klg lhTg] 5nsk6df plqPsf] kltsf ;fd' ;fw' / emf/km'sdf ljZjf; gx'Fbf gx'Fb} klg 
kltsf] dg /fVgsf nflu kTgL ;fw'sxfF uOlbPsf] k|;ª\u k|:t't 5 . pgL uPsL lyOgg\ uOlbPsL 
lyOg\ . pgL b'O{ lbg uPsL lyOg\ . 

;fIo @* df af/Daf/ kTgLnfO{ ;fw'sxfF hfg elgPkl5 p;n] c:jLsf/ u/]sL lyO{ . kltn] cg'goljgo u/]/ 
Ps lbg dfq uOb]pm eg]kl5 pgL uOlbPsf] ;Gbe{ k|:t't 5 . krf;sf] bzsdf g]kfnL ;dfhdf 
;Gtg gePsfx¿ ;Gtfg k|lKtsf nflu c:ktfn hfg'sf] ;6\6f ;fw'dxf/fhx¿sxfF hfg] u/]sf] 
;fdflhs oyfy{nfO{ oxfF pNn]v ul/Psf] 5 . 

;fIo @( df ;fw';Gof;Lx¿ cGwljZjf;df ¿dlnP/ dGq km's]/ ;Gtfg k|fKt ug]{ ljZjf; ePsf tyf 
dflg;¿ To;df ljZjf; u/]sf] ;Gbe{ k|:t't ub}{ cl:dtf eg] o;df ljZjf; gug]{ lzlIft, 
kl/jt{gsf/L ;f]rsL, cfw'lgs o'jtLsf] kl/ro lbPsL 5 . 

;fIo #) df ;fw'n] emf/km'ssf gfddf p;sf] z/L/ 5'g] / dgf]/~hg lng] sfd dfq ul//x]sf] lyof] . h'g 
pgnfO{ k6Ss} dg k/]sf] lyPg . 

;fIo #! df ;fw'df ePsf] cGwljZjf;L ljrf/sf] k|:t'lt /x]sf] 5 . p;n] klg ;Gtfg gePsL cfOdfO{nfO{ 
;a}n] x]nf ug]{ u/]sf] ;dflhs s';+:sf/sf] s'/f p7fPsf] 5 .  

;fIo #@ df ;fw'n] pgnfO{ c/s lkpg lbO{ pgnfO{ n7\7ofP/ pgsf] z/L/ pkef]u ug]{ bfp x]l//x]sf]  
lyof] . p;n] kltnfO{ kmnkm"n lng aflx/ k7fpg'sf] p2]Zo klg oxL /0fgLlt lyof] . kl5 cfpg] 
ljklQnfO{ k"jf{g'dfg u/]sL pgn] ;fw'sf] xftdf xfgL kmfnLlbOg\ 7'nf] ljklQ 6fl/lbPg / cfpg] c? 
ljklQsf] ;fdgfsf nflu pgL tof/ eOg\ . 

;fIo ## df ;fw' s's[Tosf nflu kltnfO{ kmnkm"n lng aflx/ k7fP/, 9f]sfsf] r's'n nufP/, c/s lkofP/ 
tof/L ul/;s]sf] lyof] .  

;fIo #$ df ;fw'sf] s's[To klt;fd' eg]sL t/ p;n] eg] s'g} k|ltls|of hgfpFb}g . o;sf] dtna of] ;a} 
;fw' / p;sf] of]hgfdf sfo{ eO/x]sf] 5 . 
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;fIo #% df /ftsf] If0f k|o'Qm ePsf] 5 . kltn] cfˆgf] kf}?if k|dfl0ft ug{sf nflu, bldt OR5f k"/f ug{sf 
nflu cfˆgL kTgLnfO{ k/k'?ifsf] cª\szflogL agfpg vf]h]sf] s'/f cfPsf] 5 . oxfF k'?ifn] h;/L 
klg hGtfg hGdfpg vf]Hg] k|j[lQ tyf ;Gtfg k||lKtsf nflu ul/g] sd{sf] pNn]v ul/Psf] 5 .  

;fIo #^ df cfˆg} kltn] p;sf] kf}?if k|dfl0ft ug{, bldt OR5f k"/f ug{, h;/L klg hGtfg hGdfpg' kg]{ 
k|j[lQ tyf ;Gtfg k||lKtsf nflu ul/g] sd{, kTgLnfO{ k/k'?ifsf] cª\szflogL agfpg klg kl5 
gkg]{ k'/if k|j[lQsf] kTgLn] lj/f]w u/]sL 5, To; lj?4 ;ª\3if{ u/]sL 5, ;ª\3if{ ug{ eg]sL 5 .   

;fIo #& df k'?ifsf] k|j[lQsf] lj/f]w ul/Psf] 5 . 
;fIo #* df laxfgsf] If0f syfdf k|o'Qm 5 . 
;fIo #( df ;fFemsf] ;do k|o'Qm 5 .  
;fIo $) df Pp6L gf/L cfkm"dfly u/]sf] k'?if cTofrf/sf] dfq lj/f]w geO{ k'?if hfltn] gf/L hfltdfly ug]{ 

u/]sf] cGofo, cTofrf/, gf/LnfO{ h;/L klg k|of]u ug]{ k|j[lQsf] lj/f]w ul/Psf] 5 . gf/Ln] u/]sf] 
o; o'4df cfkm"n] h;/L klg lhTg] k|ltj4tf JoQm u/]sL 5 .  

 

o;k|sf/ JolQmut :jfy{n]] eTsFb} uPsf] kfl/jfl/s ;DaGw / lau|Fbf] klt–kTgLsf] cj:yf / 
;Gtfgd'vL dfgl;stf ePsf] If0f k|:t't syfdf cfPsf] 5 . lbg, /ft ;a} If0f syfdf k|o'Qm 5 .  

o'4 syfdf kof{j/0fsf] klxrfg / ljZn]if0f 

t]gn] kof{j/0fnfO{ Ps dxTjk"0f{ cjwf/0ff dfg]sf 5g\ . ;flxlTos /rgfdf ljz]iftM k|s[lt / 
k|fs[lts kl/j]z ;Fu;Fu} cfPsf] x'G5 . kof{j/0fcGtu{t e"uf]n / hnjfo' dxTjk"0f{ cª\usf ¿kdf /xg] 
ub{5 . o;n] s'g} klg hfltsf] ljsf;df ;d]t c;/ kf/]sf] x'G5 . ;flxTodf kof{j/0fsf] k|efj /xG5 . 
pgsf] kof{j/0f ;dfhsf] ef}uf]lns ;+/rgf / xfjfkfgL;Fu ;DalGwt b]lvG5 . To;}n] ef}uf]lns ;+/rgf 
tyf k|fs[lts l:ylt k|lts"n cyf{t\ lxdk|b]zsf sf/0f pQ/sf ;flxTodf b'Mv, si6, kL8f / ef]sd/L 
kfOG5 . To;}u/L blIf0fsf] ef}uf]lns ;+/rgf ck]Iffs[t cg's"n x'gfsf sf/0f ToxfFsf] ;flxTodf v';L, 
zflGt tyf xiff]{Nnf; kfOG5 . o;k|sf/ ef}uf]lns jftfj/0fsf] k|efj ;flxTodf k/]sf] x'G5 . dflg; 
;fdflhs k|f0fL ePsfn] pm k|s[lt tyf ;fdflhs jftfj/0faf6 3]l/Psf] x'G5 eGg] wf/0ff t]gsf] /x]sf] 
5 -kf08]o, ;g\ !(*(, k[= !@*_ . o;y{ ;flxTosf] ljZn]if0fsf qmddf afx\o ef}uf]lns kof{j/0fsf 
;fy} /fhgLlts, ;fdflhs, ;fdflhs / kfqsf dfgl;s kof{j/0fnfO{ klg s[ltsf] cWoogsf] cfwf/ 
agfOPsf] x'G5 . o;k|sf/ ;fdflhs Joj:yf / To;n] ;fdflhs JolQmx¿df kf/]sf] k|efj tTsfnLg 
;fdflhs / dfgl;s kl/j]z jf kof{j/0f x'g\ . o'4 syfdf k|:t't kof{j/0fut ;fIox¿ / ltgsf] 
ljZn]if0f lgDgcg';f/ ul/Psf] 5 M 

kof{j/0fut ;fIox¿ 

;fIo !  pm x/kn, x/If0f czflGtsf] ;fu/df 8'la/x]sf] lyof] -k[= @@_ . 
;fIo @  ;Gof;L ePsf] sf]7fdf b'O{tLg cf]6f df6fsf kfnfdf skf;sf] aQL an]sf] x'GYof] . ToxL aQLsf] 

dw'/f] k|sfzdf p;n] xftdf cIftf / km"n lnP/ s] s] dGq pRrf/0f ub}{ af/Daf/ d]/f] lz/b]lv 
kfp;Dd p;sf] xft k'¥ofpFbYof] . ltdL eg] ToxLF Pp6f s'gfdf a;]/ p;n] u/]sf lqmofsnfk 
x]l//x]sf x'GYof} -k[= @^_ . 
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;fIo #  Ps k6s To; ;fw'n] d]/f] k}tfnfdf /ftf] l;Fb'/ nfOlbP/ s]xL dGq pRrf/0f ub}{ cfˆgf xftn] d]/f] 
k}tfnfdf db{g ug{ nfUof] . p;sf] To; k|sf/sf] Jojxf/n] If'Aw ePsL d}n] k|lt/f]wdf cfˆgf v'6\6f 
tfg]/ ;f8Ln] 5f]k]sL lyPF clg lt/:sf/k"0f{ g]qn] To; ;fw'lt/ x]/]sL lyPF . ;To eG5', ToxL Ps 
If0fdf d}n] To; ;fw'sf] cf]7sf] s'gfaf6 km':sg nfu]sf] s'l6n d':sfg / p;sf] cfFvfdf 
5rlNsPsf] nf]n'ktf k|:6 ¿kdf b]lv;s]sL lyPF -k[= @^_ . 

;fIo $ To; lbg xfdL To; ;fw'sf] 8]/fdf k'Ubf emdSs ;fFem kl/;s]sf] lyof] . Tof] ;fw' pxL aQLsf] 
dw'/f] k|sfz, w"k, cIftf, l;Fb'/ / km"n lnP/ xfd|f] k|tLIff ul//x]sf] lyof] -k[= @&_ . 

;fIo % df6fsf] kfnfdf aQL aln/x]sf] lyof] . w"kaQLsf] af:gf sf]7fdf dudufO/x]sf] lyof] -k[= @*_ . 

;fIox¿sf] ljZn]if0f 

;fIo !  df ;Gtfg gePsfdf lg/fz ag]sf] klt dfgl;stf / 8fS6/sxfF hFrfpbf p;}df vf]6 /x]sf] s'/f 
8fS6/n] eg] kl5 lg/fz ePsf] lg/fzfsf] cleJolQm ePsf] kof{j/0f k|:t't 5 .  

;fIo @  df emf/km'sdf nfu]sf] ;Gof;Lsf] cj:yfsf] lrq0f ul/Psf] 5 . p;n] df6fdf kfnfdf aQL afnL 
cIftf / km"n lnP/ dGq pRrf/0f ub}{ cl:dtfsf] lz/b]lv kfp;Dd 5f]P/ emf/km's u/]sf] lyof] . 

;fIo #  df emf/km'såf/f pkrf/ ug]{ elgPsf] ;fw'n] cl:dtfsf] z/L/ 5f]P/ cfgGb lng nfu]sf] lyof] . of] 
yfxf kfP/ pm ;t{s ePsL t/ ;fw'sf] cg'xf/df s'l6n d':sfg / p;sf] z/L/sf] dfbstf pgn] 
:ki6 cg'dfg u/]sL lyOg\ .  

;fIo $  df ;fw'sf] 8]/fsf] kof{j/0fnfO{ b]vfOPsf] 5 . aQLsf] dw'/f] k|sfz, w"k, cIftf, l;Fb'/ / km"n lnP/ 
cl:dtfsf] k|tLIff u/]sf] ;Gbe{ k|:t't 5 . 

;fIo %  df ;fw'sf] 8]/fsf] kof{j/0fnfO{ b]vfOPsf] 5 . df6fsf] kfnfdf aQL aln/x]sf], w"kaQLsf] af:gf 
sf]7fdf dudufO/x]sf] 5 . 

 

o;k|sf/ tTsfnLg ljifd /fhgLlts tyf ;fdflhs kl/j]z tyf j+;fg'ut u'0fsf sf/0f o; 
syfsf kfqx¿df JolQmjfbL :jfyL{ :jefjsf] ljsf; eO/x]sf] cj:yfnfO{ syfsf/n] o; syfdf 
k|:t't u/]sf 5g\ .  

lgisif{ 

dfof 7s'/Lsf syfdf pgL jl/kl/s} dWod juL{o kl/jf/sf clzlIft, k/Dk/fut ;f]rfO 
ePsf, pkrf/sf gfddf emf/km'sdf ljZjf; ug]{, To;sf] k|ltjfb ug]{ s]xL lzlIft tyf ljleGg 
:jefj / ;+:s[lt ePsf g]kfnL hfltnfO{ ;d]6]sL 5g\ . o; syfdf s'g} klg kfqsf] hft pNn]v geP 
klg lxGb" wd{ cg'¿k ;+:sf/ ;DkGg u/]sf k|;ª\u tyf k/Dk/fut ;+:sf/ cg'¿k slyt k'?if ju{n] 
dlxnf ju{dfly, ;f;" ju{n] a'xf/L ju{dfly, kltn] kTgL dfly 3[0ffefj JoQm u/]sf] ;Gbe{n] ltgLx ;a} 
g]kfnL hflt x'g\ eGg] :ki6 x'G5 . k|:t't syfdf klt, cl:dtf, cfOdfO{x¿, dftflktf, ;fyLefO, 
gft]bf/, efOalxgLx¿, 3/sfx¿ tyf Oi6ldqx¿, ;Gtfgljlxg bDktL ;fw' -;Gof;L_ cflb kfqn] 
hLjgdf ef]u]sf ljleGg 36gfx¿ If0fsf ¿kdf cfPsf 5g\ . lj=;+= @)%) sf] bzssf] g]kfnL 
;x/Lof egfpFbfx¿sf] dfgl;s cj:yf tyf ;Gtfg pTkfbgsf nflu ul/g] xs{tsf] qf;bLk"0f{ / 
dfgjtf lj/f]wL cj:yf klg If0fsf ¿kdf cfPsf] 5 . syfdf d"ntM sf7df8f}F ;x/sf] s'g} Pp6f 
3/sf] ;x/L kl/j]zsf] lrq0f ul/Psf] 5 . pkrf/sf] gfddf uPsf] ;fw'sf] 8]/f, p;sf] sf]7fsf] 
w"kw'jf/sf] jftfj/0f, kTgLnfO{ sf]7fdf 5f8L kmnkm"n lsGg uPsf] 7fpF syfdf :yfgut kl/j]zsf 
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¿kdf cfPsf] 5 . syfdf pNn]lvt w"k, cIftf, l;Fb'/ / km"nsf] kof{j/0fn] lxGb' ;F:sf/sf] kl/ro 
lbPsf] 5 . syfdf ;dsfnLg g]kfnL ;dfhsf] ljv08g pGd'v kfl/jfl/s ;DaGw, :jfyL{ k|j[lQnfO{ 
dfld{s ¿kdf k|:t't ul/Psf] 5 . o;y{ …o'4Ú syfdf k|hflt, If0f / kof{j/0f lrq0fdf syfsf/ 7s'/L 
;r]t / ;kmn /x]sL 5g\ .  

;Gbe{ ;fdu|L;"rL 

cfrfo{, g/xl/, cj:yL, dxfb]j / uf}td, b]jLk|;fb -@)$*_, g]kfnL syf efu ! -bf]=;+=_, nlntk'/ M 
;femf k|sfzg . 

If]qL, pbo -@)^$_, ;dfhzf:qLo b[li6df OGb|axfb'/ /fO{sf cfVofgsf] cWoog -ck|sflzt ljBfjfl/lw 
zf]wk|aGw_, lqe'jg ljZjljBfno .  

u'/fufO{, /]0f'sf -@)%*_, dfof 7s'/Lsf syfx¿ syf;ª\u|xsf] s[ltk/s ljZn]if0f -ck|sflzt 
:gftsf]Q/ zf]wkq_, g]kfnL s]Gb|Lo ljefu, lqe'jg ljZjljBfno . 

7s'/L, dfof -@)&$_, cfdf Û hfg'xf];\ -kfF=;+=_, sf7df8f}F M /Tg k':ts e08f/ . 
8fFuL, nf]saxfb'/ -@)&$_, dfof 7s'/Lsf syfdf k|hflt, If0f / kl/j]z -ck|sflzt bz{gfrfo{ txsf] 

zf]wkq_= lqe'jg ljZjljBfno . 
lqkf7L, jf;'b]j -@)^%_, kfZrfTo ;dfnf]rgfsf] ;}4flGts k/Dk/f efu–! -5}=;+=_, nlntk'/ M ;femf 

k|sfzg .  
bfxfn, v]dgfy -@)%*_, cfw'lgs g]kfnL pkGof;sf] ;dfhzf:q -ck|sflzt ljBfjfl/lw zf]wk|aGw_, 

lqe'jg ljZjljBfno .  
kf7s, k|df]b= -@)^%_, cfdf hfg'xf];\ syf;ª\u|xsf] s[ltk/s cWoog -ck|sflzt :gftsf]Q/ zf]wkq_, 

g]kfnL s]Gb|Lo ljefu, lqe'jg ljZjljBfno . 
kf08], eujtL -@)^&_, dfof 7s'/Lsf syfx¿df k|o'Qm gf/L kfqsf] cWoog -:gftsf]Q/ zf]wkq_, 

kz'klt SofDk; . 
kf08]o, d}g]h/ -;g\ !(*(_, ;flxTos] ;dfh zf:qsL e"ldsf, agf/; M ;flxTo csfbdL k~rs'nf .  
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Abstract 
The purpose of this paper is to examine the impact of performance appraisal and job satisfaction 
on employee organizational commitment in Nepalese commercial banks. The primary data has 
been used to assess the opinions of the respondents through structured questionnaires 
constituting Likert items. The survey is based on 172 respondents, which represents 78 percent 
response of the total efforts made to collect samples from 16 commercial banks of Nepal. 
Descriptive and causal research designs have been employed in this study. The Pearson 
correlation coefficient has been used to analyze the relationship whereas the multiple linear 
regression models have been used for examining the significance and impacts of performance 
appraisal and job satisfaction on employee organizational commitment in the commercial banks 
of Nepal. The result reveals that performance appraisal and job satisfaction are positively related 
to employee organizational commitment. The study, therefore, concludes that job satisfaction and 
performance appraisal are the important factors affecting employees' organizational 
commitment. As this study is confined to commercial banks only, future studies can consider other 
banking institutions, and among employees‟ profile and human resource management factors as 
well. 

Keywords: commercial banks, job satisfaction, organizational commitment, performance 
appraisal 

Introduction 

Performance appraisal is a key term in human resource management function which is 
viewed as a subset of performance management. Rao (2005) argued that performance appraisal is 
a method of evaluating the working behavior of the employee. Additionally, procedural and 
interactional justice was found to have a positive relationship with appraisal, satisfaction and 
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motivation (Selvarajan & Cloninger, 2011). If employees feel that the decisions are fair, they 
would respond with commitment, higher satisfaction and would be more willing to involve in 
extra-role behavior (Colquitt et al., 2001). Similarly, Cook et al. (2004) argued that the evaluation 
performance will not be effective if it is perceived as unfair by those involved in the evaluation 
process. Since employees‟ perception of justice is important to the performance outcomes, 
management of the organizations was advised to have the ability to change the employees‟ 
perception of the performance evaluation (Tang et al., 1996). In the opinion of Armstrong (2009), 
“a performance appraisal is a tool for looking forward to what needs to be done by people in the 
organization in order to achieve the purpose of the job”. An organization implements the 
performance appraisal system to allocate rewards for the employee, provide development advice 
as well as obtain their perspectives, and justice perceptions about their jobs, department, 
managers, and organization (Seldon et al., 2001).  

Sendogdu et al. (2013) evidenced that there is a strong and statistically positive 
association between training, either in multiple functions or on job skills, and organizational 
commitment. Naqvi and Bashir (2015) revealed that there exists a significant and positive 
correlation between human resource practices and organizational commitment. Hassan and 
Mahmood (2016) found a positive relationship between HRM practices (training and 
development, performance appraisal and compensation) and organizational commitment. The 
overall results indicate that employees who are satisfied with HRM practices are committed to the 
organization. Compensation is considered a more important variable in fostering organizational 
commitment. Formal and informal training strategies adopted by organizations are helpful to 
develop committed and professional employees. Further, the study revealed performance 
appraisal as one of the important factors which has a positive impact on organizational 
commitment. Rizal et al. (2014) concluded that compensation cannot directly improve employee 
performance rather it increases motivation and strengthens the organizational commitment.  

A performance appraisal system should be used as an employee development tool to 
identify areas of skill and ability deficiency to improve focus for training and development, 
because the possession of appropriate skills and abilities are the key elements in improving 
individual performance (Fisher et al., 1997). The role of human resources includes job design, 
human resource planning, performance appraisal, recruitment and selection, compensation and 
employee relations (Derven, 1990). Ahamad and Schroeder (2003) found that organizational 
commitment is an indicator that testifies whether the human resource management practices 
employed in an organization are able to foster psychological links between organizational and 
employee goals. This is an intangible outcome of a human resource management system and is 
important in retaining employees and exploiting their potential to the fullest extent over time. HR 
practices contribute to the organization‟s bottom-line areas such as recruitment, selection, 
training, development and performance appraisal, which should be consistent, integrated and 
strategically focused. Daoanis (2012) revealed that the performance appraisal system strongly 
affects the commitment of employees in both positive and negative ways. 
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Organizational commitment refers to an emotional attachment. Employee beliefs and 
values regarding their job and role in the organization measure their organizational commitment 
(Swailes, 2002). It is defined as a willingness to participate and contribute to the goals of the 
organization. The level of employee understanding and their commitment level in operations will 
be higher with strong supervision from their current employers (Okpara, 2004). Organizational 
commitment can be interpreted as the employee‟s long-term relationship and intention to stay in 
the workplace along with an unshakable belief in the goals and objectives of his/her organization, 
followed by a devoted effort to reach these goals (Porter et al., 1974). These perceptions depend 
on the manager or supervisor‟s actions and behaviors toward the employee. If performance 
appraisals are perceived as unfair, therefore, the benefits can diminish rather than enhance 
employees‟ positive attitudes and performance (Thomas & Bretz, 1994). Specifically, the 
perceptions of procedural unfairness can adversely affect employees‟ organizational commitment, 
job satisfaction, trust in management, performance as well as their work-related stress, 
organizational citizenship behavior, theft, and inclination to litigate against their employer.  

In context of Nepal, Pandey (2008) revealed a significant positive relationship among the 
components such as personal benefits, career benefits and job-related benefits of training and 
commitment in Nepalese banks. Likewise, Chapagain (2011) showed the positive relationship 
between employee‟s participation and job satisfaction in Nepalese commercial banks. Similarly, 
Pandey (2015) concluded that employee participation is positively correlated to employee job 
satisfaction, employee fairness perception and organizational commitment. In the same way, 
Mishra and  Shrestha (2015) found that there is a positive significant influence of organizational 
commitment on their performance. The empirical evidences in the context of other countries and 
in Nepal show several factors influencing the organizational commitment. This study is mainly 
aimed at examining the impacts of performance appraisal and job satisfaction on organizational 
commitment in Nepalese commercial banking sector.   

Literature Review 
The goal approach theory states that the organizational performance is the ability of the 

organization to achieve its goals. Goal achievement is one of the essential criteria to identify the 
performance of an organization. Concerning the achievement or non-achievement of 
organizations‟ objectives and gals, frequent assessments carried out as Etzioni‟s (1960) beliefs. 
However, in Etzioni‟s (1960) suggestion, the resources that an organization needs to achieve its 
objectives and aspirations were not taken into consideration. Some other researchers, for instance, 
Chandler (1962) and Thompson (1967), nurtured an idea of organizational performance similar to 
that of Etzioni (1960). Cherrington (1989) defined organizational performance as a concept of 
success or effectiveness of an organization, and as an indication of the organizational manner that 
it is performing effectively to achieve its objectives effectively. Likewise, Didier (2002) believes 
that the performance consists of “achieving the goals that were given to you in a convergence of 
enterprise orientations.” In his opinion, performance is not a mere finding of the outcome, but 
rather it is the result of a comparison between the outcome and the objective. Organizational 
performance reflects the ability of an organization to fulfill its shareholders‟ desires and survive 
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in the market (Griffin, 2003). Also, organizational performance is known as the outcome of the 
actions or activities, which members of organizations carried out to measure how well an 
organization has accomplished its objectives (Chung, R-G., & Lo, 2007; Ho, 2008). So, the 
researchers argue that the ultimate criterion of organizational performance is its growth and long-
term survival. So, what these definitions had in common was the effectiveness or realization of 
the objective component of organizational performance. 

Armstrong (2009) evidenced that staff performance appraisals establish individual 
training needs and enable organization to identify training needs analysis and planning. The 
impact of human resource management (HRM) practices can create comparative advantage for 
the organizational performance when organizational commitment matters (Jehad & Farzana, 
2011). Ray and Ray (2011) investigated the factors like performance appraisal, participation in 
decision making, training and development, empowerment, compensation influencing human 
resource management (HR) practices have significant association with job satisfaction. In 
addition, performance appraisals, participation in decision making are found to have high positive 
impact on job satisfaction. It has also been found that other elements like training and 
development, empowerment, compensation have substantial impact on employees‟ job 
satisfaction.  

Morrow (2011) revealed that the process in evaluating the performance of employees is 
one of the most important determinants of organizational justice. The findings also revealed that 
perception of performance appraisal system has a positive correlation with organizational 
commitment. In this regard, Arif et al., (2011) showed that perceived fairness of performance 
appraisal has influenced their commitment towards organization through the mediating factor of 
satisfaction. Iqbal et al. (2013) investigated the positive relationship job involvement with 
employee‟s commitment. The conclusions were based on motivation of employees as to involve 
the employees in their job and give them incentives as they become committed with their 
organization. Adham (2014) found a strong correlation of direct employee involvement with job 
satisfaction and organizational commitment. However, involvement through influencing 
decisions making was found to have a slightly stronger correlation with both satisfaction and 
commitment than involvement through giving employees autonomy over their work.  

In the context of Nepal, Pandey (2008) concluded that there is a significant positive 
relationship of personal benefits, career benefits and job-related benefits of training and 
development with employee commitment. However, Adhikari and Gautam (2011) found that a 
low degree of commitment and compliance have a negative impact on employee performance in 
Nepalese commercial banks. Chapagai (2011) found that employee participation is an important 
dimension for improving organizational performance and enhancing job satisfaction. The study of 
Subedi (2013) found that quality of training and workplace support is positively related to 
employee effectiveness. According to Nepal (2016), training and development, working 
condition, and performance appraisal are the major factors affecting job satisfaction in Nepalese 
commercial banks. Dahal (2017) investigated a positive relationship of pay and remuneration, 
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ownership, job security, chain of command, employee performance, and training and 
development with employee satisfaction. The above discussion reveals no studies have been 
found with performance appraisal, job satisfaction as independent variables and employee 
organizational commitment as outcome variable in the commercial banks of Nepal. Therefore, 
this study examines the extent to which commercial bank employees in Nepal are committed due 
to performance appraisal, and employee job satisfaction. 

Research Methodology 
A quantitative research approach based on positivism philosophy has been employed in 

the study. The design for the study is descriptive and causal in nature as cross-sectional data has 
been collected from the population (Holme & Solvang, 1996). The respondents' opinions on 
performance appraisal and employee organizational commitment in Nepalese commercial banks 
are assessed using the primary source of data. The target population of the study is the 
commercial banks in Nepal. The official data shows 27 commercial bank (NRB, 2020) and under 
convenience sampling basis 16 commercial banks representing 59 percent of the population 
(Annex 1). Further, the population of the respondents consists of the personnel comprising from 
assistant to executive level employees. They were approached through human resource 
department and a self-administered structured questionnaire survey included 172 respondents. 
Out of the 220 questionnaires distributed during November and December 2020, 85 percent filled 
up questionnaires were collected. After sorting the 78 percent useable questionnaires were 
recorded as sample for the research. This sample is adequate (Green, 1991) because the minimum 
acceptable sample size of 50+8k to test the overall model and 104+k to test significance of 
individual predictors, where k is the number of predictors. The study has used descriptive 
statistics such as frequency table, maximum value, minimum value, mean, and standard 
deviation, Pearson correlation and regression for examining the effect of performance appraisal 
and job satisfaction on organizational commitment on Nepalese commercial banks. The model 
estimated in this study assumes that the employee organizational commitment depends on 
performance appraisal, and employee job satisfaction. Therefore, the model takes the following 
form: 

ORC= β0 + β1PFA + β2EJS +ɛ  

Where, 
ORC = Organizational commitment 
PFA = Performance appraisal 
EJS = Employee job satisfaction 

 β refers to coefficient and ɛ refers to error term 
Organizational commitment 

Commitment refers to a person‟s dedication to a job or an organization. It is reflected in 
the person‟s intention to persevere in a course of action (Meyer & Allen, 1991). Organizational 
commitment is an indicator that testifies whether the HRM practices employed in an organization 
are able to foster psychological links between organizational and employee goals. This is an 
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intangible outcome of an HRM system and is important in retaining employees and exploiting 
their potential to the fullest extent over time (Ahamad & Schroeder, 2003). Organizational 
commitment comprises three types, affective (the psychological feeling and attachment of an 
employee to stay in the workplace socially and organizationally), continuance (the cost-benefit 
evaluation of whether to stay or leave), and normative (the feeling of being obliged to stay in the 
organization because of moral factors) (Meyer & Allen, 1997). 

Performance Appraisal 

It is concerned with identifying, measuring, influencing and developing the job 
performance of employees in the organization. To sustain profitable growth, organizations should 
focus on long-term value creation for the employee (Kochar et al., 2010). Roberts (2002) asserted 
that accurate and reliable performance appraisals help organizations to support and reward their 
most capable employees. A good perception will create a positive working environment in the 
organization, while a negative perception will affect the company‟s performance (Ahmed et al., 
2011). Procedural and interactional justice was found to have a positive relationship with 
appraisal satisfaction and motivation (Selvarajan & Cloninger, 2011). Based on it, this study 
develops the following hypothesis. 
H1: Performance appraisal is positively related to employee organizational commitment. 

Employee Job satisfaction 

Employee‟s job satisfaction and its assessment are equally important with a view to 
knowledge addition and practical applications in the field of managing human resources. Brown 
(2010) revealed that there was a direct relationship between performance appraisal, satisfaction 
and employee outcomes. Samad (2011) showed that there is a positive and significant relationship 
between job satisfaction and job performance. Agyare et al. (2016) revealed that employees‟ job 
satisfaction is positively related to fairness in the appraisal system, linking appraisals with 
promotion, clarity of roles and feedback about their performance. Chahal et al. (2013) revealed 
that the fair the performance appraisal of the banks, the higher would be the employee outcomes 
in terms of employee job satisfaction and organization commitment. 
H2: Employee job satisfaction has a positive impact on employee organizational commitment. 

Results and Findings 
The Table 1 depicts the respondents‟ characteristics under four panel. Panel A shows that 

19 percent were working as assistant, 40 percent were officer, 33 percent were manager, and 9 
percent of the respondents were working at executive level. Panel B indicates that 3 percent of the 
respondents were with qualification below bachelor level, 22 percent with bachelor, 62 percent 
with masters and 22 percent with qualification above master's level. Panel C shows the age 
distribution of the respondents and 9 percent of the respondents fall under age group of below 25 
years, 44 percent fall under the age group of 26-30 years, 38 percent fall under the age group of 
31-35 years and 9 percent fall under the age group of 36 and above. Panel D indicates that out of 
the total 172 respondents' majority (58 percent) of the respondents are male and remaining (42 
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percent) of the respondents are female. Figure 4.1 is the classification of the respondent‟s gender 
in terms of male and female. 

Table 1 
Profile of respondents 

Panel A: Positional level       
Level Respondents Percent Cumulative percent 
Assistant 32 18.60 18.60 
Officer 68 39.53 58.13 
Manager 57 33.14 91.27 
Executive 15 8.72 100.00 
Total 172 100.00   
Panel B: Educational level    
Qualification Respondents Percent Cumulative percent 
Below Bachelors 5 2.91 2.91 
Bachelors  38 22.09 25.00 
Masters  107 62.21 87.21 
Above Masters 22 12.79 100.00 
Total 172 100.00  
Panel C: Age distribution       
Age Respondents Percent Cumulative percent 
25 and below  15 8.70 8.70 
26-30 75 43.60 52.30 
31-35 66 38.40 90.70 
36 and above 16 9.30 100.00 
Total 172 100.00  
Panel D: Gender        
Gender Respondents Percent Cumulative percent 
Male 99 57.60 57.60 
Female 73 42.40 100.00 
Total 172 100.00   
Source: Field survey, 2020 

  
Table 2 exhibits descriptive statistics for performance appraisal, employee job 

satisfaction and organizational commitment in Nepalese commercial banks. All the variables have 
positive composite mean score. The composite mean score shows that the level of performance 
appraisal, employee job satisfaction and organizational commitment is above average. It also 
shows that the employees give high importance to job satisfaction. The table exhibits the 
maximum and minimum mean score as well as standard deviation indicating the variation of 
employees' priority on each factors affecting the commitment level. 
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Table 2 
Descriptive statistics 

Variables N Minimum 
mean score 

Maximum 
mean score 

Composite 
mean score 

Std. Deviation 
(%) 

PFA 172 2.29 4.71 3.65 57.98 
EJS 172 2.13 4.5 3.68 58.00 
ORC 172 3 4.63 3.65 45.58 

Source: Field survey, 2020 

Table 3 shows the reliability of the scale items of variables. Cronbach‟s Alpha 
coefficients between 0.6 to 0.7 indicates an acceptable level of reliability, and 0.8 or greater a 
very good level (Hulin, Netemeyer, & Cudeck, 2001). The value of Cronbach‟s Alpha 
coefficients lies in between 0.671 to 0.823 in the study. 

Table 3 
Reliability table 

Code Variable Cronbach‟s Alpha 
PFA Performance appraisal 0.823 
EJS Employee job satisfaction 0.673 
ORC Organizational commitment 0.671 

Table 4 
Pearson correlation matrix 

This table reveals Pearson correlation coefficients between dependent and independent variables. 
Performance appraisal (PFA), and employee job satisfaction (EJS) are independent variables and 
organizational commitment (ORC) is a dependent variable. 

  
Organizational 
commitment 

Performance 
appraisal 

Employee job 
satisfaction 

Organizational 
commitment 

1   
Performance appraisal .533** 1  
Employee job satisfaction .743** .671** 1 

**. Correlation is significant at the 0.01 level (1-tailed). 

Table 4 shows that there is a positive relationship between performance appraisal and 
employee organizational commitment. It indicates that the better the appraisal system, the higher 
would be the employee organizational commitment. Similarly, the result shows that job 
satisfaction is positively related to employee organizational commitment. It indicates that the 
higher the level of job satisfaction, the higher would be the employee organizational commitment.  
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Table 5 

Estimated regression results of performance appraisal and employee job satisfaction on 
employee organizational commitment 

The results are based on 172 observations by using the linear regression model. The model is ORC= β0 + 
β1PFA + β2EJS + ɛ Where, Performance appraisal (PFA), and employee job satisfaction (EJS) are 
independent variables and organizational commitment (ORC) is a dependent variable. Values in the 
parenthesis are t-values. 

Model Intercept Regression coefficients of Adj.R2 SEE F- value PFA EJS 

1 2.120 0.533 
 0.280 0.387 67.423 (11.245)** (8.211)** 

2 1.502   0.743 0.549 0.306 208.935 (9.996)** (14.455)** 

3 1.444 0.063 0.701 0.548 0.306 104.760 (8.828)** (0.902) (10.101)** 

Note: The asterisk signs (**) and (*) indicate that the results are significant at 1 percent and 5 
percent levels respectively. 

The study has tested the normality and multicollinearity to fulfill the assumption of the 
ordinary least square model before running the regression. Table 5 depicts the regression results 
after ORC on PFA and EJS. In model 1, the independent variable PFA has positive impact with 
beta 0.533 and significant at 99 percent confidence level with 28 percent explanatory power. In 
model 2, the explanatory variable EJS has solo explanatory power of 54.9 percent with positive 
beta value of 0.743. In model 3, the regression result of multiple regression shows the combined 
effect of PFA and EJC. The result indicates that EJS has positive and significant impact on ORC 
at 1 percent significance level. The regression coefficient of EJS with 0.701 indicates that 
employee job satisfaction leads to 0.701 unit on organizational commitment. The F-value 104.76 
of model 3 is significant at 99 percent level of confidence which shows that model is fit. 
Likewise, adjusted R-square of 0.548 shows that 54.80 percent of organizational commitment can 
be explained by the performance appraisal and employee job satisfaction. The models in the 
study are statistically significant and fit. 

Discussion and Conclusion 

The study employed Pearson correlation and ordinary least square regression model to 
analyze the relationship and impacts of performance appraisal and employee job satisfaction on 
organizational commitment in Nepalese commercial banks. The study used the cross-sectional 
data through primary data survey to assess the opinions of 172 respondents from 16 commercial 
banks operated in Nepal. The study finds positive and significant impact of performance appraisal 
on organizational commitment. The study finding is similar with the (Nasurdin et al., 2008; 
Morrow, 2011; Arif et al., 2011; Chahal et al, 2013; Naqvi & Bashir, 2015; and Hassan & 
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Mahmood, 2016). The study also finds positive and significant impact of employee job 
satisfaction on organizational commitment. The study finding is similar with the (Samad, 2011; 
Chahal et al, 2013; Naqvi & Bashir, 2015; Pandey, 2015; Hassan & Mahmood, 2016; Agyare et 
al, 2016) 

The study concludes that the better the appraisal system, the higher would be the 
employee organizational commitment as well as higher the level of job satisfaction, the higher 
would be the employee organizational commitment. Moreover, this study also concludes that job 
satisfaction and performance appraisal system are the major factors affecting employee 
organizational commitment in Nepalese commercial banks.  
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Appendix 1 

Number of commercial banks selected for the study along with the study period and number of 
respondents 

S. N Name of the banks No. of respondents 
1 Nepal Bank Limited 7 
2 Agricultural Development Bank 5 
3 Rastriya Banijya Bank Limited 6 
4 Everest Bank Limited 16 
5 Himalayan Bank Limited 21 
6 Nabil Bank Limited  15 
7 Bank of Kathmandu Limited  8 
8 Prime Commercial Bank Limited 7 
9 Nepal SBI Bank Limited 9 
10 Prabhu Bank Limited 11 
11 NMB Bank Limited 16 
12 Global IME Bank Limited 10 
13 Nepal Investment Bank Limited 18 
14 Siddhartha Bank Limited 8 
15 Citizen Bank Limited 8 
16 Sunrise Bank Limited 7 

Total 172 
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Abstract 
Thado bhaka is one of the popular genres of folk songs in the Gandaki region. The territory of the 
Gandaki region is extended from Budhigandaki in the east to Kaligandaki in the west. Thado 
bhaka is the diminishing musical genre. The habitual and experienced performers of thado bhaka 
are dying out. These days a handful of people from the old and new generations are capable of 
performing it. This article aims at introducing thado bhaka connecting it to its history, nature, 
and style. Observation, interview and secondary sources were used to collect information for this 
study. It is found that thado bhaka has a typical tune, language, style and meaning and become 
an identity of the Dura people of the Gandaki region. However, the study has pointed out some 
influences on its originality because of the growing wave of modernisation, especially after the 
development of electronic instruments. 

Keywords: Thado bhaka, diminishing musical genre, folk culture, Gandaki region, oral 
tradition.  

Introduction 
Nepal is famous for ethnic, linguistic and cultural diversity. Different ethnic groups have 

their own cultural identity and tradition. People living in various geographical locations have 
developed their culture and arts which adds the beauty of Nepal and known in the globe. A 
particular culture can have the power to tie various ethnic groups belonging to different 
geographical locations and linguistic identities (Daskalaki, 2010). As Tylor (1887) states culture 
is "that complex whole which includes knowledge, belief, art, law, morals, custom and any other 
capabilities and habits acquired by man as a member of society", thado bhaka has been rising as 
an emerging musical art among the people of Gandaki region, more specifically in Dura 
community of Lamjung district. Despite its popularity, thado bhaka and its cultural background is 
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a less researched area. Thus, this article aims to illustrate how thado bhaka, a typical Nepali folk 
song, connects people socially and culturally within the community and between different 
communities. Moreover, it examines critically the impact of modernisation on thado bhaka based 
on my observation as a participant observer and some information conversation with the people 
of the Dura community.  

There is no exact timeline about when thado bhaka came into existence. Thapa (2030 
BS) claims that Bauddha Singh Gurung migrated from Dhaulagiri (no exact location of 
Dhualagiri has been found where did he come from) to Hansapur (Kaski) in 1914 BS. Thapa 
further said that he came up with thado bhaka along with him, and Motilal Gurung, a folk song 
lover of the same village, well-picked up this song. He sang it in Jatras 
(Shivaratri and Fagupurnima), which takes place at the bank of Madi River, popularly known as 
Karputar. Motilal Gurung transmitted this popular musical genre to Deu Bahadur Dura, a 
legendary figure of thado bhaka (Thapa, 2030, pp. 59-60). However, there is limited literature to 
verify this statement and this can be a one-sided description of the origin of thado bhaka until and 
unless it is verified from other independent sources. Even so, various literature ensured that Deu 
Bahadur Dura and his singing mate Pancha Subba Gurung, the famous singer of thado bhaka 
popularised it a lot. The name and fame of thado bhaka spread in such a way that it is largely 
performed in Lamjung, Tahanun, Kaski, and Gorkha. They sing it with their local variations in 
the tunes and singing patterns of the song. Thado bhaka can be performed anywhere and anytime, 
especially in Jatras, social gatherings, parma (a tradition of labor exchange), religious rituals, and 
so on. 

Thado bhaka is known by other names as well such as Karputare bhaka, and Lamjunge 
bhaka. Because this bhaka is popular and well-performed mostly in the Dura community, it is also 
recognised as Dura bhaka (Thapa, 2030 BS, p.59). In reality, Dura bhaka is largely popular in Dura 
community even today. However, it doesn‟t mean that it is not popular in other communities, its 
popularity has been extended in most of the ethnic communities of the Gandaki region. It is not only 
performed for entertainment in these communities but also offers an opportunity of a source of 
social intercourse which has promoted social harmony and interrelationship.  

Tune Family 

The tune family of thado bhaka is yet to be determined. However, some experts (Thapa, 
2030 BS; Khanal, 2077 BS) believe that it is one of the members of a large family of songs 
prevailing in the Gandaki and Dhaulagiri Regions. According to Chetan Karki (cited in Khanal, 
2077 BS) thado bhaka, aadhikhole bhaka, and salaijo bhaka are from the same family. Similarly, 
thado bhaka, salaijo bhaka, sunimaya bhaka are from the same family (Thapa, 2030 BS, p. 
63). Thado bhaka seems to have a brotherly connection with Salaijo bhaka (Krishna Gurung, 
personal communication, December 11, 2021).  However, one shouldn't confuse thado 
bhaka with thadi bhaka. Thadi bhaka is one of the genres of Deuda (Lamichhane, 2067 BS, p. 113). 
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Style 
It is found that thado bhaka is purely an oral tradition because folk songs are a part of 

oral tradition. Britannica (2020) states that typically, folk music, like folk literature, lives in oral 
tradition, and it is learned through hearing rather than reading. No written text is used while 
performing thado bhaka. It is an anti-phonal (conversational) kind of song, in which a male 
singer and a female singer exchange their emotions, feelings, experiences and ways of life in the 
form of question and answer through a long melodious singing. Mostly, the singers use images 
and metaphors instead of stating something directly. These images and metaphors reflect their 
simplicity, originality and organic creation. Thus, thado bhaka has preserved a cultural identity of 
typical Nepali folk songs. 

By nature, it is not a solo performance. It needs at least two singers–one male and one 
female. They are supported by a sizable team of side singers and musical instrument players. 
Madal, mujura and handclapping are used as musical instruments.  Once a male or female singer 
recites the song, then a team of side singers (male and female) starts singing with him or her, 
which creates a melodious musical environment, and it attracts a huge number of audiences to 
support the singers and side singers by dancing and singing together. They also crack jokes 
during the transitional periods of the performance. The audiences use exclamatory words like 
sakyo, maryo, along with hooting in enjoyment (Dura, 2075 BS). 

If one transcribes the lines of oral texts of thado bhaka, then it appears to be couplets, and 
quadruplets in some situations. Most of the expressions are rhythmic. The beginning line is called 
phed (a root) and the ending line is called tuppa (a tip). Let see an instance: 

dfOt hfFbf s'/f}gL kfx'/ (a root) 
uof] Sof/] b]paxfb'/ nfx'/ (a tip) 

Meaning:  

(A daughter) brings the cream of milk when she goes to the maternal home as a parcel 
(root) 

Maybe Deu Bahadur Dura went to abroad (a tip) 

Generally, the first line (a root) of the song is used only for making it rhythmic. So, it 
may not contain a meaningful message in the majority of the cases. The second line (a tip) does 
have the central message. Singers can add some rhythmic lines in between the root and tip. 
However, only capable singers can do it. 

Content 
Thado bhaka covers everything under the sun. It includes all dimensions of human life -

including but not limited to love, reunion, tragedy, war, hell, heaven, spirituality, famine, sorrow, 
joy, and whatnot. In the past, knowledgeable and skillful singers used to include various contexts 
of Ramayana and Mahabharata. The majority of the words used in thado bhaka performance 
represent rural life equipped with agricultural activities. 
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Literary Devices 

Thado bhaka is famous for euphemism, and its basic characteristics are the use of decent 
language and politeness. No vulgar expression is used in it. A higher level of soberness can be 
found in the wording of oral texts (Dura, 2075 BS). This is an unwritten code of thado bhaka. 
Metaphors, similes, and other literary devices are heavily used in the course of singing. Idiomatic 
expressions also can be seen in thado bhaka. In a way, the function of thado bhaka performance 
can give a literary flavor to the audiences. For example: 

cfFk sf6L sf]of 
cab]lv lbglbg} a'9f] eof] dofF . 
(The singer expressed his old age feelings) 
============================================= 
nf}/L 6]sf}+ k}o}+ 
ndh'ªsf] e]8Lvs]{ d} x'F ====== 
(The singer introduced himself with images) 

-bL3{/fh clwsf/L æe]8Lvs]{ ;flxnf]Æ, ;fpg !*, @)&#_ 
;'Gb}df cfsf] eGy] a'9fkfsf cfuf] tfKg' d'9fsf] 
(I have heard that elder people said take the heat of wooden log) 
wtL{hLnfO{ vgL gelGbg' xf]nf dfofFn] o:tf] egL 
(Digging earth, do not say that beloved said this) 
ds}nfO{ sgL o:t} o:t} s'/fdf clt ljZjf; u5'{ dlg, dfofF nfpF5 a'9fsf] . 
(I also have complete trust in it and love the elder one) 
    -d~h' lj=s=, ;fpg !*, @)&#_ 

Language 

Thado bhaka is performed in the Nepali language and it is overwhelmed by local dialects. 
The colloquial form of dialect of Nepali language is heavily used. The audience can find a lot of 
dialectual terms used in the socio-cultural contexts of Gandaki region in general and Lamjung 
district in particular. In some situations, old-fashioned words can also be found in it, which are 
related to socio-cultural and historical events like wars, landslides, hunting, fishing, farming, 
shopping, marriage, etc.  

Legacy 
After Deu Bahadur Dura, Pancha Subba Gurung, Bakhat Bahadur Gurung, many singers 

like late Maniram Dura, late Rupa Miya, late, late Pechere Dura, Sahili Sarkini, late Bhedikharke 
Sahila, late Mairani Dura, late Sakudhara Dura, late Kaili Dura, late Dasharat Dura, late Riter 
Dura, late Gyani Maya Thapa, late Bhakti Maya Dura, late Chija Maya Dura, late Gau Maya 
Dura, late Soon Bahadur Dura, late Dhasiri Dura, late PadamKumari Dura,etc. continued the 
tradition of thado bhaka performance (Dura, 2022, pp.38-44 & 58).  

Likewise,  Ratan Bahadur Dura, Buddhiman Dura, Amardhwoj Gurung, Dalrani B.K., 
Suk Maya B.K., Srijung Dura, Sita Dura, Radha Bhandari, Shanker Pariyar,  Uttam Gurung, Hari 
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Maya Gurung, Sita Gurung, Indra Kumari Dura (Pakhere Mahili), Yam Bahadur Dura (not this 
author) have contributed to promote and protect thado bhaka through their performances (Dura, 
2022, pp.38-44 & 58). However, the performance of thado bhaka is getting weaker and slimmer 
day by day due to the influence of modernisation. It looks like it is heading towards its final days. 
Some social organisations like Dura Sewasamaj, Thado bhaka Lokkalaya Pratisthan, etc. are 
making some efforts to protect and promote thado bhaka. 

Impacts of Modernisation 
 In the face of globalisation, Nepali culture has undergone a massive change. Nepali folk 
culture cannot be an exception. As part of Nepali folk culture, Nepali folk song has witnessed 
unprecedented changes in its landscape. My observation reflected that modernisation has 
influenced Nepali folk songs including thado bhaka in two ways; first people use modern musical 
instruments instead of the traditional ones and the second is the decline of the younger generation 
towards folk music and the adoption of pop music. This is in line with Subedi (2010) who 
reported that the spectrum of modernity has penetrated folk songs through multiple aspects (p. 
28). Before the advent of electrical musical instruments, madal, sarangi, binayo, and other local 
musical instruments were heavily used by the local people. After the arrival of recording 
industries in Nepal, electrical musical instruments are in fashion replacing traditional and local 
musical instruments. 

 The live performance was one of the main characteristics of Nepali folk songs. People 
used to gather in one place and they used to sing and play local musical instruments on their own 
to entertain themselves. Now, there is a sea change musical scenario.  People don't sing and play 
musical instruments. They simply play imported recorded music and dance. The dark side of this 
kind of new trend is that it stopped the germination process of new talents in terms of singing and 
playing musical instruments. The process of germination and pollination of localised original 
songs is at a complete halt. 

 In the past, a folk song as a means of pure entertainment. These days it has turned into a 
saleable commodity. Music companies, dohori restaurants, festivals/mahotsabs are making folk 
songs a commercial product. Its positive side is that folk song performers are making their 
livelihoods through folk song performances and YouTube channels. It has a negative side too. Its 
result is that originality and localness-which are the defining characteristics of folk songs-are 
dying out and created, and composing songs is gaining popularity. These are the impacts of 
modernisation on folk songs in general. For example, Bel Bahadur Dura (pseudo name) said: 

During our time there were no other means of entertainment. We used to sing thado 
bhaka while performing Satya Narayan Puja, at marriage ceremonies and some social 
gatherings. We used to have a large group of young men and women to work in parma 
such as plantation of millet in Shravan (July–Agust) and they used to sing the whole day 
while continuing their work. The older generation used to transfer the songs to the 
younger generation. But now, most of young people engaged in social media and sing 
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foreign songs. They gradually forget thado bhaka and other many typical Nepali folk 
songs.  

 The above remarks indicated that the wave of modernisation influenced the way of life of 
the villagers which has an impact in cultural activities including thado bhaka and other many folk 
music. When the modernisation, urbanisation and marketisation influence the daily activities of 
many Nepali villagers, they adopted new culture and songs. As the population decreased in the 
village, so are the socio-cultural gathering. Thus, the influence of neoliberalism has created a 
threat to traditional folk songs including thado bhaka. 

Thado bhaka cannot remain unaffected by the massive waves of modernisation. Being a 
special genre, it is not as easy as other popular genres to perform. For this reason, it is far behind 
in the race of gaining popularity in modern-day society. Some young performers are highly 
motivated by other genres of folk songs. Some young performers have performed thado bhaka as 
a commercial product using some new electrical musical instruments. On the one hand, it can 
help continue the tradition of thado bhaka. On the other hand, it can deviate from its original 
form. This is a painful irony. 

Thado bhaka was born at a point in time in a special situation. The time and context have 
changed making it outdated. It seems as if it has not been able to be modified itself according to 
the time and context. For example, the similes, symbols, and metaphors used in the song are old 
enough and prove themselves to be old. It has not been able to develop new literary devices to fit 
with new context. Other folk song heritages are changed and transformed a lot. But, thado bhaka 
has been able to adjust itself to the new context. This situation has created a big challenge for its 
protection and promotion of thado bhaka. 

Conclusion 
Thado bhaka is one of the beautiful identities of people living in the Gandaki region, 

which was a part and parcel of the rural people (Dura, 2022, p. 57). It was the medium that 
connected the people of different castes and creeds. It was a source of societal communication 
and social intercourse. It is one of the centripetal forces that bring people of diverse socio-cultural 
backgrounds together. 

The basic characteristics of folk songs are easiness, simplicity, poignancy, lyrical, 
musicality, heart-touching, and naturalness (Thapa, 2030, p. 32). Thado bhaka cannot be an 
exception. For this reason, thado bhaka performers are surrounded by a huge number of rural 
masses. They sing and dance together with the performers. It breeds a large volume of social 
intercourse and develops a sense of oneness or unity in diversity. However, the neoliberal 
ideology, which promoted modernisation, privatisation and marketization, influenced thado 
bhaka by promoting pop songs even in villages. Similarly, the changing way of life not only 
changes the socio-economic activities of people but also their singing cultures. There is a large 
scope of research related to Nepali folk cultures which can promote and protect this cultural 
wealth as their cultural identity.  
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Abstract 
English language teaching (ELT) has become much pervasive in Nepal in the recent decades 
since its entry in the mid nineteenth century. Recently, the trend of converting government aided 
community schools into English medium has become a common phenomenon throughout Nepal. 
This paper intends to explore the hegemonial nature of English language education in Nepal, 
which has pressurised several local languages including Nepali, the official language of Nepal. I 
have reviewed some documents to establish how expansion of English has pressurised the growth 
of indigenous languages including Nepali, with the possibility of the loss of indigenous properties 
including languages, cultures and values. It pictures out the possibility of hybridity in language 
and culture in the new generations of youths and children if undue priority to ELT continues in 
the academia. 

Keywords:  English language teaching, hegemony, domination, endangerment 

Introduction 
Whether English language is indeed a need in Nepal‟s education system or it is 

particularly a hegemonial impact has been a matter of controversy. Academics in Nepal have 
been divided about using English language in education in general and school education in 
particular. Although English has been accepted as an official or alternative official language in 
several countries including Ghana, Liberia, Nigeria, Uganda, Zimbabwe, Jamaika, the Bahamas, 
Dominika, Barbodas, the Soloman Islands, and as an alternative official language in India, 
Singapore, Pakistan, Tonga, Tanzania, Cameroon, Kenya, Nigeria, South Afrika, Philippines, 
Vanuatu and Rwanda (Crystal, 2003; Finegan, 2009), many Nepali and foreign scholars (Giri, 
2010, 2011; Pennycook, 2017; Phillipson, 1997; Phyak, 2011, 2013, 2016; Rana, 2018) have 
strongly argued that English hegemony threats indigenous language, knowledge, values and 
culture. For example, Phyak (2011) argues that priority given to English as a medium of 
instruction in Nepali schools has weakened the multilingual education policy of the government 
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creating a hegemony of English language in common folks thereby endangering the ethnic 
languages of Nepal including Nepali. English has become more dominant in Nepal in the sense 
that several schools and colleges have adopted English as a medium of instruction, and it has 
restricted the use of Nepali, the official language and most of the indigenous languages within the 
country. Educationists have argued about the place of mother tongue, Nepali and English 
language in the curriculum, and their use as the medium of instruction. In this paper, I have 
argued that English language policy in Nepal is more of hegemonial in its nature and has gained 
emphasis from the government and the civilians producing a boomerang effect on Nepali, the 
only official language as well as hundred over indigenous languages and their ethnic identities, 
and argue that policies and programmes need to be developed so as to preserve ethno-linguistic 
diversity of Nepal. 

A Hegemonial Entry 

The entry of English language teaching in Nepal was of much hegemonial in nature 
rather than the need of the nation. Junga Bahadur Rana, the first Rana Prime Minister of Nepal 
introduced English language teaching in Nepali education system in 1854 after his visit to Britain 
hiring British and Indian English teachers with the purpose of teaching English language to his 
children (Eagle, 2008; Sharma, 1990; Wood, 1965). He initiated English language instruction as 
he was impressed by the British education system and wanted to further impress the British rulers 
that he was in an alliance with them. The teaching English in the “period of educational 
opposition” (Wood, 1965) was not inspired by the motive of educating the citizens of the country 
but an attempt to please the British colonial power and seek favour for his government. Later, 
Ranoddip Singh, second Rana Prime Minister and the son of Junga Bhadur, systematised teaching 
of English at Durbar School moving it to its current location in front of Rani Pokhari (Weinberg, 
2013).  

English language teaching policies and practices in Nepal tend to have inspired from the 
psychology that English is a dominant language of international communication, economic 
prosperity and academic opportunities that opens up the doors of upward mobility. Phyak (2013) 
reported that students and parents preoccupied the notion that learning of English would create 
them more educational and economic opportunities, and without English they would be regarded 
as illiterate. Furthermore,  Giri (2011) claimed that English was injected to Nepali educational 
plans and policies with foreign influence regarding it unavoidable for the political interest and 
economic development which has generated negative results due to lack of effective planning. 
Although Nepal National Educational Planning Commission (1955) rejected the use of English as 
the medium of instruction in primary education declaring it as the language of no “practical 
value”, English language was still prescribed from Grade Six as an optional subject which can be 
regarded as the hegemonial effect of English in the policy makers in Nepal. The Report rejected 
to teach English at primary level only because abled teachers were not available to teach English 
with the argument that “poorly taught foreign language is worse than not teaching at all”(Nepal 
National Educational Planning Commission, 1955, p. 93). 
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Expansion of English: A Threat to Linguistic Diversity 

There are a number of arguments (Eagle, 2008; Sontang, 1995; Weinberg, 2013; Yadava, 
2007) that have highly criticised the language policies of Nepal for propagating the status of 
Nepali leaving the indigenous languages behind to perish and die. However, these studies have 
not seen other side of the coin as they did not think of discussing the imperial effects of English 
language on the indigenous language including Nepali, the widely used language of Nepal. The 
reason behind this could be that the legitimacy of English has been psychologically established 
and maintained in the common citizens and the policy planners. Nepali linguistic critiques and 
policy planners have paid little interest to explore the imperial and hegemonial effects of English 
in Nepal which can be better described with what Robert Phillipson (2007) called “conspiracy” 
and “conspiracy of silence”. For example, English language teaching was still in priority during 
so-called „Party-less Pacnhayati Democratic Polity‟ when the policy of “one nation, one 
language” was adopted, and this was consolidated by the subsequent policies of the democratic 
governments without any disagreement from the contemporary academicians.  

Although judicial use of English can be acceptable as a means of international 
communication and knowledge exploration, over-emphasis to English can be regarded no more 
than the neo-colonisation impact and hegemonial dogma that consolidates the western ideals 
creating a threat of linguistic genocide to indigenous languages including Nepali. The argument 
of English supporters such as Karn (2011) who argued that acceptance of English may be 
supportive to resist the threat to indigenous languages and cultures through localisation of English 
in Nepali context. However, he did not explain how acceptance of English as "Nepali English" 
would preserves the indigenous languages, cultures and values. However, Robert  Phillipson 
(2006) argued that acceptance of English as a global language does not ensure opportunities to 
the speakers of other languages of the world because harms of it cannot be underestimated 
focussing on the benefits only. Similarly, Devkota (2018) argued that English language teaching 
has systematised social exclusion despite the inclusion policies of Nepal Government by 
depriving the marginalised Dalit communities in rural areas an equitable access to learning 
opportunities. Even the rural Nepali citizens struggling for daily needs are trying to teach their 
children in English medium schools as they have been hegemonized with English to perceive it as 
a symbol of status and upward mobility (Giri, 2010).  

 Recent educational policies of Nepal Government have tilted towards strengthening 
English domination neglecting its pressure on possibility of extinction of native languages, 
cultures and ideologies. For example, National Early Grade Reading Programme (2014/15-
2019/20) states that instead of effectively implementing additive multilingual policy, community 
schools have inserted extra English as a subject of „pride‟ instead of local languages, and many 
have adopted English medium instruction due to the fear of private school (Ministry of 
Education, 2014). Furthermore, English hegemony has been reflected in School Sector 
Development Plan (2016/17-2022/23) which put English as a priority subject to address parental 
and community demand of English (Ministry of Education, 2016), without referring to any 
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research displaying such demand from the community level. However, the scholars (Chalmers, 
2007; Davis, Phyak, & Bui, 2012; Phyak, 2011, 2016; Rana, 2018; Sontang, 1995; Turin, 2004; 
Yadava, 2007) have warned of language endangerment, language shift and identity crisis to the 
indigenous communities owing to hegemonial plans and policies, which lead to injustice and 
anarchy as suggested by Devkota (2018), Giri (2010) and Giri (2011) rather than equal 
distribution of power and resources.  

The Dream of Economic Prosperity with English 

The belief that English opens all the doors of opportunities for socio-economic 
development may not be acceptable because all the individuals‟ hope of affluence cannot 
accomplish by means of educating children in English language. If English language was the sole 
source of economic prosperity, why are the English-speaking nations like USA, Britain and 
Australia still facing risk of unemployment? Moreover, The English hegemony may lead the 
indigenous languages and ethnic cultures to the process of shift, endangerment and death. The 
data of Population Census 2001 and 2011 have revealed the changed status of languages of 
Nepal. For example, Nepali language speakers declined from 48.61% to 44.6% within a decade, 
and the ethnic population of all indigenous communities has decreased compared to the 
corresponding linguistic population. Linguistic and cultural crises were faced in post-colonial Sri 
Lanka, where unequal distribution of English consolidated class differences of „haves‟ and 
„haves-not‟ and strengthened Christianisation marginalising the Tamil speakers (Canagarajah, 
2005).  

Conclusion 
Pro-English educational policies of government are likely to promote English linguistic 

and cultural hegemony which might lead the future generation to „diasporic‟ feelings within the 
native premises. Current policies which tend to be oriented towards early English instruction and 
English medium instruction will do more harm than benefit to the students and the county. 
Although English cannot and need not be rejected outright, reduction of hegemonial effects will 
certainly support to preserve Nepali linguistic diversity and cultural heritage, thereby protecting 
indigenous knowledge, values and assumptions. It is necessary to promote indigenous languages 
including Nepali adopting additive bilingual and multilingual policies without assigning special 
privilege to English from the early school education. Therefore, Nepal Government requires to 
develop long term language plans and policies so as to preserve age-old linguistic and cultural 
heritage of Nepal for future generations.   
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Abstract 

This paper aims to provide critical analysis of the relevant literature, particularly focusing on 
how English as a Medium of Instruction has promoted cultural hegemony in the context of 
developing countries. The descriptive summary from the documentary analysis of recent 
literature helps to develop the argument on different themes. This paper reports that the current 
trend of adopting English as the medium of instruction is one of the forms of cultural hegemony 
as the government endorses EMI policy in the national curriculum focusing to develop English 
competence as the determiner of quality education, index of socioeconomic status and the 
foundation of students‟ career. Moreover, it indicates that EMI has served the elites to channelize 
their power and hegemony resulting the wider educational gaps, socio-economic inequality, 
marginalisation of the local languages, confusion in educational language policies, linguistic and 
cultural identity crisis and implementational challenges in theory and practice levels. It is 
significant to understand the practice and outcomes of EMI in the different educational settings in 
many multicultural countries including Nepal. The paper suggests developing critical discourses 
among the stakeholders, policymakers, educators and parents to create the appropriate model of 
multilingual pedagogy to prevent the English hegemony. 

Keywords: English hegemony, cultural minority, Socio-economic ideology, linguistic 
marginalisation multilingualism 

Introduction 

English as a medium of instruction (EMI) has constantly been an ongoing debate in 
academia since its increasing implementation as one of the teaching models or policies in many 
countries to develop English language proficiency and content knowledge of students by teaching 
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English and non-English subjects in English medium. EMI has been adopted from primary to 
tertiary levels in many developing countries where most of the students represent diverse 
linguistic backgrounds other than English as a native language. 

  It is widely assumed that EMI is necessary to increase the quality of education and 
employability in the competitive and globalized world; however, many researchers (Imam, 2005; 
Phyak, 2018; Rana, 2018; Sah, 2020a; Sah & Li, 2018) have questioned the practicality and 
output of EMI in diverse educational settings. There has been a long-standing interest of many 
educators, parents and teachers to adopt EMI in schools, colleges and universities despite the 
decades of research focus and conclusions with many limitations of EMI to multilingual 
developing countries. It is significant to understand the nature and practice of EMI, on which 
factor has to lead this transitional and transnational debate of educators dividing them into the 
two factions advocating that EMI as the required teaching model for quality education in the 
globalised world or EMI is a form of cultural and linguistic hegemony. Different countries that 
are adopting EMI with the government back up (Dearden, 2014), with unsystematic education 
language policy, need to be responsible to analyse the results of implementing EMI in the 
curriculum by developing explicit language policy to address all the challenges. 

Some studies (Walkinshaw et al., 2017; Yeh, 2014) focused on the demand of EMI to 
develop the English proficiency of the students to get opportunities in the globalised world. English 
language as the medium of international communication in the late capitalist world Halliday (2019) 
maintains the transnational relationship in diverse fields such as education, business, science, 
technology, economics, travel and tourism (Rao, 2019). Similarly, Gundsambuu (2019) identifies that 
government initiates EMI courses to increase learners‟ employability and socio-economic status 
promoting the national and international profile of the universities. However, many other researchers 
pointed in the opposite direction that EMI has brought linguistic and cultural identity crisis (Sah & Li, 
2018) as it is a form of cultural hegemony, where the country and ruling capitalists use different civil 
societies such as schools and universities to support their ideological beliefs for maintaining their 
power in capitalist societies (Rivkin & Ryan, 2017). Similarly, Rana (2018) has identified that EMI 
has been implemented without systematic plans and inclusive language policies in a multilingual 
country like Nepal with the interest of educators, parents and teachers; which has promoted English 
language hegemony over Nepali and many local languages and endangered the socio-cultural and 
linguistic diversity of the country. Expansion of English hegemony through EMI is illustrated when 
Sah (2020a) argued that EMI appeared as an instrumental approach of self-colonizing to the minority 
people and indigenous languages that they prioritize English with more value of economic importance 
than their mother tongue.  

Therefore, for understanding the nature and practice of EMI, this paper primarily aims to 
provide a critical analysis of the relevant literature, particularly focusing on how EMI has 
promoted cultural hegemony in the context of developing countries like Nepal. The related 
themes are presented in the following sections for critical analysis and explanation of how EMI 
replicates cultural hegemony. 



Marsyangdi Journal 						             Vol. 3, No. 1 August, 202266
 

 

EMI Policy and Linguistic Marginalization 
Implementing EMI in schools and universities has a close connection to how cultural 

hegemony works in human society because EMI has been directed by the top-down language 
policy of the country and applied from primary to tertiary levels without analysing the long-term 
outcomes which results in English language hegemony and loss of many indigenous and local 
languages in the society with the socio-economic and cultural gaps. Supporting this claim Sah 
(2020b) emphasized that EMI was an instrument of linguistic marginalisation as elites 
deliberately imposed English as the language of literacy curricula to maintain their status quo 
which ideologically established English as a compulsory skill for socio-economic mobilities in 
the society; resulting minorities to accept the English as the powerful literacy skill ignoring their 
local language and cultures. Similarly, Khan (2013) reported that the socio-economic ideologies 
have guided EMI in the universities of Pakistan connecting teaching-learning English with socio-
economic prosperity to establish a hegemonic nation through the assimilation of the cultural, 
ethnic and linguistic groups. Moreover, Rana (2018) contended that the lack of explicit language 
policy has resulted in an unsystematic implementation of English medium in many government 
schools of Nepal. However, some studies also have reported the positive impacts of EMI as 
Walkinshaw et al. (2017) stressed that EMI promoted internationalization, bilingualism and 
multilingualism with improved institutional profile and socio-economic mobility of graduates and 
university staff. Since English as a global language, people can argue in favor of teaching through 
the English medium. Nevertheless, Masri (2019) claimed that EMI policy had been accepted as a 
taken for-granted practice in the UAE as a result many indigenous languages lost their ethnic and 
cultural identity in the battle of English hegemony causing violation of linguistic rights and 
absent of Arabic language as the medium of instruction in higher education. 

Although some studies reported advantages of EMI in different contexts, there is still 
considerable ambiguity concerning the public choices and perceptions of EMI as Dearden (2014) 
reported that about 51% of people in 55 countries perceived EMI as a controversial and socially 
divisive approach implemented as the top-down language policy by education managers rather 
than consulting with the key stakeholders; which could limit people from low socio-economic 
background causing linguistic and cultural identity crisis. 

These findings demonstrate that the lack of systematic language policy of EMI has 
created a kind of socio-cultural gap in society by replacing many ethnic languages and their 
cultural identity. 

The Reflection of Cultural Hegemony in EMI  

Introducing EMI programs by the government in different educational contexts can be 
relatable to Gramsci‟s notion of cultural hegemony, emphasizing English as a key to unlock 
personal and socio-economic opportunities. As a result, many parents' interest is to enroll their 
children in EMI schools and universities because they perceive that their children will achieve 
personal and economic success. However, there are many doubts that EMI can address such 
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expectations in reality rather it serves only the dominant groups causing learners‟ socio-economic 
gaps, and linguistic marginalisation. Munslow (1988) stated that hegemony denoted the 
established relationship between the elites and dominant groups through socio-political and 
economic consciousness with the link of language. Similarly, Bates (1975) stated about 
Gramsci‟s theory of hegemony that people were not only ruled by force but also by ideas and 
civil society was supposed as the marketplace of ideas where intellectuals played the role of 
salesman spreading the ideas of rulers to the ruled and succeed to get the consent of common 
people as per the interest of political leadership. For example, the study of Sah and Karki (2020) 
concluded that EMI has been guided by the hegemonic and neoliberal ideology of elite groups 
which has convinced students and parents to provide quality education and socio-economic 
capital; however, epistemological inequalities and comprehension crisis in education and 
influence on local languages and culture for minority students has stood as the outputs of EMI. 

Similarly, Eriksen (1992) stated that the hegemonic language was extensively used in the 
education system, mass media, political and official contexts that prevented minorities from 
attaining power and encouraging them to abandon their maternal languages. Furthermore, several 
researchers (Green, 1993; Lears, 1985; Rivkin & Ryan, 2017) stated that cultural hegemony uses 
capitalist ideology than violence and economic force to maintain the common-sense values of 
working-class people who depend on intellectuals to understand the social structure; how political 
power shapes the attitudes and boundaries of reality depends on the intellectuals who connect the 
capitalist ideas in the society. For example, the recent study of Song (2019) reported that the 
elites had associated education and internationalization by developing EMI courses which 
established neoliberal personhood as demanded by the knowledge economy in the world. 

The above literature demonstrates that English as a medium of instruction represents 
elites‟ interests and advantages keeping the general public in social, cultural, educational and 
economic marginalisation in the national and international contexts. 

Perspectives on EMI 

The students‟ perceptions of EMI reflect that it has generated socio-economic, linguistic, 
cultural and educational conflicts and gaps in society based on various results of EMI at the 
practice levels. For example, Khan (2013) revealed that students representing rural Urdu 
backgrounds experienced learning difficulties such as limited vocabulary and comprehension in 
EMI courses of Pakistan universities; they perceived that English was not an essential pre-
requisite for the socio-economic development of a country because many advanced countries 
used national language and mother tongue as the medium of teaching. Likewise, Ali (2013) 
emphasized that the EMI system was developed from the macro (national policy), meso 
(university documents) and micro levels (actual stakeholders) in the Malaysian university 
resulting lack of official coordination and an educational gap in the practice of EMI in the 
classroom.  

However, some studies have presented students‟ positive perspectives of studying in 
English medium institutions when Rahmadani (2016) reported that about 50% of students agreed 
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and about 34% strongly agreed that EMI had increased academic success and students‟ 
motivation towards improving communication and comprehension understanding the 
international culture. Although some improvements in English language skills through EMI have 
been reported from the EMI classes, the recent study of Zumor and Qasem (2019) revealed that 
EMI triggered anxiety, frustration, embarrassment and poor educational outcomes that about 70% 
of students surveyed the English language medium of testing caused their academic failure in the 
exam and about 87% reported that EMI deprived their basic rights of using Arabi language for 
effective communication, discussion and understanding the subject matters and better 
performance in the test. These findings represent that EMI has created learning gaps in different 
educational contexts with the loss of socio-cultural and linguistic recognition of native languages. 

Issues and Challenges of EMI 
A growing body of literature has demonstrated that EMI strategies have several issues 

and challenges in the second language teaching pedagogy in different contexts due to the gap in 
the EMI planning and implementation. For example, Poon (2013) identified that the dominance 
of the English language through EMI raised various educational issues in Hong Kong such as rote 
learning and lack of motivation in students; linguistic issues such as decreasing language 
standards and the socioeconomic issue of social mobility. Likewise, Lee and Curry (2018) 
pointed out the various challenges in EMI classes such as lack of English proficiency, less time 
for planning classes, problems in correcting mistakes and examining learners‟ English proficiency 
on the part of teachers and less class enrollment, lack of interaction, and preference of native 
language on the part of students. Moreover, the recent study of Toh (2020) identified that the EMI 
was more guided by bureaucratic rather than academic purposes as a result, numerous challenges 
such as learners‟ mother tongue interference, diverse learning backgrounds, lack of teachers‟ 
ability to deal with the second or foreign language issues in EMI classes.  

However, some researchers argue that the challenges of the EMI approach can be 
minimised by developing systematic guidelines for that teachers‟ agency significantly helps in 
implementing EMI policies. For example, Dang and Vu (2020) concluded that a modified EMI 
competence framework supported to overcome the initial challenges in teaching EMI contexts to 
non-English background teachers in Australia because more than 85% of academics adopted 
various learner-centered strategies based on that framework to develop their linguistic, 
communicative and pedagogical competence. 

However, several researchers have found issues in the EMI strategy foundation and 
implementation. The recent work by Phyak and Sharma (2020) has exhibited that EMI policy is 
largely influenced by neoliberal ideologies as a result it has replicated English language 
hegemony to reproduce socio-cultural inequalities between English and local languages and 
constructed language hierarchy in terms of material values. Therefore, these issues and challenges 
associated with the EMI have raised the question regarding the effective implementation and its 
outputs. 
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Conclusion 
This paper argues that English as the medium of instruction has been growing as a 

cultural practice based on the power, ideology and dominant language policy in many countries 
which have created several challenges in theories and practices such as wider academic 
achievement gap, socio-economic inequality and linguistic marginalisation. From the content 
analysis based on the different themes of relevant literature, this paper illustrates that worldwide 
acceptance of English as the dominant language has influenced the instructional language policies 
in many multilingual contexts based on the popular agenda of English competencies such as the 
prestige, socio-economic position and transnational mobility for tempting global citizens. 

 Most importantly, EMI as a form of cultural hegemony leads people to abandon their 
mother tongues prioritising English as only the effective language to learn; as a result, many 
indigenous languages and cultures which are developed over hundreds of years collapse gradually 
from human history. Moreover, EMI policy has ruled over the indigenous languages emphasizing 
English as a tool to serve the elite interests therefore, EMI is inadequate to address the 
expectation of minority people in the reality. Regarding the perception of EMI practitioners, EMI 
has created academic confusion about which language should be used as the primary medium of 
instruction as there are different language policies at lower and higher levels.  

It is important to analyse the limitations of EMI that, the trend of a hegemonic shift in 
English as the medium of instruction (Phyak & Sharma, 2020; Rana, 2018; Sah & Karki, 2020) 
without an explicit language policy neither develops English proficiency nor empowers the local 
and indigenous knowledge. Finally, based on the literature, the effective way forward is to 
develop critical discourses among the policymakers, educators, administration and parents to 
develop the appropriate model of multilingual pedagogy to prevent the English hegemony. For 
addressing many issues, gaps and the ongoing debate on EMI, the stakeholders need to be 
responsible for developing an explicit instructional language policy that prioritises other native 
languages and mother tongues as the mediums of instruction rather than focusing only on 
English-medium education. Similarly, further research and exploration can help find possible 
solutions to this critical situation for EMI  

References 

Ali, N. L. (2013). A changing paradigm in language planning: English-Medium instruction policy 
at the tertiary level in Malaysia. Current Issues in Language Planning, 14(1), 73-92. 
https://doi.org/10.1080/14664208.2013.775543  

Bates, T. R. (1975). Gramsci and the theory of hegemony. Journal of the History of Ideas, 36(2), 
351-366. https://doi.org/10.2307/2708933  

Dearden, J. (2014). English as a medium of instruction-A growing global phenomenon. British 
Council.  

Eriksen, T. H. (1992). Linguistic hegemony and minority resistance. Journal of Peace Research, 
29(3), 313-332. https://doi.org/10.1177/0022343392029003007  



Marsyangdi Journal 						             Vol. 3, No. 1 August, 202270
 

 

Green, C. (1993). Advanced capitalist hegemony and the significance of Gramsci's insights: A 
restatement. Social and Economic Studies, 42(2/3), 175-207. 
http://www.jstor.org/stable/27865900  

Gundsambuu, S. (2019). Internationalization and English as a medium of instruction in 
Mongolian eigher education: A new concept. Journal of Language and Education, 5(2), 
48-66. https://doi.org/10.17323/jle.2019.8481  

Halliday, M. A. (2019). Written language, standard language, global language. In Z. G. P. Cecil 
L. Nelson, and Daniel R. Davis (Ed.), The handbook of world Englishes ( Second Edition 
ed., pp. 331-348). John Wiley & Sons, Inc. https://doi.org/10.1002/9781119147282.ch19  

Imam, S. R. (2005). English as a global language and the question of nation‐ building education 
in Bangladesh. Comparative education, 41(4), 471-486. 
https://doi.org/10.1080/03050060500317588  

Khan, H. I. (2013). An investigation of two universities‟ postgraduate students and their teachers‟ 
perceptions of policy and practice of English medium of instruction (EMI) in Pakistani 
universities (Publication Number 2013-4451) University of Glasgow]. 
http://theses.gla.ac.uk/id/eprint/4451 

Lears, T. J. (1985). The concept of cultural hegemony: Problems and possibilities. The American 
Historical Review, 567-593. https://doi.org/10.2307/1860957  

Lee, A. R., & Curry, H. A. (2018). EMI in South Korea: Exploring strategies to overcome 
challenges in the university classroom. Korea TESOL Journal, 14(2), 21.  

Masri, T. I. (2019). A critical examination of the Arab undergraduate students' perceptions of 
their academic Arabic proficiency in three EMI universities in the UAE. English 
Language Teaching, 12(4), 21-31. https://doi.org/10.5539/elt.v12n4p21  

Munslow, A. (1988). Andrew Carnegie and the discourse of cultural hegemony. Journal of 
American Studies, 22(2), 213-224. http://www.jstor.org/stable/27555005  

Phyak, P. (2018). Translanguaging as a pedagogical resource in English language teaching: A 
response to unplanned language education policies in Nepal. In International 
Perspectives on Teaching English in Difficult Circumstances (pp. 49-70). Springer. 
https://doi.org/doi.org/10.1057/978-1-137-53104-9_3  

Phyak, P., & Sharma, B. K. (2020). Functionality of English in language education policies and 
practices in Nepal. In Functional Variations in English (pp. 321-335). Springer. 
https://doi.org/10.1007/978-3-030-52225-4_21  

Poon, A. Y. (2013). Will the new Fine-Tuning Medium-of-Instruction policy alleviate the threats 
of dominance of English-medium instruction in Hong Kong? Current Issues in Language 
Planning, 14(1), 34-51. https://doi.org/10.1080/14664208.2013.791223  

Rahmadani, D. (2016). Students‟ perception of English as a medium of instruction (EMI) in 
English classroom. Journal on English as a foreign language, 6(2), 131-144. 
https://doi.org/10.23971/jefl.v6i2.432  

Rana, K. (2018). Retention of English language tension in multilingual communities of Nepal: A 
review of teachers‟ narratives. Journal of NELTA, 23(1-2), 40-53. 
https://doi.org/10.3126/nelta.v23i1-2.23347  



71Babita Parajuli/EMI as a Form of Cultural Hegemony
 

 

Rao, P. S. (2019). The role of English as a global language. Research Journal of English (RJOE), 
4(1). https://www.rjoe.org.in/Files/vol4issue1/new/OK%20RJOE-Srinu%20sir(65-79).pdf  

Rivkin, J., & Ryan, M. (2017). Literary theory: An anthology. John Wiley & Sons.  
Sah, P. K. (2020a). English medium instruction in South Asian‟s multilingual schools: Unpacking 

the dynamics of ideological orientations, policy/practices, and democratic questions. 
International Journal of Bilingual Education and Bilingualism, 1-14. 
https://doi.org/10.1080/13670050.2020.1718591  

Sah, P. K. (2020b). Reproduction of nationalist and neoliberal ideologies in Nepal‟s language and 
literacy policies. Asia Pacific Journal of Education, 1-15. 
https://doi.org/10.1080/02188791.2020.1751063  

Sah, P. K., & Karki, J. (2020). Elite appropriation of English as a medium of instruction policy 
and epistemic inequalities in Himalayan schools. Journal of Multilingual and 
Multicultural Development, 1-15. https://doi.org/10.1080/01434632.2020.1789154  

Sah, P. K., & Li, G. (2018). English medium instruction (EMI) as linguistic capital in Nepal: 
Promises and realities. International Multilingual Research Journal, 12(2), 109-123. 
https://doi.org/10.1080/19313152.2017.1401448  

Song, Y. (2019). English language ideologies and students‟ perception of international English-
Medium-Instruction (EMI) master's programmes: A Chinese case study. English Today, 
35(3), 22-28. https://doi.org/10.1017/S0266078418000408  

Toh, G. (2020). Challenges in English‐ medium instruction (EMI) at a Japanese university. 
World Englishes, 39(2), 334-347. https://doi.org/10.1111/weng.12434  

Walkinshaw, I., Fenton-Smith, B., & Humphreys, P. (2017). EMI issues and challenges in Asia-
Pacific higher education: An introduction. In English Medium Instruction in Higher 
Education in Asia-Pacific (Vol. 21, pp. 1-18). Springer. https://doi.org/10.1007/978-3-319-
51976-0_1  

Yeh, C.-C. (2014). Taiwanese students‟ experiences and attitudes towards English-Medium 
courses in tertiary education. RELC Journal, 45(3), 305-319. 
https://doi.org/10.1177/0033688214555358  

Zumor, A., & Qasem, A. (2019). Challenges of using EMI in teaching and learning of university 
scientific disciplines: Student voice. International Journal of Language Education, 3(1), 
74-90. https://doi.org/10.26858/ijole.v1i1.7510  

 
 
 
 
 
 
 
 
 
 
 
 



72
 

 

Peer Reviewed Article 

Marsyangdi Journal 
Volume 3, No. 1 

ISSN 2738-9588 

Using English as a Medium of Instruction in EFL Context in Higher 
Education 

 Betendra Kumar Dahal1 and Yadu Prasad Gyawali2*   
1Birendra Sainik, Aawshiya Vidhyalaya, Surkhet, Nepal  

 2Mid-West University, Nepal  
  (*Corresponding: yadu.gyawali@gmail.com)  

Article History 
Received    Revised    Accepted 
10th March, 2022         15th May, 2022                    20th June, 2022 

 

Abstract 

This paper attempts to find out the use of English as a Medium of instruction (EMI) in higher 
level in English as a foreign language (EFL) classroom. For the study, weselected 16 teachers 
and 80 students teaching and studying in Bachelor level in Mid-West University and TU affiliated 
colleges from the Surkhet valley using simple random sampling technique. Then, we distributed 
the questionnaire to the participants, observed their classes, and took interviews to collect the 
required information. From the critical analysis and interpretation of the information, we 
conclude that all the teachers and most of the students in higher level preferred EMI. Similarly, 
EMI in English subjects forced to implement EMI in other subjects in EFL situation, too. The 
result showed that EMI is being implemented but majority of the students in higher level have 
been facing various problems and challenges; specifically, most of the students were interested in 
learning English through mother tongue though they want to be enclosed with the EMI. This 
study concludes with suggestion to develop positive attitude towards EMI from practice to policy 
level with sufficient teaching learning aids, trainings and essential requirements in higher 
education in EFL context. 

Keywords: medium of instruction, mother tongue, foreign language, EMI pedagogy, 
potential challenges  

Introduction 
Using the English as the medium of instruction (EMI) is simply regarded as the matter of 

the strategies of teaching through the English language and growing global phenomenon existing 
in the overall academic level. In other words, it refers to the teaching of English or other 
academic subjects through the medium of English. EMI is the way of instruction using English in 
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which the content is a substantive academic course, rather than a support to a substantive course 
or a means to introduce language learning (Dickey, 2001). Similarly, Dearden (2014, p. 2) defines 
EMI as the use of the English language to teach academic subjects in countries of jurisdictions 
where the L1 of the majority of the population is not English. EMI commonly refers to the use of 
English in the offer of university degree courses in higher education instead of the domestic 
language of the country in question (Karakas, 2015). 

EMI is regarded as the major issues to define in the context of English education while 
most of the non-English subjects are adapting EMI. EMI fosters the ability to learn the English 
language and other English medium subjects. Similarly, EMI in EFL context refers to the use of 
the English language in the teaching learning activities without using the mother tongue. 
Regarding teaching of English in English language, Jane Wills (1990) views that teaching English 
through English means speaking and using English in the classroom as often as you possibly can, 
for example; when organizing teaching activities or chatting to your students socially. In other 
words, it means establish English as the main language of communication between your students 
and yourself (as cited in Dawadi, 2006, pp.111-12). 

EMI is popular in the countries where the first language of the majority of the population 
is not English. In most of the countries where English is not the national language, there has been 
a shift towards EMI in higher education. This is the result of an ongoing internationalization of 
higher education where internationalization seems to be synonymous with EMI. The adoption of 
EMI has been sweeping across the higher education landscape worldwide (Crystal, 2004 pp. 27-
46). Between 1995 and 2005, a large number of international education institutions expressed a 
significant interest in adopting English medium of instruction (Marsh, 2006, p. 29). Similarly, 
Sah (2015) highlights the use of EMI in educational activities that many non-native English 
speaking countries have taken on EMI owing to the growing need for developing communicative 
competence in English that may fulfill the increasing demand for the English language in order 
for socioeconomic and sociopolitical development. The rapid change to EMI in developing 
countries, for example, Ghana and Rwanda, unprepared for such a vast change is causing havoc 
in some educational systems.  EMI, therefore, has become a much-hyped issue today and it 
attracts a wide range of studies globally. 

English is the global language of education. Thus, as universities are becoming 
international institutions, EMI in higher education is becoming more common all over the world 
(Altbach, 2005, 2007; Altbach, Reisberg, & Rumbley, 2009; Mok, 2007). Regarding the use of 
English, Marsh (2006) has stated:   

 
English is now more extensively taught and replacing other languages as a medium of 
instruction in many places. Since English is the language of knowledge and international 
relations, more emphasis should be placed on English as the medium of instruction in the 
context of English for Specific Purposes (ESP) and English for Academic Purposes 
(EAP) at tertiary level (P. 30) 
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EMI is being grown in the educational paradigm. However, it hinders another language 
across the English language i.e., it has become the most dominant language in the world. How the 
world is being smaller due to the retention of globalization, in the same way the English language 
is being implanted across English-speaking communities/countries. People in the world are 
intended to be engaged in an English medium environment. Nevertheless, this is not their mother 
tongue or first language. So, they are learning English as a foreign or second language. Regarding 
this, many schools, institutions, and colleges have been established to expand the knowledge of 
the English language. Even from the pre-school period, English terms are taught to a child. In the 
foreign or second language context, the English language is regarded as the language of prestige 
especially in public conferences, seminars, training accounting and so on. 

In context of Nepal, EMI is unquestionably a growing phenomenon in public education in 
Nepal (Khati, 2016, p. 29). The goal of learning English is to gain access to a rich body of 
knowledge available in English. But, there is not any official policy or rational statement for the 
English language as a medium of instruction. However, most English medium schools claim the 
education they offer is of international level, competitive, modern and so on. The trend of 
medium of instruction in Nepal is in the direction of increasing emphasis on English (Weinberg, 
2013, p. 73).The study concerned to the use of EMI in the EFL classroom of higher education, is 
expected to be useful for teachers and students in practicing EMI in English. Similarly, this study 
will be fruitful for linguists, curriculum designers, textbook writers, teachers and students. 

Objectives of the Study 

The objectives of the study were to find out the use of EMI in higher level in EFL classroom,   
and identify the problems in using EMI in higher education. The following research questions 
supported to the objectives of the study.  

a. How often does the mother tongue hinder the use of EMI even in college level? 
b. What are the challenges found in teachers and students in using EMI? 
c. What strategies can be fruitful to foster the use of EMI at the higher level in EFL 

context? 

Review of the Literature 
Various scholars from the different universities and institutions have investigated EMI in 

the EFL context. Along with the research on EMI and its effect on the quality of education, the 
investigations were conducted on ways to effectively EMI. Klaausessen and Gaaff (2001 as cited 
in Cho, 2012) showed that workshops for instructors in the Netherlands had a positive influence 
on the perceptions of EMI and Paseka (2002 as cited in Cho, 2012) suggested that systematic and 
structural assistance should be provided to make the implementation of EMI successful. 
Moreover, EMI has been taken as a serious issue. Many researchers had conducted researches 
under various universities and research articles have been published regarding EMI in EFL 
context. Some of the researches carried out in the related area have been reviewed below: 
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In a descriptive study, Ibrahim (2001) investigated whether EMI can be an effective 
means of enhancing students‟ and teachers‟ language proficiency at university and to find out 
whether bilingualism necessarily leads to bi-literacy. He pointed out the problems with teaching 
content in English, such as the limited English proficiency of teachers failing to increase English 
skills of the students. With these findings, Ibrahim proposed a partial EMI programme, in which 
teachers and students were allowed to use their mother tongue in specific situations such as 
discussion sessions and questions. Likeise, Giliomee and Schlemmer (2006) found that the 
majority of parents reported an acceptance of the practical value of English, but Afrikaans-
speaking parents wanted their children‟s right to study in Afrikaans preserved. Indian-speaking 
parents also worried about the maintenance of cultural heritage and ethnic identity in this context. 
Dawadi (2006) suggested that English language learning could be more effective and meaningful 
provided that the teachers present lesson in English medium rather than in mother tongue. It is 
also suggested that this technique also enables learners to communicate in English. 

Wu (2006) investigated the students‟ attitudes towards EMI implemented to partial 
graduate courses in Chung Hua University. The researcher employed a questionnaire survey to 
investigate college students‟ attitudes towards EMI in a private university from the perspectives 
of the feasibility and the likely obstacles of EMI in an EFL learning environment in Taiwan.  
Most of the students in the study recognised the benefits of learning content knowledge through 
the English medium, and also confessing difficulties in understanding the content and learning 
materials and interacting with classmates and instructors in English. Rewarding teachers for 
offering EMI courses with extra hourly pay was found to be one of the effective promotional 
strategies of the university, the assessment methods of the students‟ learning achievement in EMI 
courses, however, was considered problematic in validity and reliability. In a different context, 
Teng (2009) explored the attitudes of the teachers about using EMI in their teaching techniques 
through a survey design. From the study, it was found that EMI teachers had positive attitudes 
toward EMI courses. The teachers were found to benefit from the practice of EMI, particularly in 
their English ability and teaching skills.  Some of the teachers reported using teaching strategies 
such as simple words, examples, visual aids, lesson reviews, body language, and other techniques 
to facilitate comprehension of content knowledge by students.  Their professional capability as 
EMI teachers has consequently been elevated steadily.  

Poudel (2010) discussed some of the major challenges emerged recently in the 
multilingual classes in higher education of Nepal using both quantitative and qualitative 
methodology. From the study, it was also found that the teachers preferred to use Nepali and the 
students felt comfortable in their own mother tongue. However, their goal of education is to make 
the student in English. It reveals neither the teachers nor the students are satisfied with the 
medium of instruction that in the classes of higher education what they used in the English 
classroom. Similarly, Khati (2011) found the use of mother tongue by the teachers and students in 
secondary level and the ways of reducing the over-use of the MT in English classes. The study 
found that the teachers need to the MT because of the students' proficiency in English. Similarly, 
the students need the MT due to shyness in speaking in a large class. The study also suggested 
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that using shorter and simpler expressions, encouraging the teachers and students, chatting with/ 
among the students in English may enhance target language properly. 

In a case study, Huang (2012) explored the design and implementation of EMI in higher 
education in Taiwan. His survey from the EMI programme administrators via interviews 
centering on their attitudes toward the design, implementation, and effectiveness of EMI practice 
in the university suggested that team teaching of content and language incorporated into the 
future EMI curriculum design and implementation. In a different context, Rogier (2012) 
investigated the effects of EMI on language proficiency of students enrolled in higher education 
in the UAE. To investigate the effects of EMI from an institution, faculty and student perspective 
in the context of higher education in the UAE was the purpose of the study. The investigation was 
explored through a retrospective panel study using a test/retest method to investigate score gains 
on the IELTS exam after four years of undergraduate study. It was found that the students 
generally did not feel that studying in English causes those problems and rate their ability in 
listening, reading, writing, and speaking in English as good to excellent. On the other hand, 
teachers did not feel students‟ language ability meets expectations for students studying in an 
English-medium environment and think that their students‟ weakest skills are in writing and 
listening. Baral (2015) in a qualitative research indicated that indicated that adoption of English 
as a language of instruction has not only limited students‟ creativity but has also hindered 
implementation of student-centered classroom teaching. It was also found that due to the lack of 
teachers‟ proficiency and sub-standard text materials have further compounded the problem 
thereby seriously limiting classroom interaction, and dialogue. 

The aforementioned studies have focused on attitudes, proficiency, effectiveness, case 
study and another phenomenon of using EMI in general subjects i.e. non-English subjects. The 
present study differs from previous studies since this study has attempted to study the use of EMI 
in English classrooms of higher education in the context of Nepal. English as a medium of 
instruction has even been used in other subjects along with English subjects. Moreover, in Nepal, 
English subjects are taught as a compulsory subject up to Bachelor level and as a major subject to 
all levels. It has been different in terms of context, objectives, tools and sampling procedure and 
the way of analysis as well. We mainly highlighted the use of EMI in English subjects. It has also 
investigated the relevance and problems of using EMI in English subjects in EFL higher 
education and determinants in the utilization of EMI in EFL context. Thus, the study relatively 
differs from previous studies. 

Methods and Procedures 
The design of the study was descriptive. We focused on both qualitative and quantitative 

(mixed method) research design. Mid-Western University and TU affiliated colleges located in 
Surkhet were selected as the study site. Teachers and students of Mid–Western University and TU 
constituent and affiliated colleges were selected through purposive sampling procedure. 16 teachers 
(10 classroom observations and 6 interviews) and 80 students who were selected through random 
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sampling procedure was the sample population of the study. The tools for the data collection were a 
questionnaire for the students, interview for the teachers and observation for both teachers and 
students. Two sets of the questionnaire were prepared for the students i.e. closed-ended and open-
ended as well as check-list for observation was prepared for the teachers. We got the 
recommendation letter from the English Instruction Committee and visited the Mid-Western 
University and the TU affiliated colleges in the Surkhet Valley and selected the required 
respondents i.e. students studying in Bachelor level to fill up the questionnaire. Accordingly, we 
distributed the questionnaire to students and after they finished filling up the questions we collected 
data himself. Then we appealed the administration and requested the instructors to get authority to 
conduct interview and classroom observation. The analysis and interpretation of the data collected 
from the selected students and teachers have been used to fulfill the objectives of the study 
following the qualitative and quantitative procedure (i.e., mixed method design). After collecting 
the data, the data were tabulated, categorised, described and compared systematically. We checked 
and moderated the data manually to reduce errors and inconsistencies for editing and coding and 
analysed from different angles/categories as well as closed-ended data collected by the students has 
been presented in the table and analysed. 

Results and Findings 

This section deals with the results and finding of the study based on the information 
collected from the participants. Preferences and use of EMI, problems in EMI in EFL contexts are 
the major considerations.  

Preference and Use of EMI 

The study found that about a half (45%) and nearly two fifth (37.50%) of them have 
positive attitudes regarding to the preferences to the EMI in English subject. Only a few (5%) of 
the students were found strongly agreeed and one fourth (25%) of them used the English 
language in the classroom; however, they prefer EMI. Specially, English majoring students used 
the English language in the classroom than the non-English majoring students. Students in the 
higher-level feel hesitation to use the English language to speak with their friends in the 
classroom. Nearly, one third (31.25%) and more than two fifth (42.50%) of them found strongly 
agreed and agree simultaneously in terms of the essentiality of the EMI in higher education. Most 
of the students stated that their English teachers use the English language in the classroom.  

The extent of using the English language by the teacher in English majoring classes is 
higher than the classes of non-English majoring. The use of EMI made difficult for the most of 
the non-English majoring respondents in comparison to the English majoring respondents. 
Majority of the students i.e. nearly two fifth (38.75%) and nearly a half (48.75%) of them had 
informed strongly agree and agree that their English teachers use to encourage them to learn 
through EMI. About two fifth (37.5%) were found strongly agree and two fifth (40%) of them 
were found Agree in terms of helping to be enclosed with the innovative technologies from EMI. 
Nearly, a half (45%) and more than two fifth (43.75%) of the total respondents claimed that EMI 
in English subjects helps to enhance EMI in other subjects as well.  
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EMI was being applied by the English teachers but students sometimes make them use 
MT. The trend of using MT in non-English majoring classes was more than in English majoring 
classes. There was great possibility to apply EMI in higher level because it was adopted since the 
elementary level. Learners' poor base, lack of training to the instructors, MT used in the 
classroom, lack of teaching-learning materials and so on interfere in using EMI in EFL context. 

Align with the findings of Huang (2012) and Rogier (2012), all the English teachers 
prefered EMI in the English classrooms in higher level. The teachers who have been teaching 
English in higher level claim that they mostly use EMI in their classrooms but the extent of using 
this is greater in the English majoring classes. It is because of the irregularity, lack of labor, lack 
of appropriate teaching learning material and context, and other factors. The lecturers claimed 
that EMI is not properly being used in the context of Nepal since all the stakeholders are equally 
responsible for this. Similarly, Cultural sensitivity, teachers/lecturers' proficiency, college 
environment, students' irregularity, instantly supervision, existing trend of teaching strategies are 
the most eminent challenges of the use of EMI in higher level in EFL context. 

Problems in EMI in EFL Context 

In terms of language skills, more students were found having problems in speaking (40%) 
and listening (30%) in higher level in the EMI context. Half (50%) of the respondents were found 
having problem in listening because of keeping up the most appropriate pronunciation and about a 
half (47.50%) of them had problem of listening because of being unfamiliar with the meanings of 
certain words during the classroom practice. More than two fifth (42.50%) of the respondents had 
speaking problems due to the hesitation to speak English and feeling of difficulty in speaking fluently. 
More than one third (35%) of them had difficulty in pronunciation in terms of reading. Nearly a half 
(47.50%) had problem of writing due to the difficulty in constructing the complex sentences. More 
than two fifth (41.25%) were found having problem in using proper words and meaning for proper 
context in learning vocabulary. The similar number of respondents were found problem in learning 
vocabulary because MT accent hinders in English vocabulary. More than a half (52.50%) of the 
respondents were found being confused while practicing grammatical items. More than a half 
(57.50%) of them were found stating the language used outside the classroom and environment of the 
college as the most influencing factors to arise the problems in EMI context in higher level. 

EMI in Classroom 

From the study, it was found that the students were mostly seen passive in non-English 
majoring classes in comparison to the English majoring classes. Students' interest was not found 
effectively in the classroom in spite of their passion in EMI. Students would not emphasize 
themselves for learning properly. Mostly, lecturers were found trying to simplify the content and 
code-switching as well. The extent of using MT in the classrooms has been found variation as per 
the class to class and teacher to teacher. It was also found that the MT was used in the non-
English majoring classes more than the English majoring classes.  For reducing the use of MT, 
the lecturers used problem-solving strategies. Less collaboration was found in the observed 
classroom. Classes were merely found in lecture methods with less interactive situation. Teachers 



79Betendra Kumar Dahal1 and Yadu Prasad Gyawali/Using English as a Medium of Instruction in EFL...
 

 

were required and obliged to translate into the MT in the classroom. In the EFL classes, which 
had been facilitated through using technology-based teaching learning aids were found more 
interactive. Moreover, teachers were found using MT while motivating the students, translating 
the literary genres, generalizing cultural terms and other situations in which the students felt 
difficult to perceive their presentation. 

Following Karakas (2015), EMI being one of the prominent factors in teaching learning 
activities, is regarded as one of the best techniques of teaching English as a foreign language. To 
be enclosed with the contemporary world, the English language is the best factor. For developing 
students' competency in the English language, first, EMI should be used in the English classes 
and later, it can be effective in other subjects, too. EMI seems to be familiar the students with the 
subject matter, learning resources and other essential components for developing education. 

The study explored the importance of EMI in higher education and its various problems, 
affecting factors of using EMI and appropriate suggestive ways. The study focused on the 
questionnaire for the students of higher level, interview for the teachers teaching in the same level 
and observation of the respected classes of higher level. Until the students are not self-motivated 
to learn and perform through EMI, the teaching learning activities can not be effective in EMI 
context. During the observation, no students were found being self-motivated towards EMI 
although they have realized the importance of it. Baral (2015) stated that the students in higher 
level should be self-motivated to learning EMI to enhance their learning better and aligned to the 
finding of this study. Moreover, the teachers teaching English in higher level either teaching 
English as the major subject or as the compulsory subject, they were found having positive 
attitude towards teaching English through EMI, however, the MT has been used by them in a 
certain context. The teachers stated that the EMI develops the students' proficiency in the English 
language and is helpful in their academic competency. Primarily, the MT was used in the English 
classroom while dealing with the classroom learning problems. Comparatively, such activity had 
been done more in non-English majoring classes than English majoring classes.  

Conclusions 
The study was carried out to identify, analyse and interpret the use of English as a 

medium of instruction and its problems while using in higher education in EFL context. It was 
intended to answer the questions; whether EMI is used or not in EFL classroom. The study 
revealed that higher level students have been facing various problems and challenges because of 
EMI; however, they want to be enclosed with the EMI. It is summarized that if all the concerned 
bodies from practice to policy level have positive attitude towards EMI, abundant teaching 
learning aids are available, training for the instructors and other essential requirements are 
provided then EMI is possible to use in the higher education in EFL context. Further, it is 
concluded that most of the teachers and students in higher level prefer EMI although it has 
created tensions and challenges in their professional career.   
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Abstract 
This paper examines the integration of information and communication technology (ICT) in 
education with its challenges and opportunities. Particularly, it aims to explore how the 
integration of information and communication technology and tools in education have created the 
opportunities and challenges to teachers, students, and even to educational institutions. I 
reviewed books, journals and research articles to examine the integration of ICT in education, 
the opportunities and challenges of implementing ICT in education and some ways to mitigate 
these challenges. From the review of various sources, I found the growing use of ICT in 
education sector creating both opportunities as well as challenges. The study revealed that the 
integration of ICT in education has been prioritised by many countries in the world. This study 
also showed the necessity of integrating ICT in education system to replace the traditional 
pedagogy and offer relevant knowledge and skills to both students and teacher to better survive in 
contemporary information society. This study suggests to redesign the educational infrastructure, 
teacher training, curriculum structures and materials, classroom practices and modes of 
assessment at all levels to integrate and implement ICT in education system effectively.   
 

Keywords: information and communication technology, ICT tools, integration, pedagogy 

Introduction 

Almost all sectors of contemporary society have been highly influenced by the 
information and communication technology (ICT). Information and communication technologies 
have been vehicle for social transformation.  Kirkwood (2014)  argues that ICT is involved in 
societal changes throughout the world; particularly mobile phones, internet and social media have 
been connected with vital social changes over the last 15–20 years. The integration of ICT into 
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different sectors have altered ways of living too. Roztocki et al. (2019) argue that information and 
communication technologies (ICTs) have altered the way of communicating with each other, 
finding information, working, running business, interacting with government agencies, and 
managing social lives.  

Like other sectors, the education sector has also been highly influenced by the 
development of information and communication technologies. These technologies and tools are 
powerful for the transformation of traditional pedagogy. Aduwa-Ogiegbaen and Iyamu (2005) 
point out the necessity of ICT in education in the era of globalization where the global 
dissemination of knowledge and information have been in the access of everyone via satellite and 
the internet. So,  the ICTs have had significant impacts on many sectors in today‟s knowledge 
economy world (Lim et al., 2020). Although information and communication technology and 
tools have offered a lot of advantages to students, teachers, educators or even to educational 
institutions, these technologies and tools are not free of criticism and also have posed   challenges 
too. Keengwe et al. (2008) argue that technology presents educators with challenges and 
opportunities to educate students to their highest potential. Similarly, Livingstone (2012) states, 
as ICTs bring together traditionally separated educational technologies-books, writing, telephone, 
television, photography, and also intersect places of learning-home, school, work and community, 
these changes pose both opportunities and challenges to educational institutions.  

Rational of the Study 

Integration of ICT in education has shifted pedagogy. Although the use of ICT in 
Education has offered many opportunities to both teachers and students, its use is not free of 
challenges. I also experienced that there came challenges as well as opportunity while using ICT 
in my classroom teaching. This context provided me an insight to carry out this study by 
reviewing different articles, books, and other documents. I believe this study explores how the 
integration of ICT in education is both challenge and opportunity in the context of Nepal. 

This study provides an insight to the teachers and students to make proper use of ICT to 
transform the challenges into opportunities and make effective use of ICT in teaching learning 
process. Even the curriculum designer, textbook writer and others concerned in field of education 
gain insights on how integration of ICT has created opportunities as well as challenges in the 
context of Nepal and how such challenges can be mitigated to integrate ICT in education from 
this study. Such insights provide those ideas on how to develop and implement ICT friendly 
curriculum and resource materials to transform traditional pedagogy and make teaching-learning 
process effective. 

Purpose of the Study  

Teachers, students, curriculum designer, policy makers and even educational institutions 
take integration of ICT as both an opportunity as well as challenge. In this context, the purpose of 
this study was to explore how the integration of ICTs in education is an opportunity as well as 
challenge in the context of Nepal.   
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Method 
To explore how ICT integration in Education is challenge as well as opportunity in the 

context of Nepal, I reviewed different books, journals and research article under different themes. 
I have reviewed different literatures from national as well as from international contexts and 
discussed the issues in detail within the themes. The conclusion has been derived from the 
discussion of issue being based on different themes. The following themes explore the context of 
ICT integration in education in general, how such integration has been opportunities and 
challenges in the context of Nepal and the possible ways to mitigate such challenges to integrate 
ICT in education. 

Analysis and Discussion 
Based on secondary resources, this section presents how ICT integration in education is 

both challenge and opportunity in Nepal.  

Integration of ICT in Education 

Information and communication technologies have been widely adopted in education for 
decades. In fact, computer applications in teaching and learning can be traced back to the early 
1970s (Levy, 1997). The growing application of ICT in education sector has brought many 
changes. Hernandez (2017) argues that ICT has had a massive and multiplying effects in 
education as it has brought about major changes in terms of form and content of education 
worldwide. So, many countries in the world have prioritized the application of ICTs in education. 
Pelgrum (2001) states that many governments developed plans to increase their funds to 
implement ICT in education in the late 1990s. ICT involves different terms when it is connected 
with education. Khan et al. (2012) state that the term ICT as applied to education involve 
technologies such as computers, the internet, broadcasting technologies and telephone that can 
facilitate not only delivery of instruction, but also learning processes itself. The integration of ICT 
in education is not limited within the use of certain tools in the classroom that foster learning 
environment, rather it involves a shift of traditional pedagogy. The massive use of ICT into 
different sectors of the knowledge based society has compelled both teacher and students to 
transform their way of teaching and learning. Hinostroza (2018) claims that the widespread 
accessibility and use of ICT in society has led teachers and students to use these tools and make 
teaching and learning process even possible outside the traditional classroom context. The use of 
ICT has not only transformed the way of teaching, it has also changed the role of students and 
teachers in teaching and learning process.  

Although the integration of ICT in Nepalese education system has short history, the use 
of ICT in education is increasing surprisingly. Karki (2019) states that although the brief history 
of ICT in Nepal started with the beginning of telecommunication service in 1913, it got priority in 
our education policies since last decade. The necessity of such technologies and tools have been 
realized much in present critical situation than ever before by all people associated in the field of 
education. Teachers, students and even different schools have used information and 
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communication technologies and tools as common platform and means of sharing knowledge and 
skills these days. These tools have offered many opportunities for teachers, students and even to 
educational institutions. 

Opportunities of Integrating ICT in Education 

Since the integration of ICT into education, it has brought many opportunities to both 
developing and developed countries. For instance, it has helped in connecting the rural schools to 
the outside world and more internal and external communication through the internet (O'mahony, 
2003). Both teachers and students can share their knowledge and skills with colleagues all over 
the world using ICT.  Kirkwood (2014)  argues that ICT can be resources for learning for both 
teachers and students as it provides them with opportunities for sharing their experiences and 
updating themselves with the latest informative materials and theoretical improvements in 
education. Similarly, Pelgrum (2001) states that the use of ICT has shifted learners from the 
passive consumer of educational offerings to an active knowledge gatherer and creative 
participant in educational activities. He further argues that ICT is not only the backbone of the 
information society, but also an important tool for bringing educational reforms that change 
students into creative knowledge workers. Different tools of ICT such as computer, internet, 
mobile dictionaries, LCD projectors, DVD players, e-books and e-learning systems introduced 
and used in many universities and schools all over the world have created a lot of opportunities 
for all concerned in imparting and gaining education.  

Information and communication tools have changed the behavior and nature of education 
in both developed and developing countries. Azmi (2017) states that the use of ICT in classroom 
motivates students to continue their learning and stimulate their creativity and passion for 
learning. Likewise, Dwiono et al. (2018)  argue that the integration of ICT in learning is an 
opportunity to create new learning experiences for students. Integrating ICT in teaching can 
increase the students‟ interest and motivation in learning and also supports in good understanding 
of learning materials. Hu and McGrath (2011) state that the use of technologically enhanced 
materials and the ICT resources and facilities provide support in autonomous learning of all the 
learners. The use of ICT in the classroom facilitates teachers to be update with new innovation in 
teaching and also assist them in delivery of content to the students.  

Challenges of Implementing ICT in Education 

Although ICT has a great potentiality to reform or even transform education, barriers 
come in the way of achieving success especially with students‟ learning. Sutherland et al. (2004) 
argue that knowing how to use ICT tools to transform learning in schools is not so 
straightforward as these new ICT tools often challenge an existing practice of teaching and 
threaten a deep-rooted knowledge domain. The advancement in ICT has affected different sectors 
of today‟s information society. Ferreira et al. (2014) argue that the use of new technologies has 
caused changes in habits, values and traditions and within this context, educational institutions, 
such as universities, are challenged to follow and adapt new technologies and guarantee their 
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graduates‟ excellent professional abilities and performance. O'mahony (2003) has given a long 
list of challenges in implementing ICT in teaching and learning. These challenges include; 
insufficient access to ICT facilities, unfavorable ICT policies, lack of technical support, 
unfavorable appraisal systems related to ICT use, difficulty in changing deep-rooted roles of 
teachers, schools and students, inappropriate beliefs and attitudes. 

 Developing and underdeveloped countries have different stories of using ICT to that of 
developed countries as these countries have a lot of challenges to implement ICT and take its 
advantages. Developed countries have implemented ICT very much effectively but developing 
countries are still facing several challenges. For example, Dhital (2018) has reported various 
challenges of integrating ICT in teaching and learning in the context of Nepal such as lack of 
access of ICT tools, no access of electricity, lack of technical support, lack of ICT related 
trainings, lack of infrastructure to integrate ICT and lack of digital resources. In developing 
countries including Nepal, many teachers are not at access of ICT and those who are in access 
even can‟t operate and use them for their maximum benefits. Hinostroza (2018) claims that many 
students and teachers lack the digital skills needed to make effective use of ICT tools that has 
created negative consequences for students‟ learning and also increased educational inequalities 
especially in developing countries. Khan et al., (2012) state that the lack of technology supportive 
physical environment in the university and absence of government, as well as institutional 
preparation to integrate ICT in education, are major problems in the contexts of developing 
countries.   

Although ICT has offered a lot of advantages in the field of education, south Asian 
countries including Nepal have not gained expected benefits of ICT due to limited access of it. In 
this regard, Lim et al. (2020) states that although ICT have enhanced equity, quality, and 
efficiency in the education sector in developing and emerging countries, the adoption of ICT in 
the South Asian countries‟ education sector has not been at scale and its impacts have been 
limited  in the field of education. In the Nepalese context, there are many barriers to implement 
ICT in the classroom. These include lack of web access in most of the rural areas, low level of 
digital literacy, low income of teachers, subsistence levels of economy in rural communities, and 
consequent inability to pay for expensive digital technology, as well a lack of government 
investment in ICT infrastructure in village communities as well as in schools (Rana et al., 2020). 
The ICT tools have still been beyond the access to many teachers and students and these tools 
have been practised mainly by educational institutions based in city areas (Acharya, 2014). 
Moreover, many teachers are not making proper use of ICT even if they have access of it due to 
insufficient ICT skills. Rana and Rana (2020) point out teachers‟ low level of ICT knowledge and 
skills as barriers to effective use of available ICT tools. All the above discussed literature 
indicates that although the integration of ICT in education helps both teachers and students to 
make their teaching learning more interactive and motivating, there exists many barriers in the 
way to implement ICT integrated teaching-learning in the context of Nepal. These barriers need 
to be mitigated to integrate ICT in education and gain maximum benefit of it.  
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Mitigating Measures and Way Forward  

Although many ICT tools have been invented for teaching learning purpose, their 
effective use to transform traditional pedagogy is full of challenge. Regarding the ways of 
mitigating challenges in implementing ICT in education, Khodabandelou et al. (2016) argue that 
teachers should attend ICT training and be capable of changing their mindset to adapt technology. 
Similarly, Samuel and Zaitun (2007) have suggested different measures to mitigate the challenges 
of implementing of ICT in the classroom. These include the full cooperation and support from the 
school administration, positive attitude of teachers, continuous training to update teachers‟ ICT 
skills, training on when, when not and how to use ICT tools appropriately, and the appropriate 
use of interactive websites, e-mail, discussion boards, courseware in the form of CD-ROMs. 
Moreover, Livingstone (2012) suggests to redesign the educational infrastructure, teacher 
training, curriculum structures and materials, classroom practices and modes of assessment at all 
levels  to embed ICT in education and avoid its challenges. In the context of Nepal, Rana and 
Rana (2020) claim that ICT training  is essential for teachers to adopt ICT- based teaching and 
learning for changing the traditional teaching strategies to modern learning ways. 

Conclusion 

The information and communication technologies and tools have created both 
opportunities as well as challenges for teachers, students, curriculum designers, educational 
planner, and even to educational institutions. The access and availability of information and 
communication technologies and tools have connected school with outside world and teaching 
and learning process has even gone beyond the classroom setting. The use of ICT tools in 
education has facilitated the reformation process of education in terms of both form and content 
and even the role of teachers and students. The ICT has been the backbone and also an important 
tool for bringing major educational reforms in current information society. Different ICT tools 
and technologies have offered a lot of opportunities and also changed nature of education in both 
developed and developing countries. These ICT tools have not only created opportunities but 
also, they have posed a lot of challenges as well. On the one hand, the ICT tools are not at access 
of many teachers, students and even to educational institutions in developing countries like Nepal 
which has created the challenges such as digital divide among the teachers, the students and even 
the educational institutions. On the other hand, low level of digital literacy, insufficient access to 
ICT facilities, unfavorable ICT policies, lack of technical support, unfavorable appraisal systems 
related to ICT use, difficulty in changing deep-rooted roles of teachers, schools and students and 
inappropriate beliefs and attitudes are posing the challenges in integration and implementation of 
ICT in education sector.  

Although there is challenge of providing access of ICT and integrating it into educational 
institutions, we have no option of getting back from the implementation of ICT in education. To 
mitigate the challenges of providing access of ICT to all and implementing them in teaching and 
learning effectively, the full cooperation and support from the school administration, positive 
attitude of teachers, continuous training to update teachers‟ ICT skills, training on when, when 
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not and how to use ICT tools appropriately, the appropriate use of interactive websites, e-mail, 
discussion boards and redesign of educational infrastructure, teacher training, curriculum 
structures and materials, classroom practices and modes of assessment at all levels  are required. 
In the context of Nepal also these measures are essential to transform all the challenges into 
opportunities and transform our traditional pedagogy to ICT friendly that fulfill needs of the 
teachers, students and even the educational institutions of contemporary information society. 
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Abstract 
The Indo-Pak partition of 1947 has not only invaded the physical space by making two 
independent nations - secular India and Islamic Pakistan - creating a demarcation between 
Hindus and Muslims but also intruded upon their psychological space tearing and ripping off 
their mindsets with the clear division of cultural identities between the two. This paper examines 
critically how the aesthetics of art employed in the story “Pali” does full justice in distributing 
the equal burden of trauma on both the parties- Hindus and Muslims-to arouse a special affect in 
the minds of readers in the post-partition of 1947. Such affect is quintessential and very 
meaningful while reshaping and rebuilding the identities in the community to reconcile with 
peace and harmony. It also examines how the shadow of an individual trauma falls on communal 
families and then on the society caused by the handful of bigshots-Maulvi and Chaudhri for their 
identity politics. The story spins around the little boy, who was lost in Pakistan during the 
partition riots, got separated from the Hindu family, lived with the childless Muslim couple, and 
was restored to the Hindu family eventually. It portrays the sufferings of both the child-Pali 
Yashpal and his parents due to communal superiority and religious fanaticism. “Pali” by Bhisam 
Sahni can be analyzed in the light of trauma art - the trauma of the partition, traumatic 
experience of religious conversion, identity politics, morality, and ethical concern. 

Keywords: ethics, fanaticism, identity, morality, partition, rebuilding communities, 
trauma 

Introduction 
In the history of India, never had partition been ever imagined even during the regime of 

Aurangzeb who was interpreted as the most ruthless ruler of the time and was reported to have 
kept abreast Muslims, and in defense of them, he had even destroyed the Hindu temples. 
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Although the rift was sharp with rivalry, the partition was not the subject of thought. But the 
British regime in the twentieth century had been successful enough in creating a division between 
Hindus and Muslims and turned them to be ready for communal riots crossing swords against 
their brothers and sisters. Since then, the Indo-Pak relationship turned into identity politics of the 
communal superiority between the two and proved to be irrevocable cultural trauma. Torn apart, 
it proved to be a colossal migration in 1947 for its cultural integrity in world history. The loved 
ones who lived with peace and harmony indiscriminately now turned into the surest enemies of 
the world to each other. 

The story begins with the traumatic condition of Manohar Lal and Kaushalya, his wife 
and their children, a Hindu family that had to leave Pakistan for India during the partition. The 
forced migration itself was a traumatic experience for the family, but it added to their insanity 
again when the family came to know that their four-year child, Pali Yashpal was lost. Kaushalya 
bursts out crying and feels, "…plight like that of a bird whose nests were being destroyed" 
(Sahni, 2007: 57). There was no trace of sympathy by the migrants as everyone's mind was filled 
with full of terror. They had desperate feelings of homelessness and apprehension. The only thing 
was the mounting pressure of survival. The people were transferred from Lorries to Lorries as if 
they were like the damaged goods. The Hindus were like the uprooted people from Pakistan and 
so were Muslims from India. Pandey (2004) calls it a genocide that cannot be narrated: “One is to 
declare such violence non-narratable: the „limit case‟ of history as it has been described in the 
instance of the Holocaust” (p. 45).  

The writers in the post-partition literature have tried to capture a realistic picture of the 
traumatic events by employing their different strategies. Some have spotlighted the pathetic 
situation of the large migration, separation, homelessness, and displacement while others have 
shed light on rape, bigotry, devastation, and blood pool. Das (1995) states, “The arson and 
abduction, rape and physical cruelties which followed the partition haunted the memory of the 
writers and continued to be a strong thematic component in our contemporary literature” (p. 
382).  The state and the media apparatus many times fail to administer their strategies in 
rebuilding the communal feelings and oneness and even resulted in naming and blaming the 
one over the other. It then becomes more of a cultural and political subject than social 
coordination when it comes to settling identities in society. From the dimension of trauma art 
and aesthetics, Sahni captures the specificity of both psychological and physical pain of the lost 
child Pali and transmits the pain to his readers to develop a sense of critical inquiry in readers' 
minds only to acknowledge their communal wrongdoings. Never does he name and blame any 
party but makes them yield upon the traumatic condition of the boy distributing an equal 
burden of trauma on each side. The affect that the writer has evoked in the readers can be 
interpreted as a significant step in the right direction to reconciling Hindu and Muslim 
communities with peace and harmony. The story ends with the return of Pali to his biological 
parents. 
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Literature Review 
Alexander et al. (2004) coined the concept of “cultural trauma,” underlining that social 

facts are not causes, but attributions: 

Events are not inherently traumatic. Trauma is a socially mediated attribution. The 
attribution may be made in real-time, as an event unfolds; it may also be made before the 
event occurs, as an adumbration, or after the event has concluded, as a post-hoc 
reconstruction. Sometimes, deeply traumatizing events may not have occurred at all. (p. 8) 

Cultural trauma thus stems from the psychological construct of an affect and this very 
emotion is saved by our own rooted identity. Trauma becomes mediated culturally and gets 
political to serve the purpose of the large group identity. "If trauma is to serve as a political 
commentary on violence, it must move beyond personal experience" (Kilby, xii). Trauma goes 
beyond personal and soon it becomes cultural-the Hindu-Muslim matter. The state politics had 
perpetrated the trauma by inviting the famine of colossal migration tearing the two major 
independent countries. Pandey (2008) says, “Cultural trauma emerges as a socially mediated 
attribution which emphasizes the representational aspect of culture” (p. 125). 

There are many ways how the writers depict the situation of the partition which is a 
subject to the aesthetics of trauma art during reshaping identities in course of building nationhood 
in the post-partition literature.  “The Owner of Rubble” by Mohan Rakesh depicts the trope of 
xenophobia when Giani Miyan, the protagonist returns from Pakistan after seven years to see his 
house in Amritsar, India, and senses the prose of otherness. At last, trauma is acknowledged by 
the major characters Giani Miyan and Rakkha. The irony is that the rubble belongs to the dog and 
trauma is evacuated through the animal, dog. “How Many Pakistans?” by Kamleshwar portrays 
the haunting psychological divisions of communal identities between the Hindus and the Muslims 
Saadat Hasan Manto‟s “Khol do” depicts the specificity of trauma caused by partition violence 
with pure affect. But unlike many story writers, Manto does not see the perpetrators as Hindu or 
Muslim- Hindustanis or Pakistanis, he just sees and depicts them as human beings with all their 
wilderness and barbarity.  Interestingly, in “The City of Sorrow” by Intizar Husain, there is no 
identity politics. Readers cannot even identify who the characters are and where they are from. In 
this story, the writer employs the technique of moral working to evacuate trauma from the 
representation of the soul, the embodiment of characters. In the aesthetics of trauma art, the 
special affect is evoked to transmit the pain to readers without naming and blaming any particular 
community between Hindus and Muslims. Likewise, The Train to Pakistan by Khushwant Singh 
writes a novel to sanitize the sides of the Sikhs who had committed violence twice the size of the 
Muslims. It is written orienting towards the cultural part to patch up its tear in the society and to 
rebuild the communities. Again the graphic representation is felt to transmit the somatic trauma 
and violence directly to the readers in the graphic novel Palestine by Joe Sacco. The somatic 
trauma is very much upper-hand in Amrita Pritam‟s Pinjar. All these are the representations to 
make readers feel the pain of the traumatic event during the partition of 1947 and acknowledge 
them and seek from them, the redemption of trauma. 
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All the same, the story “Pali” by Bhisam Sahni has no xenophobic traces nor any 
othering tendency of one over the other at the community level except for the bigshots of the 
community who try to play identity politics within their culture. He has tenderly chosen the 
character Pali and portrays the predicament that is yielded by both Hindus and Muslims. Sahni 
makes them feel an equal burden of trauma on both sides. 

Methodology 
This paper critically analyses the text in the light of Ron Eyerman's concept of cultural 

trauma, its repair, and Deleuze's sense of morality and ethics against the backdrop of the 
perspectives of Cathy Caruth and Jill Bennett on memory. The main aim of this paper is to 
examine how trauma has been portrayed from the aesthetic dimension of trauma art. It depicts 
how the story writer has employed his techniques of balance without making a superior one over 
the other. Because children possess divine qualities, Sahni deliberately chooses the little boy Pali 
and his helpless character drawing upon his context in both Hindu and Muslim communities only 
to compel them to develop a sense of critical inquiry and a new perspective on a communal 
society in a good health. This not only helps the readers to acknowledge their act of trauma but 
also plays a significant role while rebuilding new identities in the post-partition life of 1947.  
Thus, the aesthetics of art appeals to the societies to come close to each other and to think about 
their lost peace and harmony.  

Analysis and Discussion 
 The following themes present the critical analysis how trauma has been portrayed from 
the aesthetic dimension of trauma art. 

Religious Conversion, Identity Crisis, and Trauma 

The locus of trauma lies in the religious conversion of Pali (Yashpal) a-four-year Hindu 
child who was converted into a Muslim under the coercion of Maulvi, the Muslim priest. Maulvi 
was desperately unhappy that a non-Muslim kid was living with Shakur's family. Maulvi stands 
for religious fanaticism where molar politics gets the upper-hand. Pali was traumatized when he 
looked at the razor, as he could wince at how hard it could pierce his private part, though he was 
not aware of those rites and rituals going on with him.  He was caught and circumcised. It was a 
somatic trauma. He was given a new name- Altaf! The child was already in trauma at the loss of 
his parents but before he could realize anything he was converted into a Muslim and given a 
name. Here he loses his identity of Pali and gets a new identity- Altaf. In the post-partition life of 
India, often that there were a handful of people who played with identity politics with their selfish 
and insensible motifs in the community. Nobody cared what went in the psyche of the boy who 
was suffering for no mistake of his own. As the exposition part of the story reads that it never 
comes to an end with undoing a knot, Pali, supposedly Altaf, receives another setback in the story 
that causes the trauma to him again upon returning to India. 

The boy at 11 was again traumatized when he was converted into a Hindu forcefully by 
the big shot-Chaudhri. The boy‟s head was shaved with the razor and the boy kept sobbing with 
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the bowed head. Though he wanted to run away in the middle like a deer, the hunter caught and 
had him shave his head with a proper tuft in the middle. He looked like a Brahmachari with a 
holy thread and in a Hindu dress. Like in the past, the boy was dazzled and puzzled and hardly 
could he imagine what time of his life was going to be like. The sense of the Hindutwa, imposed 
on him, was not resisted by the boy and denied to accept the new name which was another 
traumatic dimension in the story. 

The Identity Politics, Ethics and Morality 

The stereo-typing of identity politics which is inculcated in the minds of the leaders of 
the community is the root cause of the trauma in society.  In cultural trauma, the verbal abuse to 
name and blame one over the other is central and it is evident in this story. The complexity of the 
problem grows when Maulvi does not allow any non-Mussalman or Hindu in his place whom he 
considers a serpent. Maulvi abuses: “Why don‟t you speak? You give a kafir‟s polluted child a 
place in your lap. You give him your breast to suckle. Do you want to nurture a snake?” (p.62). 

On his return to India, no sooner had they crossed the border than the lady social worker 
and facilitator, took away the boy‟s cap and threw it off on the road, and to Manohar Lal‟s mild 
reaction to it, she asserted that he was a Hindu boy and he should not wear a Muslim cap 
anymore. This shows how religious identity was set even in the minds of the social workers who 
were on the frontiers of government organizations and whose primary job was to retrieve the lost 
children and women by facilitating and settling the disputes on either side of the borders. The 
social worker in this sense is the hidden agent to cause the trauma to the little boy. Again when 
the Hindu bigwig- Chaudhri dawns upon the boy with disgust after he has read the namaz, he 
starts blaming the other side. Chaudhri abuses: “Those Muslas have planted the poison of 
fanaticism in his mind. And at such a tender age! Those rascals! They have planted a musla 
among us” (p.72). 

In cultural trauma, it is evident that trauma, which is registered as a trace in our mind, is 
accessed by constructing the affect and it is further shaped by our rooted cultural identity. The 
little boy was traumatized for not being circumcised and not saying namaz in the Muslim 
community. On the contrary, again he was traumatized for saying the namaz in the Hindu 
community. The poor boy could not act upon the scene what to do next. 

Cultural trauma posits the contestation between ethics and morality where each party 
withstands their proposition so vehemently that it is very difficult to blame on sheer onside. Pali‟s 
both biological parents and foster parents stand for the former whereas the two leaders of two 
different communities represent the latter. Morality comes from traditions and a set of values that 
one should shoulder from generation to generation but Ethics stems from critical inquiry that is 
encounter of morality, out of the contemporary experience. Ethics is often contingent on the 
situation. This is exactly where the politics of trauma lies. In the story, both Muslim and Hindu 
families do not opt for moral conventions as strictly as Maulvi and Chaudhri did for cultural 
identities. However, the families yielded to the conventions with silence and even did not trespass 
on moral grounds provided that it would harm their religious identity. Bennet (2005) says: 
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In Deleuze's terms, it is precisely what distinguishes ethical from moral art. 
Ethics is enabled and invigorated by the capacity for transformation; that is, 
precisely by not assuming that there is a given outside to thinking. Morality, on 
the other hand, operates within the bounds of a given set of conventions, within 
which social and political problems must be resolved. (p.15) 

Devotional art gives some sensation of morality but good trauma art helps to encounter 
the phenomenon and opens a new window to look at the art from a different perspective. It is 
exactly at this juncture it appeals to ethics over morality. 

The Muslim family was god-fearing.  Shakur and Zenab never thought of converting Pali 
into Mussalman. The family was happy and satisfied with having him with them except for the 
fear that someone would come and snatch him away from them. They vehemently believed that 
they had not committed any sin as they only adopted the child. Shakur responded to Maulvi: “I 
swear by the Holy Quran that we are not hiding any kafir in our house. We have only given 
shelter to an orphan boy” (p.60). Zenab also reacts to Maulvi because it is her motherly ego that 
made her speak that adopting a child is not a sin. The family was also in the know that some 
Mussalmans were having Hindus for tailoring work and that would not be an issue. Manohar Lal 
urged Zenab sisterly, “Bahen, I am not begging for my child. I am begging you for my wife‟s life. 
She has lost both of her children. She is missing Pali very much. His absence is driving her 
insane. Day and night she keeps thinking of him. Please pity her" (p. 69). Zenab was moved by 
the words of Manohar Lal and replied, “Take away this child. I don‟t want an unfortunate 
woman‟s curse to fall upon me. How could I know you had lost both your children?” (p.69). 
Nothing happened like Maulvi had thought despite he was strong in his moral grounds that he had 
converted the boy into a Muslim. The setbacks employed in the story by the writer lays the 
ground where identitarian politics on the moral ground is challenged by the ethical ground with 
humanism being contingent on the events in both Muslim and Hindu communities. 

The first setback is when the boy recognized his father after having shown him the 
photograph. Caruth (1991) claims, “To be traumatized is precise to be possessed by an image or 
event” (p.4). It took a longer time than expected for him to do it. Though delayed in the response, 
he recognized his biological parents in the photograph. Caruth (1991) also asserts, “...the notion 
of trauma as that which most marks the past, and its structural description as a delayed 
experience, may lead to a seemingly universalizing description in which experience itself 
becomes tied up with trauma” (p.114). Similarly, Sharma (2017) believes that when we try to 
situate the victim‟s personal experiences in the past context in which the event has taken place, it 
will drive the person to that very particular time and place to remember the event. “The imagery 
of traumatic memory deals not simply with a past event or with the objects of memory but with 
the present experience of memory (Bennett, 2005, p. 24).” Bennett provides the reference of the 
abuse of trauma of Finley‟s evocation of the child‟s eidetic memory linked to the past objects and 
sensations first to affect acting out of the traumatic memory to retrieve the past. It is exactly what 
happens in the story. The little boy was taken to the past by showing the graphic picture of the 
photograph over and over again to recognize his parents. This is called acting out in trauma 
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through which he recognizes his parents eventually and helps his father to release his trauma. 
Although Maulvi thought that he was Mussalman and nobody could take him away, the boy 
proceeded to be sent off. The second setback was traumatic to Chaudhri and the community 
people while the boy, started reading namaz in front of all instinctively whilst on the other side, 
Hindu women were playing dholaks and singing songs. Though the boy was caught, tonsured and 
given a holy thread, he looked firmer than before in his proposition. He denied accepting the new 
values imposed on him. He even ran away crying out to their Muslim parents in the middle of the 
mundane. The final setback is when he denied that his name was Pali. He expressed his name as 
Altaf Husain, son of Shakur Ahmed. For all these happenings under their nose, Manohar Lal and 
Kaushalya had nothing to say. Hence, Sahni has very tenderly chosen ethical ground over the 
moral one without causing any distortions to any community. 

Trauma Art and Rebuilding Identities  

The story writer, Sahni very carefully transmits the specificity of trauma and intensity of 
pain of the boy - Pali, through this story, to his readers to evoke the special affect on his readers 
so that they can open up the spot for critical inquiry through which the readers could feel the pain 
with empathy and acknowledge trauma with a greater sense of humanity. Eyerman (2001) says, 
“…cultural trauma refers to a dramatic loss of identity and meaning, a tear in the social fabric, 
affecting a group of people that have achieved some degree of cohesion” (p. 4). This is the 
aesthetics of trauma art, employed by the writer while remaking identities in the community 
during the post-partition life of India. He neither villainies nor valorizes any party but divides 
equal burden of pain to both sides of the family. In Eyerman's view, this is a tear in the social 
fabric that the aesthetics of trauma art tries to patch. In the story, “Pali” the political and religious 
antagonisms divide the Hindus and the Mussalmans far more deeply than the common things that 
can bind them together. For this, abandoned, forlorn, and alienated Pali simply served as the 
scapegoat to communalize the subject in both cases of conversion. Nevertheless, the portrayal of 
Maulvi and Chaudhri-like characters in the story are the focus of the writer‟s spotlight, only to 
depict how the issues of communalism and identitarian politics bring about social trauma in 
people's life. The writer through this story-“Pali” tries to patronize one community over the other 
so that it takes the place of social healing. 

The feelings of communal harmony can be traced in the story when both the parties meet 
for the proceedings after the child was found by Manohar Lal. His indebtedness towards the 
Muslim family, his sisterly attitude towards Zenab, his mild acceptance of the boy's wearing of 
Mussalman's dress with the social worker, and his silence while being said namaz by the little boy 
are some of the remarkable clues for religious tolerance. By the same token, the untold love of 
Shakur and Zenab for Altaf, their sincere adoption of the boy, considering him not as kafir, 
Zenab‟s motherly ego, the dreams are woven around Altaf to run their own business, and their all 
eyes to see their bride, the fear of losing the child- the hide and seek to Shekhapur and Lyallpur, 
and eventually sending back the child to Hindu family with heart-wrenching feelings are equally 
significant for the due respect of each other's culture. In addition, the Hindus working for the 
tailoring shop of Mussalman's owner represent that they didn‟t have communal intolerance with 
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each other. The delayed acceptance of the conversion of the boy from both the families and their 
representations in the story leaves the readers in a state of awe and give a glimpse of the 
harmonious life before the partition of 1947. “Cultural memory is a system of values artifacts, 
institutions, and practices that retain the past for the present and the future” (Assmann, 2021, p. 
26). Their social life is honeycombed with each other‟s culture. The story-writer doesn‟t mention 
the violence much, because the writer‟s focus is to spotlight the miseries and helplessness of the 
situation where neither side is to be blamed. Maulvi and Chaudhri are projected as the 
perpetrators of trauma but in fact, their voices are based on their religious conventions whose job 
was to secure their people culturally uniting them under the banner of religious identity. Maulvi 
evacuates his trauma when the boy was circumcised. He gave a boy an identity of Mussalman and 
wanted him to read Kalma and say namaz. Again Chaudhri and the pandits of the Hindu 
community were not to blame because it was natural they could not stand the boy reading namaz 
in their community. They again came out of trauma only when the Hindu rituals were performed 
to convert the boy into a Hindu. Similarly, Shakur and Zenab evacuate their trauma to a larger 
extent in the hope of having the boy with them during Eid or visiting Barailey, India to see the 
boy. The burden of trauma survived only with the boy because he doesn‟t want to change his 
name again. Amidst the time while reforming the societies, discounting violence of the partition, 
by the literary artists like Bhisam Sahni in their art, Gyanendra Pandey (2004) objects to the way 
the writers induce too much with literature, as it becomes political then and thereby avoids the 
representation of actual violence of the partition. For him, the partition is a rupture and genocidal 
violence and art should capture the specificity of pain accompanied by the partition unlike 
Nehruian and Gandhian historiography. Ambedkar (1945) writes: 

There is hardly any hope on that behalf. So long as the Hindus and Muslims regard each 
other as a menace, their attention will be engrossed in preparation for meeting the 
menace. The exigencies of a common front by Musalmans generates- and is bound to 
generate-a conspiracy of silence over social evil. (p. 237)  

Hence the literatures that have been written about the partition have focused on real 
tension because of the tragic situation.  Both Hindus and Muslims claim their communal identity 
by creating a sense of hatred toward each other. It is the craftsmanship of Sahni, to have a 
magical balance between the two portraying the communities with a little amount of prose of 
otherness during the post-partition life. The writer himself was born in what is Pakistan today and 
brought up in India. Thus, Sahni‟s focus is more on reshaping the identities in course of building 
nationhood, without villainizing or valorizing any party in the story. He chose the innocent victim 
to arouse the special affect of pain among his readers to transform pain from the character 
viscerally to the body of readers to acknowledge trauma from both sides. This artistic projection 
in literary writings has ample scope for reconciliation. 

Conclusion 
The writer, Sahni in the story- “Pali” portrays how communal identities are constructed 

by the handful of people with their culture as well as religious roots and how they are combatted 
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by the common people to reconcile with peace and harmony in the communities between Hindus 
and Muslims. The writer carefully employs the characters and plots the sequence of events in the 
story to contest the proposition of ethics with morality in identity politics foregrounding the 
abandoned, forlorn and alienated little boy. The mild representation or almost devoid of violence 
looks deliberate as it was time for reconstructing identities during the post-partition life of India 
more harmoniously than ever before. From the dimension of trauma aesthetics, Sahni evokes an 
affect in the minds of readers and transmits the pain to them to critically inquire about the 
situation created by the partition. Such a strategy employed in writing can be a remedy to bridge 
the relationship between the two parties. Overall, there is no induced somatic trauma nor any 
trope of xenophobia. Nevertheless, the prose of otherness is fairly represented from the 
perspectives of Maulvi and Chaudhri elevating their religious superiority and fanaticism. 
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Abstract 
Inclusive education is an approach, process, perspective and universal principle of 
mainstreaming the people to address the diverse needs and interests of students through a 
responsive, respectful and supportive learning environment. Students from diverse socioeconomic 
backgrounds and with different learning abilities can learn together by participating in their 
educational settings. This study aims to identify the indicators of inclusive education that can be 
helpful for teachers to make their teaching effective.  After being familiar with the national and 
international practices of inclusive education, teachers can broaden their knowledge and will 
incorporate inclusive attitudes into their content delivery practices. Despite the high public 
interest in technical and vocational education (TVE), few of them have access and the 
opportunity to enroll in the TVE stream. Considering this problem, this study was conducted in a 
natural setting through field visits, interviews with parents, students, SMC chairpersons and 
political leaders in the sampled district. The study found the various gaps in inclusive practices 
such as promoting diversity, social justice, cooperative learning and collaboration in general and 
TVE schools in Nepal. Using Herzberg motivational-Hygiene theory as a theoretical lens to 
investigate the practice of inclusiveness in TVE schools, I found some demotivating factors such 
as fragile TVE policy and job insecurity of teachers to demotivate teachers and students toward 
technical and vocational educations in western Nepal.  
 

Keywords: inclusion, access, supportive teaching, alternative teaching, parallel teaching, 
visionary leadership. 
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Introduction 
This study analyses the practices of technical and vocational education (TVE) from the 

stakeholders' perspectives including subject teachers, SMC members, and students in Nepal. 
Although the thirteenth national periodic plan (2013–2016) provided programmes and activities 
for developing and strengthening the TVE stream at the secondary level offering choices to the 
students for vocational preparation (NPC, 2013), the crossroad conversation and my observation 
as a teacher educator informed about the practice of TVE as per its objectives. Similarly, offering 
TVE in school as a separate stream is not only the answer to promoting employment, engaging 
youths in productive work and reducing poverty (Grollmann & Rauner, 2007). However, SDP 
(2016-2022) has given top priority to the effective implementation of such programmes (Karki, 
2012). To enhance the quality and relevance, relevant curricula, preparation of teachers, 
provisions for infrastructure and equipment, adequate provisions for institutional learning blended 
with work-based learning, involvement of the employers in course design, training delivery and 
assessment and provision for career guidance, coordination of institutional training and work-
based learning including transitional services and post-training supports are some of the essential 
prerequisites for successful implementation of the streaming scheme in secondary schools (DOE, 
2017). But there are only a few inclusive practices have occurred in Nepal. Documental practices 
have been more but the real practice reflected that 92.59% of students do not have textbooks, 
44.44% mismanaged the school, 29.23% of schools have only reference books and 70.37% of 
textbooks are insufficient in the school (DOE, 2017).  

International Practices of Inclusive Education 

Inclusive education is a right, efficacy, pragmatic and political perspective (Dyson, 
1994). It is conceptualized from a development perspective as it has a different meaning in 
developed and developing countries. According to Sharma (2015), in the perspective of 
developing countries education is widely inclusive in ladies, marginalized and disadvantaged, and 
in ethnic group children with physical exceptions and learning problems. Inclusive education can 
be interpreted from a critical perspective as it may cultivate learners' minds with pedagogy and 
transform society through education. The critical perspective assumes that inclusive education 
provides an appropriate learning classroom environment for all participants (Brelach & Chamber, 
2011). Defined through a humanistic lens, Cologen (2013) states that getting inclusive education 
is a human right to enhance social relations and conditions. In the narrow meaning, it is an 
integrated form of learners and oppressed children groups (Slee, 2011). The wider perspective 
definitions are more focused on diversity and inclusion of all children in learning according to 
their needs and psychology (Armstrong, et al. 2011). But in recent date, inclusion in education is 
not an intellectual idea; it is a real experience (Bruns, 2009). It is a way of looking at the world 
society that enacts the fundamental meaning of education for all children, complete participation, 
complete membership, complete and valid citizens. To sum up, inclusive education is an ideology 
to address the people positively with the diversity like Nepal with difference and differences as 
stated by Derrida. That requires full participation in group learning with special methods and 
techniques. There are some methods and approaches like the social minima approach, political 
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inclusion approach, partial inclusion approach, and regular inclusion approach. Regarding the 
approaches to inclusive education.  Heiman (2004) suggested four approaches: in and out 
approach, two teacher approach, full inclusion approach, and rejection of inclusion. 

As the beginning of international practice, the UN declaration of human rights on 10, 
December 1948 brought international attention to the practice of inclusive education globally 
(UNESCO, 2005). Inclusive education policy Ghana (1992), Dubai inclusive education policy 
framework (2017), the world education forum Dakar conference (200), and Salamanca 
conference (1994) in Spain have coined the term inclusive education. Salamanca's statement and 
framework of action on special needs education (1994) are still considered the key international 
document on the principles and practices of inclusive education. Salamanca stated that schools 
should be incorporated global behavior in all children according to their physical, mental, social, 
emotional linguistics and other conditions (UNESCO, 1994). The Child Rights UN convention 
(1989) ensured the right for all children to education without discrimination in any field and made 
the provision free and compulsory primary education (Peters, 2004). UN millennium 
development goal (2000) has already achieved its goal. Now Incheon conference has raised 
education as SDG 4, to 2015 to 2030 as global prosperous and prosperity of the global citizen. 
These all have the international practices for enhancing inclusive education for global peace and 
humanity. 

Salamanca Conference (1994) outlined the rights of all children to have access to 
education in the regular school environment (Ainscow, 2005). It means an inclusive educational 
environment should be provided to all children to ensure their access to the general curriculum. In 
an inclusive setting, educational programs are adjusted as per the needs and abilities of children 
rather than expecting them to fit into the system. Inclusive education is essentially a social justice 
in education. It seeks fair, equitable, and egalitarian education for all students (Ainscow et al, 
2006). It seeks to break down any type of discrimination or prejudice based on specific 
differences or minority status. Inclusive education, therefore, aims to improve educational quality 
by accommodating the general curriculum as per the personal needs and abilities of the children 
(Ainscow, 2005). Students may experience exclusion in their classrooms without proper access to 
the curriculum. Adaptation, therefore, has been reported as a key practice to ensure access to 
curriculum and instruction in the general classroom. An individualized Educational Plan is a most 
essential tool to ensure access for all children to the general curriculum and instruction (Ainscow, 
2019). School professionals need to work together to conform the curriculum no longer a barrier 
to inclusionary practices. For this purpose, they can differentiate the general education curriculum 
as per the individual needs of learners studying in a particular class.  

Practices of Inclusive Education in Nepal  

The government of Nepal has committed to and signed various international conferences 
and conventions. The documents such as Salamanca of Spain (1994) and The Constitution of 
Nepal (2015), have provisioned inclusive education in article 31, in part 3, and stated every 
citizen shall have the right to access free and compulsory basic education to each people up to 
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secondary level. For inclusive practice, the latest constitution of Nepal has ensured education 
rights up to the secondary level for the physically impaired and economically marginalised 
(GON, 2015). Similarly, the child act (1992) has a positive practice by establishing child welfare 
committees and orphanages (UNICEF, 2003). 

In Nepal, some positive efforts have been practiced regarding inclusive practice in school 
education. The education act (1971), national policy and plan of action on disability (2006), 
special education policy (1996), equity strategy (2014), inclusive education on development plan: 
9th plan (1997-2002), international commitment on MDGs  (2016-2030), Incheon conference in 
Spain ( 2015), 10th plan ( 2002-2007), 11th 3-year interim plan ( 2007-2010), 12th plan ( 2010-
2013), respectively 14th to recent 15th plans and inclusive education policy (2017) which created 
both the disability right and inclusive education policy. These all have addressed the inclusive 
education in Nepalese practices. 

Similarly, the Ministry of Education have developed the SSRP and reformed SSDP 
(2016-2022), has made special provision for the remote Karnali province students from Dalit 
communities students and disadvantaged, differentiated, and excluded have provided free 
alternative education to promote access and participation to promote equity and social inclusion 
in education (MoE, 2009). 

NNEPC (1956) was one of the first and most important of all other commissions and it 
stated about universal and free primary education. Similarly, ARNEC (1966) has established a 
social education center in each developmental region it has provisioned training and certification 
for disabled children (Kafle, 20020). NESP (1971-76) has established a uniform national 
education system, and NEC (1992) has addressed linguistic and cultural diversity and suggested 
mother tongue education. Likewise, HLNEC (1998) has recommended gender and caste-based 
discrimination as well as promoting language, ethnicity, and cultural diversity of the country 
(Kafle, 2002).  All of the aforementioned practices have supported to enhance the inclusive 
education in Nepal from the past to the present date but the achievement is not still satisfactory in 
the case of the general stream of school education to vocational education in Nepal. 

 Education For All - EFA (2000) assessment country report of Nepal committed itself to 
meet the educational needs of Children with Disabilities through Inclusive Education. The report 
mentioned that universalization of primary education cannot be achieved unless children with 
disabilities are provided with schooling opportunities. BPEP II seeks to promote inclusive 
education of primary school children with non-severe (mild to moderate) disabilities (Jung & 
Shiwakoti, 2017). To achieve this aim, the program will support primary schools in identifying 
and assessing such children, train special education teachers and provide appropriate teaching-
learning materials designed to ensure effective mainstreaming of these children in primary school 
(EFA, 2000) assessment country report of Nepal Resource classes will be established to prepare 
children with schools. Each resource class will have 10 students with the same type of disability. 
Each class will be provided with one trained teacher (in the respective area of disability) and 
adequate teaching-learning materials. Multiple ways of involving communities in providing 
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financial support and temporary residential care at resource classes for children with moderate 
disabilities have been proposed. Specialized NGOs will be supported in providing education to 
children with disabilities who cannot attend inclusive classes. (EFA, 2000) assessment country 
report of Nepal), Tenth Five-year Plan Vision of the tenth five-year plan for inclusive education 
(2059-2064) highlights inclusive education as the strategy for the EFA program. 

Statement of the Problem 

There are various problems occurred in the technical and vocational education stream. 
12.6 percent of basic education age level children are still out of school (DOE, 2017a) and due to 
the inadequate budgeting allocated by the state in school education has created problems in 
access, quality, equality, and equal opportunity in school education. The budget is rounding from 
13.91 percent to -17.1 percent (National Campaign of Education, 2015). 83% of basic level 
children are enrolled in community schools but the other 17% of children are still out of school 
(DOE, 2017a). Approximately, 17% of children are in private schools. The richest 20% of the 
population sends their children to private school. Vocational education is more useful for children 
but the enrollment rate and its access is only 1.5% in higher education but in general education, it 
seems 15% enrollment ratio (CDC, 2015). 

The data shows that 17% of children are out of school and how can the slogan of 
inclusive education be successful? Despite their interest and attraction towards technical and 
vocational education, there is a low practice of inclusive education in TVE schools in Nepal. So 
this study aims to investigate the practices of inclusive education in TVE schools. The study will 
be helpful to incorporate inclusive practices in the classroom teaching for the teachers and other 
concerned people. The study has the following objectives: 

i. to introduce the indicators of inclusive education for teachers facilitations; 
ii. to explore the national and international practices of inclusive education. 

Methodology 
To examine how inclusive education has been practiced in Nepali schools, I employed a 

qualitative research design. Six schools from the mid-west and far west of Nepal were selected 
following purposive and convenience sampling procedures. The participants were teachers, 
students, and SMC members from the selected TVE schools. I used observation, in-depth 
interviews, and focus group discussions to collect information along with self-study and narrative 
inquiry. The study was conducted under the National Curriculum and Education Development 
Center (NCED) Sanothimi Bhaktapur through Santona Collage New Baneshwor, Kathmandu. As 
an expert judgment, I used FGD guidelines for SMC members, interview schedules for subject 
teachers, and in-depth interviews with SMC chairpersons and with the district education officer.  

  The survey was conducted based on physical facilities, financial condition, academic 
facilities and the opportunities for learning of the students were explored in depth. The computer 
science and plant science teacher and students were sampled for an in-depth interview.  
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Conceptual and Theoretical Framework 

Before conducting this research, I set a conceptual framework in my mind based on the equity 
theory of Stacey Adams (1965). Adam (1956) states that equality and inequality are searched based on 
input and output. Input refers to the inside reference such as school efforts by subject teachers, school 
head teachers, SMC chairs and members, political leaders and social contributors, pedagogical skills, 
teachers' training, creativity, and institutional loyalty, etc. And within the output factors, I linked pay 
of teachers, bonus, job security, status, career opportunity, self-working environment and highly 
challenging in their teaching professions. These were all concerned with teachers' professional 
development. In this regard, I have compared equality and inequality in general stream students and 
technical and vocational schools students. I used Herzberg motivational-Hygiene theory (1966) as a 
theoretical lens to investigate the practice of inclusiveness in TVE schools.   

  
  

Hygiene Factors Motivational Factors 
Educational Policies and provisions Need-based education 
Quality of education and TQM Job opportunity after certificate 
Rate of pay to teachers Linking with family professions & support 
Job security of teachers Self -employment, self- motivated 
Working conditions Support from indigenous knowledge 

  
Findings and Discussion 

Although the government documents showed that various inclusive education practices 
were implemented in Nepali schools, this study found that the framed policies and practices were 
not practiced in a real situation. For example, a teacher participant from Dang said,  

A large number of students do not have textbooks and many schools have inadequate 
learning resources according to the need of the students. Since there are limited teacher 
quotas, a shortage of competent teachers and a lack of pedagogical training for teachers 
to implement inclusive education in practice.  

Teacher's response came against the government documents' claim about the practice of 
inclusive education in Nepali schools. My observation reflects that there was a gap between the 
real practice and document reports. I observed that majority of students did not have textbooks 
whereas a large number of them mismanaged the school. Similarly, a high number of students 
had insufficient textbooks in schools those who received the textbooks received them late. 
Although teachers' professional development can play a significant role in the effective practice 
of incisive education, teachers' involved in the interviews reported that professional development 
activities for the teacher were ignored. It shows that the lack of pedagogical training for teachers 
and professional security prevented them to practice inclusive education in a real sense.  

Dissatisfaction and de- 
motivation factor 

Not dissatisfied but  
not motivated factors 

Positive satisfaction  
and motivative factors 
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Similarly, it was found that most of the opportunities for TVE and the entire education 
system were captured by the 20% elite group and those who could exercise political power. Since 
TVE school education is for the students who are from the low socioeconomic background and 
those who have no access to CTEVT expensive education. However, the participants involved in 
the study reported that the allocated quotas for public schools were inadequate to meet the 
increasing demand of the students and CTEVT private institutions were interfering with the 
department of education for their business. The political power and education business have 
interrupted the inclusive practice of TVE to the target groups in Nepal. 

 I found that students of TVE schools were in confusion about their future job security. 
Because the government has not provided easy access to the students to equivalent their 
certificates. So OJT activities were not properly managed. The lack of proficient teachers, 
shortage of academic facilities and supportive learning environment, and the blur career roadmap 
after they graduated from TVE schools influenced the quality education as well as enough 
practice to provide inclusive education.  

The collected data informed that the concept and practices of inclusive education in the 
different classrooms were found unclear. It means that the teachers and students had no clarity on 
the meaning and purpose of inclusive classroom settings in practice. In the observed technical and 
vocational subject classrooms such as plant science and computer science, students argued that 
the general stream-related students were not getting this opportunity for vocational subjects. The 
allocated seats, i.e., 48 number were insufficient for the vocational subject. The interaction with 
teachers and SMC members reflected that despite the high demand for TVE, the allocated quotas 
could not contribute to the practice of inclusive education.  It shows the lack of inclusiveness in 
actual practice in vocational subjects in Nepali schools. These data are sufficient to claim that the 
national and international policies of inclusive education have not been implemented properly 
because the documentation was far different from the real practice.  

Access to TVE Schools 

I found that the access to TVE for the students from rural and urban poor backgrounds 
was far due to their financial crisis. The FGD with the school management committee reflected 
that 80 percent of members and chairpersons argued that the poor, disadvantaged and deprived 
students had no access to technical and vocational subjects provided by the Nepal government. So 
inclusive education practices have not been a success from past to the present date but dozens of 
policies have been made in the context of school education in Nepal. 

Students' Satisfaction and Motivation toward TVE Schools 

From a motivational lens, most of the teachers in TVE schools were found demotivated 
due to their job insecurity although they were paid more than the teachers from the general 
stream. For example,  

I passed M.Sc. from Tribhuvan University. There are other teachers in the general stream 
with similar qualifications. I am paid more than those from the general stream. However, 
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I am not satisfied with my job. The major demotivating factor is job insecurity which the 
teachers from the general stream do not have. (A teacher from TVE School in Darchula) 

The above response indicated that teachers were not motivated to prolong their job in 
TVE schools due to their job insecurity. Similarly, one SMC chair from Darchula said, "Our 
students are in confusion whether they will apply for a job and higher education after completing 
grade 12 or not. The policy of technical and vocational education is not clear."  It indicated that 
the fragile TVE policy of the government was responsible to demotivate and de-empower the 
students from TVE schools.  

I observed the students' interaction from the lens of positive satisfaction and motivating 
factors as stated by Frederic Herzberg. I found that most of the students were satisfied with the 
knowledge of technical and vocational education but they were dissatisfied with their textbooks, 
curriculum and scholarship, expensive fees to pay and inappropriate library and laboratory. For 
example,  

Everybody talked about the scope of technical and vocational education in Nepal. But we 
have experienced the bitter reality due to the government's policy. After completing grade 
12 with good marks, I tried to compete in the public commission of Nepal (Lok Sewa 
Aayog), but our certificates of JTA were not accepted. This not only demotivated us but 
also discourage us from this type of education. (Two participant students from Darchula) 

The above remarks showed students' level of motivation because of the government 
policy on technical and vocation education. Such policy can discourage students to enroll in TVE 
schools.  

Indicators of Inclusive Classroom  

Inclusive education means wider access to education for those who have been 
traditionally excluded due to discriminatory societal practices, cultures, or ways of doing that 
ultimately result in inequality. It encourages collaboration in which all members of the 
educational team work together and share knowledge while striving toward a common goal. 
Principles of social justice, acceptance, and promoting diversity are fully valued. The major 
indicators of inclusive education for my study were fixed co-teaching, natural proportion, co-
planning, grouping is heterogeneous, engaging instruction, and differentiation.  

I observed that these indicators were not found properly implemented in the sampled 
schools. The students' participation was found heterogeneous in the gender perspective but they 
were from a similar socioeconomic backgrounds. It was also found that the student's participation 
was more inclusive but the teachers' behaviour in classrooms was not inclusive. In the case of 
student enrollment in the vocational stream, there was no inclusive practice. Because the quota 
system of the technical and vocational schools created the demarcation between the students and 
their parents. All this information through my observation reflect that there is little practice of 
inclusive education in a technical and vocational stream in Nepali schools.  
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Conclusion 
The community school mechanism for inclusive education is essential to enhance the 

quality of education and equitable access and prejudice reduction training for teachers. The 
education-related programmes such as SSRP and SSDP emphasized the effective practice of 
inclusive education in educational institutions. However, the smart policies are not in real 
practice. The poor school management system, lack of pedagogical training for teachers and 
special training for SMC members and more injustice in admission requirements are major 
hindrances to its effective practice and implementation. Skill-based curriculum reform and easy 
access to reference books and textbooks are the emerging problems in the school. OJT problems, 
equal opportunity, effective policy implementation, public awareness, quality education, and low 
participation of the girl's students than male students in technical and vocational education stream 
were found as remedial measures in this study. Professional insecurity is another serious problem 
found by the subject teacher. Dilapidated furniture, old books, copy-paste curriculum of I. Sc., 
and science curriculum are some emerging exclusive practices of TVE of a school in Nepal.  
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Abstract 
Discrimination against Dalit is a socially structured, legally aligned, historically perpetuated, 
culturally institutionalized, and religiously distinguished phenomenon. In the context of this 
research, I felt that the inclusion of Dalits in mainstream education needs social, historical, legal, 
cultural, political, and religious interventions to emancipate them from the chain of ignorance. 
The strategy of inquiry was qualitative and ontologically it was based on multiple realities. Thus, 
I used an ethnographic research design using unstructured interviews and participatory 
observation. School teachers, head-teacher, Dalit students, parents, SMC members, and 
community people were selected purposely to collect the data for the fulfilment of the objectives. 
The data were analyzed and interpreted with the lens of Cultural difference theory and Caste 
hierarchy theory to generate meanings. I also used my reflexivity to be aligned with the research 
and experiences obtained in the field study.  

Keywords: childhood experiences, problems, interest-based learning, issue-based learning 

Introduction 

Being one of the non-Dalit residents in the village where many Dalits resided, I often 
wondered during my childhood why Dalits in my surrounding appeared to be different from us in 
the social, cultural, economic and educational life world. Since the time I began to interpret my 
world around consciously, I observed that the way I resent myself in personal, social, cultural, 
and education-related activities were different from those of children who belonged to the Kami. I 
began to interpret them in terms of Dalits- the people who are supposed to be socially excluded. 
When I was just a child, I followed the culture of making social distance from Dalits as a taken-
for-granted form and began to continue it further. Why should I be at distance from Dalits? What 
made non-Dalits perceive Dalits the way they did those days? What social stances and/or cultural 
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norms came into play while interpreting social relationships with Dalits? These questions 
subconsciously remained in my mind, which became prominent along with my growth and 
development- personally, socially, and educationally in the later stages of my life.  

Similar with my feelings, the family orientation towards Dalits also resembled the 
community context. In many of the activities that carried social importance, I found such Dalits 
being excluded. For example, I observed that they were not allowed to enter into the temples and 
worship the God idol. I also observed that they were not asked to participate in feasts and 
festivals performed by the non-Dalits in the community. The sense and practice of untouchability 
(i.e., not coming into physical contact with Dalits) appeared to me so extreme that evoked me to 
play with questions of the kind: How do I feel if I am treated the way Dalits are in my social 
setting? What might be the relationship between feasts and festivals performed by non-Dalits and 
the participation of Dalits in them? So, all these questions made me think consciously regarding 
this issue. 

While problematizing Dalits in Education- my research agenda, I would like to discuss 
education with Dalit life world and then reveal why and how the existing situation of Dalits 
education needs the attention of a researcher, social activists, and educators. In this context, my 
research writing makes me think of education as a cause of change in the personal, social, and 
professional life of an individual. With the lens as such, I would like to assess what changes I 
observed in the life of Dalits who lived, in a neighborhood of my village. But before doing so, I 
must articulate who Dalits are. 

Linking it with the Vedic verse, I realize that every creature survives in the world with the 
knowledge they possess and that the knowledge of one creature differs from another depending 
upon the way of survival. If it is so, I see the problem in their existing way of life that bounds 
them to survive in the way they do. But as a researcher, I would like to ask some specific 
questions such as; what sorts of knowledge is possessed by the Dalits and how their knowledge 
contributes to their survival. If their life situation consists of the status quo, there must be a 
system of knowledge that reproduces the same situation in their life from one generation to 
another. Thus, it needs academic research to uncover how their way of life is integrated with their 
worldview and education.  

In the context of problematizing my research agenda, I appear with the question like, 
what sorts of perceptions, concepts, and worldviews of Dalits and/or non-Dalits, especially in 
terms of education, caused such social relationship between Dalits and non-Dalits. This means 
whether the problem lies in the perceptions of Dalits in their existing education that they possess 
at present. The problem as such induced me to inquire about non/Dalit perceptions of education 
through this research. If so, I see the problem on the part of the schools and I would like to raise a 
question in the context: why the schools by their virtues could not address the needs of Dalits 
children. Overall, I saw the problem with perceptions, practices, and constructs concerning school 
education. I, as a researcher, attempted to address those problems through this research to enable 
the schools be Dalit-friendly.     
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The main purpose of this study was to explore in what ways the schools can be made 
Dalit-friendly. This study is important in multiple ways. First, it incorporated the section of Dalits 
in Tanahun district where no research as such was carried out in the past. This research however 
attempted to find out some ways to enable the schools be Dalit-friendly. The knowledge claimed 
through this study will add up to the body of knowledge related to Dalit education in Nepal. 
Besides these, the teachers and the head teacher will get help from the findings, especially on the 
way to transforming the school environment to make it Dalit-friendly. The finding of the study 
will be helpful for Dalit children and parents as well, especially in empowering and informing 
them of their complexities in getting access to school education.  

Literature Review 
Literature shows that the caste system was practiced from Malla period in Nepal. King 

Jayasthiti Malla (1360-1395) formally divided society into different functional and occupational 
groups (Subedi, 2010). Later, King Prithvi Narayan Shah, the founder of the kingdom of modern 
Nepal, also accepted the caste stratification in the society by announcing Nepal as a “garden of 
four castes and thirty-six, Varnas", all caste and ethnic groups, including the Dalits, have been 
dominated, excluded, marginalized, deprived, exploited, conquered for centuries by so-called 
'high caste' people (Bista, 1991). So, we can say that caste-based untouchability is one of the 
worst forms of violation of human rights.  

Similarly, Dalits' status and role in society are particularly depressing and humiliating. 
Dalits have no dignity in the community or society they live in due to untouchability and other 
discrimination. Further, says that "the division of the caste system was highly influenced by the 
classical Varnas model of Hindu system illustrated in the code of Manusmiriti that classified 
people into four major castes as Brahman, Khastriya, Vaishya and Sudra" (p. 43). Bista (1991) 
holds the view that the caste concept only entered Nepal for the first time at the beginning of the 
Licchavi era (p.35).  Historically, Nepali society holds deep roots in the Hindu caste system, with 
a hierarchy of different groups of people within the system (Sharma, 2006). 

Manusmiriti is the book of Hindu laws legitimated by Manu. It includes different aspects 
of social life like Varnshram, family, marriage, law justice, rites, and sacraments and so on. Manu 
also proves that Varna is caste with birth although it is colour, not caste. Thus, Manusmriti was 
the constitution of Hindu directed to the social stratification based on caste imposed several laws 
and rules which is sheer justice to the lower caste (p. 14). Koirala (1996) argues that the Geeta- 
the holy book for the Hindu „Guna‟ and „Karma‟ are the bases for the stratification of Varna. 
Here „Guna‟ means the quality of a person and 'Karma' denotes works. Similarly, Dahal et al. 
(2002) write "in the past, the schooling system was based on the Varnashrama model during the 
Vedic and Post Vedic periods and there was a restriction in access to schooling to Shudra 
(Dalits), especially, pani-nachalne groups in Vernashram system of education because their 
prescribed duty was to serve the people of other castes" (p. 29).  

Nepali society constitutes of various castes and classes. The former is religiously and 
historically produced while the latter is the subject to be changed. The documents show that 
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learning and teaching were limited to one caste called Brahmans. Since Kshatriya remained close 
to the Brahmins, they also possessed knowledge but of limited areas such as how to run the 
nation. The Vaisyas could learn about trade and commerce. But Sudras were prohibited to learn 
any sort of knowledge.  

Theoretical Framework 

 In this research, I went through the insights two theories. They are the Culture 
Difference theory and Caste- hierarchy theory. Ogbu (1982) argues that 'the cultural differences 
existed before the two groups came into contact and that they are specific differences in terms of 
language, learning style, and academic concepts. He also believes that students experiencing this 
type of discontinuity are more motivated to overcome their difficulties because they see the 
ultimate value in learning the academic content, and appropriate behaviours valued by the host 
culture and do not feel that their own cultural identity is threatened by the acquisition of this 
knowledge (p. 294).  

Similarly, the social setting in Nepal is based on caste hierarchy. That is, the social 
category and/or identity of the people living in the given community is built up on their caste. 
This means people under different castes have different identities that shape their social 
positioning, economic opportunities, educational participation, and social relationship. Although 
the practice of caste-based codes is illegal and/or unconstitutional, it is found to be in effect 
covertly. The hierarchy of castes in Nepal is social, cultural, and religious agenda in Nepal. It is 
in practice since the dawn of the Hindu civilization, which is particularly being traced to the time 
of King Manu. According to (Sharma, 2006), King Manu in ancient times, categorized people 
depending upon their duty/work. People in society are divided into four different castes namely, 
Brahmins, Kshetri, Baisya, and Sudra.  

Methods and Procedures 
This study has produced a rich interpretation on Dalits in terms of schooling and 

education through my intense research experience and for this, I employed ethnographical study. 
The strategy of inquiry was qualitative and ontologically it was based on multiple realities. 
Participatory observation and unstructured interviews were used as the research tools. Thus, I 
observed participants regarding their process of learning. I went to their school, observed learning 
activities and their participation. I stayed in their class and observed the way they participate in 
the classroom activities. I observed how they participated in classwork, group activities and what 
they did during their participation in the classroom activities. Immediately, I noted them 
whenever I got any new information. I went to their home and community with them. I 
distinguished their behaviour different from home to school. I observed their actions and 
behaviours in their family and community setting. I also observed the way they performed 
relationships in their family and community.  

Similarly, I used the unstructured interview i.e., in-depth interviews with the head teacher, 
SMC chairperson and parents (two male and two female) and children (three boys and three girls). 
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While conducting interviews, I had a dialogue with my participants too. The purpose of the 
interview was to explore their in-depth understanding, enriched descriptions and detailed account of 
their culture, the process of being educated, and the roles of schools as they perceived. It was an 
open-ended, discovery-oriented method (Hart, 2001). While interviewing them, I felt to have 
increased my understanding, insights, and personal views towards Dalits‟ ways of approaching 
schools. The goal of the in-depth interview was, therefore, to explore their deep understanding, 
feeling and perspective. The unstructured interview was to generate rich and thick descriptions of 
the phenomenon observed in the natural setting of the research sites (Hartas, 2011). After collecting 
the data from the field, they were coded, categorized and thematised (Attride-Stirling, 2001) for 
further analysis. The analysed data were interpreted with relevant theories. Triangulation and 
member check were used to ensure the credibility and trustworthiness of the research. 

Results 
I analysed and interpreted the data in line with the research question - in what ways the 

schools can be enabled for Dalit-friendly to treat the Dalit students? After collecting information from 
the participants, I organised them into two themes: interest-based learning/school environment, and 
issue-based learning/school environment. The information representing these headings have been 
presented and discussed using relevant theories and literature under the following themes:  

Interest-based Learning/School Environment 

On the way to exploring the ways for making schools Dalit-friendly, information 
obtained from study respondents encouraged me to develop a heading namely, Interest-Based 
Learning/School Environment. Advocacy for interest-based learning in school has long been 
observed in the field of education. Teaching-learning activities in school need to be aligned with 
the learners‟ interests. The role of learners‟ interest plays an instrumental role in learning in the 
sense that their interests motivate them to participate actively in the learning process that takes 
place in the classroom (Valerio, 2012). Whether the schools in the Dalit community are friendly 
to them can be measured concerning their level of presence, participation, and interest in school 
activities (Bishwakarma, 2009).  

In this connection, I had interaction with the parents of Dalit students. One of them 
explained: „I want to send my son to school to get knowledge and skill but unfortunately he goes 
for some days and then stops going‟. Dalit parents asserted that their children did not 
continuously attend school and they also accepted that it was unknown why their children do not 
often intend to go to school. As a researcher, I would like to connect students‟ irregularity and 
parents‟ ignorance of their children's education with some scholarly explained ideas to reveal why 
Dalit children do not show their interest in going to school. In this regard, Arvaja et al. (2003) 
argue that children enjoy the learning environment when they find it “physically safe, emotionally 
secure and psychologically enabling” (p. 6.).  

School irregularity was mostly observed among the children from the families, especially 
those who are bound to live in exclusion, hatred, poverty, and the disadvantaged situation in the 
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community (Valerio, 2012). After retrieving the information as such from the literature, I wanted 
to explore why Dalit children do not intend to attend school. The perspective of Dalit children in 
this regard, for me, appeared to be important to examine whether the world of literature is the best 
fit for the context of my research sites.  

I then interviewed one of the Dalit students to bring forth his ideas regarding his presence 
and participation in school activities. In this connection, he said: 'Teachers at school teach and 
give us lots of homework to do. My friends do homework regularly because they understand the 
content nicely, but I don't do it because I don't understand it'. Thus, why Dalit students do not 
show their interest in going to school has been a debatable issue. Some claim personal issues 
(Desai, 2012) and some claim social issues (Beinart, 2015) to be responsible for it.  

Finn (2010) stated that children stop going to school when they see the school setting is 
unwelcoming to their attitude and interest. But for LaRocque et al. (2011), it is the personality 
traits of children which often inhibits or promotes their participation in learning. While 
connecting these literary claims with the students‟ opinion revealed in the data, I realized that 
children‟s personality is not aligned with the activities performed in the schools. They therefore 
often feel to be at distance from the schools. In the context of my research, the personality of 
Dalit students does not help them be ready for school activities such as doing homework assigned 
by the teachers in the schools. I thus feel that the school setting and the personality of the Dalit 
children do not go together; rather they challenge each other affecting their learning and/or 
participation in the school education programs.  

 In this context, a question has been raised as: Why does the personality of the Dalit 
students do not go in line with the school setting? To respond to this question, I had interaction 
with a Headteacher (Bishwakarma, 2009) and learned that the cultural orientation that the 
children in marginalized and deprived families receive from their parents is often less likely to 
prepare them to be fit in the school setting. Similarly, I learned (Finn, 2010) that social hierarchy 
often tends to communicate its effect on the relationship between and among the children in 
schools. The children from Dalit and non - Dalit families maintain a hierarchy among them while 
performing social activities. They often tend to carry out such social experiences in school where 
the Dalit students feel themselves being at distance or being excluded from the mainstream school 
activities. As a result, they do not often perceive themselves as part of the school.   

Reflecting on the idea of Beinart (2015), I would say that children cannot enter schools 
giving up their traits which are the products of their experiences in their cultural, social, and 
economic life world. These personal traits often become the source of their interest to join 
educational activities in the schools. After arriving at the idea as such, I realized that the schools 
could ensure an environment which may induce the personal interests of Dalit children.  

Issue-based Learning/Environment 

While exploring the ways for making schools Dalit-friendly, information obtained from 
study respondents encouraged me to develop the theme namely, Issue-Based Learning/School 



Marsyangdi Journal 						             Vol. 3, No. 1 August, 2022116
 

 

Environment. Arvaja et al. (2003) argued that among many, one purpose of school is to enable 
the children to deal with the issues in their life. So, I raised a question as: What are the issues 
related to Dalit children and how the schools in question can help them address those issues? 
With reference to Pariyar and Lovett (2016), I realized Dalit issues in terms of their social, 
cultural, economic, and pedagogic aspect of life. Culturally, they are supposed to be untouchable 
(Poudel, 2007). Socially, they are supposed to be the section of the society that receives the 
lowest rank in the caste hierarchy (Bista, 1991). Economically, they are deprived of mainstream 
economic activities (Hartas, 2011).  

Again, another question can be raised as: how can the schools be made friendly to the 
children who belong to such a community? Addressing this question, I interacted with teachers, 
parents, and Dalit students. One of the Dalit parents in this regard said: „Although I am poor, I am 
sending my son to go to school to get a better education. I hope, my child will get a better 
education and he will not get any economic problems in his life.‟ However, economy and 
education are interrelated components of life. Several scholars claim that education influence 
family income. For example, Hartas (2011) argues that the increased level of education 
proportionates with the increased income in the family. Since education contributes to creating 
economic opportunities, education on the part of the Dalit children is also expected to perform a 
similar role. I, therefore, realized that schools can be friendly to Dalit children if it contributes to 
enhancing their income level.  

On the way to exploring data from the participants, the SMC members focused on social 
issues related to Dalit children. On the way to explaining the social issue, one of the SMC 
members said: „Dalit children are often seeming at risk of caste discrimination and injustice in 
the community. The experiences of discrimination and injustice do not support them continuing 
school.‟ Nepal has caste-based societies. People in the country belong to 125 different caste and 
ethnicities (Saud, 2020). These castes/ethnicities are divided into 4 generalized/mega caste 
groups namely Brahmins, Chhetri, Baisya and Sudra (Vermeer, 2010). These castes are 
traditionally organized hierarchically and are categorized depending on their work (Manandhar 
& Leslie, 1994). In the caste hierarchy, people belonging to the Sudra caste are supposed to be at 
the lowest rank. As a result, they are supposed to be untouchable and that they are to be 
excluded from the mainstream social discourse. 

 Due to unequal distribution of power and resources, hatred, opportunities, etc. the Dalit 
children are always vulnerable to inequality, discrimination, and injustice. Since Dalit children 
are often exposed to caste-based hierarchy and its consequences (exclusion, marginalization, 
poverty, etc.), they also think that these social circumstances would be reflected in the school 
setting. Their experiences in the community/social setting often convince them that the school 
would also be an important social site where the practice of exclusion, participation and child 
protection is apparent.           

Connecting data with the literature mentioned above provided me with a sense of 
interpretation of Dalits in terms of their social positioning. To me, it is their social positioning 
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that caused them to live to be apart from mainstream social activities. Their social rank in the 
traditional sense convinces the non-Dalits to interpret Dalits as unworthy social beings (Poudel, 
2007). Their level of unworthiness is supposed to be so extreme that non - Dalits treat them as 
untouchable and the subject to be humiliated, exploited, and excluded (Korde & Paulus, 2017).  

Perceiving the context as such in the social setting, Dalit children often similarly assume 
the school environment. They think that they would face discrimination, injustice, inequality, and 
exclusion in the schools in similar ways as they feel in the social setting. In this context, I think 
their feeling of untouchable, humiliation, and exclusion, which they cultivated in the social 
setting, does not encourage them to think of themselves as a part of the school. 

The issues of untouchable, exclusion, humiliation, injustice, and inequality prevailing in 
the social setting, especially on the part of Dalits encouraged me to raise the question: How can 
these issues be responded to make school friendly to the Dalit children? As I perceive, Dalit 
children enter into the schools with their experience of untouchable, exclusion, humiliation, 
injustice, and inequality that they acquired in the social setting. Such unhelpful experiences often 
inhibit them from enjoying the academic setting prevailing in the schools. The opinion of the 
participant above encouraged me to conclude that the school environment should be free from 
discrimination, injustice, inequality, and exclusion if it is to be ensured Dalit friendly.  

 In this context of the research question, I doubt whether the school environment is 
unappealing to Dalit children. For Hofer (1976), a school is a neutral social component where 
children from all sections of society feel being treated equally. I found similar ideas in the policy 
documents of the government. For example, school education is provisioned for all children 
disregarding their class, caste, ethnicity, location, etc. (Pariyar & Lovett, 2016). My observation 
reflects that the government has provisioned a scholarship program for Dalit children which, as I 
feel, is a praiseworthy effort to make schools Dalit-friendly. If so, why school is not supposed to 
be Dalit-friendly?  

With these contexts and questions in mind, I approached teachers to explore their opinion 
on why schools are not supposed to be Dalit-friendly, especially with the lens of Dalit children 
and parents. In response, one of the teachers under this study told: 'While making sitting 
arrangement of children in the school, forming child-club, disseminating study materials to 
students in the school, ensuring children participate in school, we invite Dalit children.‟ The 
social positioning of Dalits as discussed by Poudel, (2007) is not so much helpful to them, 
especially in creating educational opportunities. But I do not support this idea. In my opinion, 
Dalit social positioning began to get changed along with the commencement of the Maoist 
insurgency in Nepal (Devkota, 2005). When the global outlet for skilled, semi-skilled and non-
skilled human resources in Nepal opened, most of the Dalit youths got opportunities to go to 
foreign countries to sell their labours (Pyakurel, 2021). As I feel, they realized the importance of 
education and their own rights as a citizen of the country. This made them present themselves in 
society as different from the way they used to live in the past.  
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The constitutional provision of education for all, participation of the citizens in economic 
activities, an increased sense of socio-political rights among Dalits in federalized context largely 
contributed to bringing change, to some extent, in their social positioning (Hofer, 1976). These 
opportunities available to Dalits helped them enhance their economic status and thereby altering 
their decision of school choices for their children. Yet, there were many Dalits residing in the 
remote rural hills in Nepal who could not get access to these opportunities and, thus, they 
remained with their traditional and historical ideas of living confined life. Since these Dalits still 
had feelings of being discriminated against, excluded, and unequally treated by non-Dalits in the 
community, they took such an unhelpful idea in a taken-for-granted form. As a result, although 
there was an improved situation in school for Dalit children, they felt discriminated against and 
excluded from mainstream school activities.  

In this context, I would like to connect the above-mentioned idea with the one revealed in 
the data. The teachers in the school claimed that they made efforts for making school Dalit 
friendly but, as they said, it was the traditional feeling of Dalits that appeared to be an obstacle 
for them while approaching the school. If it is so, I then feel, in line with the study participant, 
that the change is required not only in the school but also in the attitude, concept and feeling of 
the Dalits which are largely influenced by the caste-based experiences acquired in the past.    

Discussion 
On the way to inquiring about making school Dalit friendly, some key strategies, 

measures and opinions were put in place. First, the school environment was claimed to be 
developed ensuring to address the need and interests of Dalit students. For example, it was found 
that they needed to experience social justice in terms of teacher-student relationships, peer 
support, group activities in the classroom and school as a whole. Second, the schools in question 
needed to maintain an environment in which Dalit students can realize the meaning of being 
students in general, and the students from the Dalit community in particular. Since they belong to 
poor, marginalized, disadvantaged, and excluded groups in the communities, they require special 
care and support in adapting school environment and learning culture. A higher resemblance of 
Dalit culture in the school setting strengthens the possibility of increased interest on the part of 
children in school education.   

Third, the school environment was found to be aligned with the issues related to Dalit 
children. The key Dalit issues in the community under this research comprised their social, 
cultural, economic, and pedagogic relationship and behaviours. Culturally they were found to be 
untouchable, socially they were supposed to be in exclusion, economically they claimed to be 
poor and educationally they were deprived of. The school management, administration, learning 
approaches, student-teacher relationship, pedagogical construct, strategies in the classroom, etc. 
were needed to be in line with such students and for this, it required a greater level of effort in the 
school. Fourth, caste-based confinement in the community was also in some ways found to be 
creating problems in Dalit education. Although such confinement was not claimed to be in 
school, Dalits‟ children made it responsible for their poor participation in schools. Fifth, since 
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Dalit children belong to poor, marginalized, excluded, and disadvantaged family, they hardly find 
to have possessed a similar capacity to acquire school education compared to non-Dalit children. 

Caste hierarchy in a caste-based social system is prominent. With reference to the caste 
hierarchy in Nepal, Dalits are placed at the lower level of the caste hierarchy (Manandhar & 
Leslie, 1994). Based on the placement of the people in the caste-hierarchy, they enjoyed power, 
prestige, and properties in the past (Rothenberg, 2010). So far, as the matter of education is 
concerned, Dalits in the past were not supposed to get an education. As a result, they were 
prevented from school education from one generation to another.  

Due to the political, social, and economic movements in the country, the Dalits were 
recognized as equal to non - Dalits based on the principle of social justice. Their entry into 
education, politics and economy was ensured constitutionally. Although school education for Dalit 
children was constitutionally provisioned, their access to education was not observed prominently. 
The school environment was supposed to be one of the reasons behind this (Ray, 2009).  

Issue-based school environment was discussed to be another way of making Dalit 
friendly. Connecting the issue-based school environment with the children's education in the Dalit 
community provided me space to interpret the key issues related to the Dalits in this context. The 
key Dalit issues in the community under my research comprises their social, cultural, economic, 
and pedagogic relationship and behaviours. Culturally they are untouchable, socially they are in 
exclusion, economically they are poor and educationally they are deprived. The schools were 
claimed to be Dalit-friendly if they ensure to respond to these issues duly. In this context, I would 
like to raise a question: How do schools ensure an appropriate response to these issues? I would 
like to bring forth the idea of cultural difference theory to explain how the schools can address 
Dalit issues such duly to justify themselves as Dalit-friendly schools.  

Culture, social positioning, and economy in the context of the caste-based society in Nepal 
are often interpreted in terms of the caste-based confinement on the part of the individuals (Pariyar 
& Lovett, 2016). Caste-based hierarchy in the social setting also gives birth to the cultural, social, 
and economic hierarchy (Manandhar & Leslie, 1994). Since the Dalits are supposed to be a lower-
ranked group of people in the caste hierarchy, their culture, social positioning, and economy also go 
in the same rank. In the community, they feel that they are discriminated against, unequaled, and 
exploited based on their unhelpful ranking in the social hierarchy. The schools, in this context, can 
claim to be Dalit-friendly only when they justify themselves by creating such a learning 
environment in which these issues are duly stressed. In this sense, school culture and the culture of 
the community in which the Dalits reside must not go together.     

Conclusion 
The issue of Dalit education is not new in Nepal. It has been under the observation of 

educationists, scholars, community leaders and development workers for decades. Several efforts 
have been made to address the issue of Dalit education. For example, interventions by I/NGOs for 
bringing those who are out of schools are continuously being made to respond to Education for 
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All (EFA) and Sustainable Development Goal (SDG). The government on the other hand has 
made constitutional provisions for Dalit education based on human rights, social justice and the 
principle of equality, equity, and inclusion. As a result, the participation of Dalits in school 
education seems to have increased in comparison to the past. In the context of this study, 
however, Dalit participation in schools seems to be less encouraging, inadequate, and unfruitful 
so far, as the matter of their learning outcome is concerned. Although they join the schools, they 
do not continue to come to school by the end of school education. The dropout rate is still 
considerably high. Their irregularities in school are also seemingly high. They are mostly 
observed to be indifferent to school education.  

The efforts so far made for addressing the Dalit's education appeared to be external, 
borrowed, and conditional. To promote the status of Dalit education and to ensure their active 
participation in education, the Dalits are supposed to enter the schools in the same way as done by 
non-Dalit children. But their presence in schools often seems to have been challenged by the school 
culture which is not supposed to be fully aligned with Dalit culture. As a result, the school appears 
to be an unfamiliar space for Dalit children. Reflecting on the finding of this study, I feel that the 
issue of Dalit education cannot be duly addressed unless the schools turn to be Dalit friendly.  

      Dalit children enter the school along with their emotions, feelings, dispositions, habitus, etc. 
The schools can be claimed to be Dalit-friendly if they respond to these features of Dalits 
adequately. The Dalit students can participate in the school activities equally as non-Dalit 
children if their issues, interest, capacity, and safety matters get space in the school curriculum, 
pedagogy, textbooks, extracurricular activities, and so forth. Based on the findings, the 
responsibility of the schools, in connection to addressing the issue of Dalit education, seems to 
have increased, especially by identifying their perception of education and the socio-cultural 
challenges that block their ways of education. Based on these, the schools can make efforts for 
justifying that they are Dalit-friendly, especially by paving the way for their transformation.    
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Abstract 
Casteism is a hierarchical phenomenon where prejudice occurs on the basis of caste superiority. 
It occurs disparity and injustice among human beings. So, the New Civil Code declared the 
practice of untouchability illegal. But the practice of caste discrimination is still existed in the 
various spheres of life in Hindu society.  In this article, I have tried to present the structure of the 
caste system as it is manifested in the context of Nepal and discussed the pattern of social 
discrimination faced by the people. The objective of this paper is to analyze these practices as 
they occur in the domestic domain and community life. Casteism is still practiced especially in the 
rural communities of Nepal despite the law declaring it illegal in the New Civil Code in 1963. 
More specifically, this paper is intent on deepening an understanding of the factors of casteism so 
people of touchable castes perceive that they or their objects become polluted if touched by a 
member of Dalit. Given this context, this article also attempts to highlight the role played by 
society in shaping the contents and structure of caste-based relations. 

Keywords: casteism, discrimination, hierarchy, Muluki Ain, untouchability 

Introduction 
The word „Caste‟ is of Portuguese origin and was applied to India by the Portuguese in 

the middle of fifteenth century (Subedi, 2010). It has been used to mean different things by 
different people in a variety of situation. It is an ascribed status as well. In other words, caste 
status of individuals is determined by birth. Achieved skills and abilities cannot change one‟s 
caste status. It brings stratification in the society as per the Hindu tradition. Caste is very ancient 
concept, and now it is ended legally but practically its influence is still strong in the society 
(Subedi, 2010). Caste determines the social status and role immediately after the birth of an 
individual. In other words, Caste is the element that brings stratification to society as per the 
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Hindu tradition. Caste is a very ancient concept, and now it is ended legally but practically its 
influence is still strong in society. Caste determines the social status and role immediately after 
the birth of an individual. In other words, caste is the element that brings variation among the 
people regarding their social relationships, marriage, food habits, and so on (Singh, 1968). 
Similarly, this is a concept that provides a superior position to some people right at birth, whereas 
it keeps other people in an inferior position even though they work hard throughout their life. It is 
a social structure based on a particular religious belief. In ancient classical literature, the caste 
system has been explained as divine creation. According to it, Brahmin was born out of the 
mouth, Chhetri out of the hand, Baisya from the thigh, and Sudra from the foot of the god 
(Ghimire 2066:169). People have to remain under the same caste from their birth till death. Even 
though occupations of the four castes have been determined right from their birth. 

Theoretical Discussion 

Many sociologists use the word „caste‟ in two different senses. On the one hand, it is a word 
used without any particular geographical limitation to denote the type of class system in which 
hierarchy is very sharply defined and in which the boundaries between the different layers of the 
hierarchy are rigidly fixed (Leach 1967:9). A ruling class may be described as a caste when the fact of 
class endogamy is strikingly obvious and when the inheritance of privilege has become narrowly 
restricted to members of that caste in perpetuity. This kind of situation is likely to arise when the 
ruling group is distinguished from the inferior group or groups by wide differences in standard of 
living or by other easily recognized labels (Leach: 1967:9). Thus, it is usually easy to locate an 
individual in his stratum, and when this is done, one knows how to deal with him even without 
knowing him personally. If X belongs to the first stratum and Y to the second one, X will be 
considered socially superior to Y, irrespective of their personal qualities, and be treated accordingly. 
The other use of the word 'caste' is to define the system of social organization found in traditional 
regional societies of India and among adjacent Hindu and related populations in the territories of 
Bangladesh, Nepal and Sri Lanka (Dumont, 1980) and surviving to a large extent to the present day. 

There has been a long debate in the literature over whether the caste system is a unique 
social phenomenon or simply one manifestation of processes of social stratification which have a 
wider generality (Berreman 1968:333). Such presentations rise directly to the question of whether 
caste is best considered a cultural or a structural phenomenon. This is an issue on which the 
authorities seem notably confused. Weber, for example, states categorically that 'caste' ... is the 
fundamental institution of Hinduism (Milner, 1993). He implies thereby that caste is a specific 
cultural concept, but then he proceeds at once to the remark that 'there are also castes among the 
Mohammedans of India…. Castes are also found among Buddhists'. This contradiction leads 
logically enough to an inquiry into the nature of caste, but here Weber's standpoint keeps shifting. 
Having started by implying that caste is peculiarly a Pan-Indian phenomenon, he proceeds 
immediately to the discussion of caste analogues in non-Indian context (Milner, 1993).  

In the work of Dumont and Pocock, Marriot and their students, the views of Leach have 
stressed that the caste is to be defined in terms of its Hindu attributes and rationale, and therefore, 



Marsyangdi Journal 						             Vol. 3, No. 1 August, 2022124
 

 

is unique to Hindus or at least to South Asia (Berreman, 1968:333). Bailey, Barth, Beteille, and 
Berreman have stressed that the caste system is to be defined in terms of structural features which 
are found not only in Hindu India but the number of other societies as well (Gould 1987:2). Those 
who hold the latter view finds caste groups in such widely scattered areas as the Arabian 
Peninsula, Polynesia, North Africa, East Africa, Japan, Aboriginal North America and the 
contemporary United States (Berreman, 1968). Regardless of which side of the argument one 
chooses, there are certain characteristics of the caste system which are almost universally 
acknowledged to be associated with it as a socio-cultural institution.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                            

Caste-based Discrimination in Nepal: Its Historical Context 

The 2011 population census of Nepal reported that 81.3 percent of her people follow the 
Hindu religion (CBS, 2011). Hindus, one of the important features of their social organization, 
are divided into several hierarchically ranked caste groups. After the promulgation of the new 
Civil Code in 1963, any kind of caste-based discrimination was declared illegal in Nepal. 
However, the low caste community like Dalits have been suffering from discrimination. For 
example, the so-called high caste people perceive that they, or their objects, become polluted if 
touched by members of Dalits. It concludes that discrimination is inherent in the denial of entry, 
denial of services, denial of access to common resources, denial of kinship, forced labor, 
dominance, social boycott, untouchability and discrimination to name. 

Before the 14th century, social discrimination rooted in the caste-based identity of the 
population had its influence mainly on the practice of tradition. Bayly and Bayly reported that the 
formation of Muslim hegemony in Mogul India and the expansion of the Christian faith in the 
territory after it came to be a part of the British Empire motivated the Hindu rulers of Nepal to 
provide state-level protection for this religion. In this process, Jayasthiti Malla divided the 
Newars of Kathmandu valley into 64 castes (Ghimire, et al, 2021). Later, Ram Shah of Gorkha 
implemented some strict regulations which prescribed different qualities of garments for different 
castes, prohibited low caste people to live in Pakka houses, and required them to settle in areas 
close to river banks or rural areas (Ghimire, et al, 2021. The Human Right Year Book (INSEC, 
1993) also mentioned the case that during the Malla period, there was a legal provision to cut 
Sudra‟s penis, force him to eat it and get him butchered by Chandals on a charge of having sexual 
intercourse with a Bahun woman. The Sen Rulers of Palpa also provided their support to the 
caste-based organization of society. However, until mid-19th century, the caste rules induced by 
the state had been effective only in specific localities. Then, the Nepali state attempted to 
universalize these regulations for all categories of people living in all parts of the nation. 

The code redefined the Varna model to fit into Nepal's social environment. Firstly, it 
classified the caste groups into pure and impure classes and divided them again by ranking them 
into five broader categories (Hofer, 2004). The Tangadharis were placed in the first rank. Bahuns, 
Chhetris, Sanyasis and some high caste Newars were incorporated into this caste group. People 
belonging to different types of ethnic and tribal groups were ranked in the second and third 
categories. While both of these caste groups were termed the groups as Matawalis (liquor 
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drinkers), their rank in the caste order was determined based on the types of punishment that 
could be imposed upon their members for their commitment to the same crimes (Hofer, 2004). 

Classification of caste categories by the 1854 Muluki Ain 

 The following table presents the caste categories according to 1854 Muluki Ain. 

A Pure Castes 
1 Tagadhari: Caste group of the „Wearers of the Holy Cord‟ (Janai) 

Upadayaya Brahmin 
Rajput (Thakuri) 
Jaisi Brahmin 
Chhetri (Warrior) 
Dew Bhaju (Newar Brahmin) 
Indian Brahmin 
Sanyasi 
Lower Jaisi 
Various Newar Castes 

2 Matwali: Caste group of the Alcohol-Drinkers (Non-enslavable) 
Magar 
Gurung 
Sunuwar 
Some other Newar Castes 

3 Matwali: Caste group of the Alcohol Drinkers (Enslavable) 
Bhote 
Chepang 
Kumal 
Hayu 
Tharu 
Gharti 

B Impure Castes 
4 Impure but Touchable Castes (Pani Nachalne Chhoi Chhito Halnuparne) 

Kasai (Newar Butcher) 
Kusle 
Hindu Dhobi 
Kulu 
Musulaman 
Mlechha (European) 
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5 Impure and Untouchable Castes (Pani Nachalne Chhoi Chhito Halnuparne 
Kami 
Sarki 
Dadara (Stemming from unions between Kami and Sarki) 
Damai 
Gaine 
Badi 
Pore (Chyame) 

(Hofer, 2004) 
One group of these Matawalis were relatively privileged in the sense that their members 

were immune from the punishment of a slave. Another group of them had not had this privilege. 
They were segregated into an unsalable category. The fourth and fifth categories of caste groups 
were considered as ones containing an impure or water unacceptable population. The difference 
between them was that the members belonging to the fourth category were touchable while those 
in the fifth category were considered untouchable by the pure castes. The Civil Code also 
approved some differences in the privileges provided by law to people belonging to these 
different caste categories. This code became the law of the country to govern the pattern of social 
relations before its provisions were amended and it was replaced by the new Civil Code in 1963. 

Current Discriminatory Practices  

The political movement launched at different times replaced the prevailing system of 
oligarchic rule with a multiparty system of government. Since then, constitutional procedures 
were introduced in the system of the rule of the country. These constitutions including the 
constitution of Nepal 2072 B.S. has guaranteed the right to equality (Secretariat, 2015). It has 
stated that the state shall not discriminate against citizens based on religion, caste, sex, etc. The 
present constitution of Nepal has declared the practice of untouchability an illegal task. Besides 
this, the constitutional, legal and international commitments have committed the state government 
to eliminate all forms of discrimination including those based on caste (Secretariat, 2015).  

In an urban and semi-urban environment, the tendency of caste practices has rapidly changed. 
There are hotels and restaurants and parties where high caste man does not observe the rules of 
pollution. They eat in public places with people whose caste they do not know, and even with low 
caste people of their village. During such parties, the liquor bottle is passed from man to man, meat is 
served on a common plate and no one is reluctant to touch a fellow guest. The weakening of hierarchy 
and impurity, and the relaxation of behavior about food in towns, indicate the decadence of the caste 
hierarchy which is based on the emergence of a class hierarchy. On the other hand, rural Hindu 
societies are still suffered from casteism. In Nepalese village life, one might reasonably expect that 
pollution taboos would constitute a considerable barrier to inter-caste sexual relations and religious 
functions as well. Usually, no purification measures are taken and a person's caste becomes the same. 
However, who to invite to the public gathering, drink and eating together and develop an economic 
relationship is becoming a matter of concern for many elites despite their caste hierarchy. 
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Conclusion and Implications 

Discriminating against people based on caste position is shameful and completely 
inappropriate in the modern democratic state and everyone should be prepared to speak publicly 
in support of social justice. It is equally dangerous and undemocratic if the people are harassed 
and exploited based on caste hierarchy and inequality. However, the influence of casteism exists 
in Nepalese society. It is manifested in the domestic and business domain of social relations, 
religious and non-religious domain of community life, participation in administrative and political 
institutions as well as in the share of economic resources and social facilities. But this should be a 
matter of debate for the academicians, planners, and policymakers regarding the social 
transformations of Nepali society for making it more inclusive, trustworthy and less hierarchical. 
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Abstract 

The debate over the topics related to emotional intelligence (EI) and organisational performance 
has constantly been in discussion in different cultures and in different parts of the world. EI is an 
essential factor responsible for determining success in life and psychological well-being which 
plays an important role in better organisational performance. This article, therefore, has 
assessed the status of EI and organisational performance in Nepalese Commercial Banks and 
measured the impact of demographic factors on EI. It follows deductive research approach in 
which descriptive as well as analytical research design has been employed. The sampling units 
for the study consisted of 9 out of total 27 Nepalese commercial banks, and 67 respondents via 
convenience sampling with a structured questionnaire. Cronbach's Alpha was calculated to 
confirm its reliability, which resulted in a score of 0.778. SPSS software package was used to 
manage and interpret data. The results of the study indicate that both emotional intelligence and 
organisational performance are present in the commercial banking sector. Analysis revealed that 
an employee with high emotional intelligence has a high organisational performance in 
comparison to a less emotionally intelligent person. The impact of matured employees is high on 
EI, here EI of a male is higher than female whereas the EI of married people is higher than 
unmarried. The results have implications for recruiting the employees. So, based on the results, it 
is recommended that an organisation must consider the emotional intelligence of the employees 
and emotional intelligence can be increased in the banking sector through different training and 
development programs. 

Keywords: demographic factors, emotional intelligence, Nepalese commercial banks, 
organisational performance 
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Introduction 

Over the last fifteen years, a great deal of interest has been generated around the topic of 
emotional intelligence (EI). This interest was largely stimulated by Goleman (1995), and 
particularly with the claim that EI explains a higher amount of variance in individual success than 
IQ (Gannon & Ranzjin, 2005). The first definition and empirical model of EI were formulated 
and revised by Salovey and Mayer (1990), who defined EI as "the ability to monitor one's own 
and other's emotions, to discriminate among them, and to use the information to guide one's 
thinking and actions" (1990, p. 189). According to Zeidner et al., (2004), this is perhaps the most 
widely accepted scientific definition of EI, since it identifies emotional information processing as 
an essential precursor to emotional regulation. Recent findings suggest that EI persons are better 
performers than their counterparts (Law, Song & Wong, 2004). To maintain a productive culture 
in the current business climate, the organisation has to concentrate on the emotional intelligence 
of employees.  The application of emotional intelligence in the organisation includes the areas 
like personnel selection, development of employees, teams and the organisation. The 
organisations must support their employees in developing their interpersonal skills and guide 
them to perform effectively on the job with other employees in the organisation (Bar-On et al., 
2003). Nepalese Commercial banks as a financial sector are identified as one of the most dynamic 
and vibrant sectors of the economy.  Banking has developed vital sectors of the economy and 
ushered in a new dawn of progress on the Nepalese horizon. The sector has translated the hopes 
and aspirations of millions of people into reality. Most of the literature expressed that there are 
very few studies on this topic in the Nepalese context as well as all over the world. In addition, 
those empirical studies proved that emotional research studies in organisational settings are 
ignored for a significant period. Therefore, this study attempts to identify the nature and 
relationship of emotional intelligence to organisational performance. 

Researchers of social sciences have worked a lot on this topic throughout the world, 
especially in western countries but in developing countries like Nepal, still there is a need to 
explore this area. So, the study was conducted to explore the gender differences concerning the EI 
in the banking sectors of Nepal, especially in the areas of Sunsari and Morang. There are other 
variables too that can have a direct influence on the EI of the employees working in different 
areas of the economy in various parts of the world, like age, academic qualification, perception 
about EI, conflict, urge to innovate, and so on.  

Research Objectives 

i) To assess the status of emotional intelligence in Nepalese Commercial Banks. 
ii) To measure the impacts of demographic factors on emotional intelligence. 

Literature Review 

Many studies have been directed to find out the relationship between Emotional 
intelligence and organisational performance. Researchers claim that there is a positive 
relationship between emotional intelligence and organisational performance (Rahman & Haleem, 
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2018; Thomas & Tram, 2006; Guleryuz et al., 2008; Monafared et al., 2010; El Khouly, 2011; 
Mousavi et al., 2012; Moradi et al., 2012). In this regard, Rahman and Haleem (2018) surveyed 
university employees and found a strong and significant impact of emotional intelligence on job 
satisfaction. Similarly, Goleman (1995) stated that emotional intelligence was closely related to 
job satisfaction and job success. Emotional intelligence does expect job satisfaction and job 
performance. Likewise, some research works revealed the mixed result of studies that age, 
gender, and educational level moderate the relationship between emotional intelligence and job 
satisfaction. They have shown a relationship between age and job satisfaction with an indication 
that older workers were more satisfied with their jobs than the younger ones. Moreover, with the 
increase in the number of years overall job satisfaction of workers increases as well (Berns, 1989; 
Grady & Burnett, 2000). Regarding the level of job satisfaction and emotional intelligence, 
researchers also revealed that ages show significant differences among students. Furthermore, the 
level of emotional intelligence of older students was higher than younger students. In addition, 
the level of emotional intelligence is high among those above 40 years (Bar-on & Handley, 1999; 
Ishak et al., 2011). However, some researchers doubt on positive relationship between age and 
emotional intelligence. Researchers explained that when age increases the level of emotional 
intelligence does not generally increase. For example, the study of Rahim and Malik (2010) found 
that age does not increase other relationships such as emotional intelligence, mental health, and 
spiritual intelligence. 

Methodology 

This article is based on a blend of descriptive and analytical research design. To describe 
the relationship between emotional intelligence and organisational performance and their 
constructs, descriptive design has been used. Similarly, inferential design helps to determine the 
impact of demographic factors (age, gender, education, marital status, and job position) on 
emotional intelligence. 

Sample and Population 

Out of 27 commercial banks in Nepal, 9 banks were selected for the study. The data were 
collected from different branches of commercial banks by using google forms. The sampling 
technique was convenience sampling. A total of 100 sets of structured questionnaires were 
distributed and 67 questionnaires were collected from the respondents which consist of 56 male 
and 11 female respondents. SPSS software package was used to manage and interpret collected 
data. Statistical tools, such as Pearson Correlation Matrix and Linear Regression Analysis to test 
relations and level of impact between variables, Cronbach alpha to test the reliability of 
constructs, and inferential statistics were employed. The ration behind the use of those tools was 
to explore the patterns in the sample to likely patterns in the population. And compare mean was 
used to understand the impact of demographic factors on emotional intelligence and 
organisational performance. 
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Procedure for Data Analysis Techniques  

Descriptive analysis and inferential analysis were used to analyse the data in this study. 
Descriptive analysis was used for data presentation, central measure, and spread size. On the 
other hand, the inferential analysis was used to test hypotheses using path analysis to determine 
the influence between variables according to the causal model formed. The stages of the path 
analysis technique were as follows: 

1. Preliminary analysis using Excel software to input test results by transferring/assessing 
scores into numbers. Then, descriptive statistics were calculated using IBM Statistics 
SPSS Version 22 application. 

2. The analysis requirements test, namely the validity test, was carried out on the dependent 
and independent variables. Then, the data reliability test was carried out to determine the 
Cronbach alpha value. 

Results of the Study 

Based on the collected data, the following results have been drawn.  

Reliability of the constructs  

All constructs are reliable and acceptable because all the values of Cronbach‟s Alpha are 
> 0.7000. 

Table 1:  Reliability of the Constructs in Aggregate 

Cronbach‟s Alpha No. of Items 
0.778 a). 8 

The table 2 and 3 show the reliability of the constructs and status of emotional 
intelligence and organisational performance in Nepalese Commercial Banks, respectively. 

Table 2: Reliability of the Constructs 

Constructs No. of Items Cronbach‟s Alpha 
Self -Awareness 5 0.730 
Self- Management 5 0.735 
Social Awareness 5 0.722 
Relationship Management 5 0.737 
Organisational Commitment 5 0.745 
Turnover Intention 5 0.850 
Organisational Citizenship 
Behavior 

5 0.757 

Job Satisfaction 5 0.729 
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Table 3: Status of Emotional Intelligence and Organisational Performance 

Constructs N Minimum Maximu
m 

Mean Standard 
Deviation 

Self- Awareness 67 12 25 19.851 2.54805 
Self -Management 67 13 25 19.97 2.32881 
Social Awareness 67 13 25 20.90 2.55682 
Relationship 
Management 

67 16 25 20.28 2.04351 

Overall Emotional 
Intelligence 

67 59 100 80.194 7.778935 

Organisational 
Commitment 

67 13 25 18.7313 2.30008 

Turnover Intention 67 10 23 15.5522 2.74294 
Organisational 
Citizenship Behavior 

66 14 22 17.8788 2.18044 

Job Satisfaction 66 13 24 17.8788 2.36328 
Overall Organisational 
Performance 

65 59 86 76.0462 6.20592 

The overall mean value for EI was 80.194. This result implies that these employees 
possess a well-developed ability to understand and manage their emotions and other experienced 
and feelings. The overall mean value for OP is 76.0462. This result also revealed that officer and 
managerial level employees in the banking industry in Nepal possess well organisational 
performance.  

The impacts of demographic factors on emotional intelligence are displayed in table 4. 

Table 4: Impact of Demographic Variables on Emotional Intelligence 

Attribution Description N Mean Std.  Deviation 
Age 20 to 29 25 78.200 9.678 

30 and Above 42 81.381 6.243 

Gender Male  56 80.518 7.606 
Female 11 78.546 8.870 

Educational 
Level 

Bachelor and below 9 81.667 7.0887 
Master and Above 58 79.966 7.9250 

Marital 
Status 

Unmarried 23 77.130 9.0116 
Married 44 81.796 6.6283 

Job Position Officer 53 80.0189 7.826 
Manager 14 80.194 7.902 



133Pradeep KC/Emotional Intelligence and Organisational Performance in Nepalese
 

 

The results signify that age has got a positive relationship with the level of emotional 
intelligence. It is clear that as age increases, the level of emotional intelligence increases too, and 
it may be vis a vis. Matured employees were having more EI levels, as compared to the younger 
ones due to the nature of the working environment of banks and their level of maturity. It is 
because aged people were found very experienced and being inspired by more friendly and high 
committed behavior in the job. 

Gender has also a positive relationship with the dependent variable. The mean scores 
show that male employees are more emotionally intelligent than their female counterparts. The 
education level of employees has a negative effect on the level of emotional intelligence. 
Similarly, marital status has a positive relationship with the level of emotional intelligence. In 
other words, EI level was found to be low with unmarried people and high with married people 
because married people were more careful as they care, love, and co-operate with their co-
workers. They have strong bonding with their partner and children. There was a positive effect of 
job position with emotional intelligence. The mean score of officer and manager-level employees 
were 80.089 and 80.149 correspondingly. EI was high with a high level of job position and vice a 
versa. 

Discussion and Conclusion 

The study has subsumed the present condition of emotional intelligence and 
organisational performance in the Nepalese commercial banking sector. It has been seen from the 
research that both emotional intelligence and organisational performance are present in the 
commercial banking sector. It revealed that an employee with high emotional intelligence has a 
high organisational performance in comparison to a less emotionally intelligent person. Most of 
the dimensions of emotional intelligence have a positive and significant relationship with 
organisational performance. From the study, it has also been found that age, marital status, and 
job position have a significant impact on emotional intelligence. The impact of matured 
employees is high on EI, here EI of matured employees is high than young employees whereas 
the OP of married people is high than unmarried. Emotional intelligence, as an important area of 
Social Sciences, needs more research works in developing countries like Nepal. As EI directly 
influences the employee's behavior working in any organisation, the decision-making power and 
the abilities related to handling the contingency situations, which may arise out of blues, should 
be emphasized. There is a need to carry out research regarding intrinsic and extrinsic factors 
which have an impact on employee behavior and emotional intelligence of the employees. Sector-
wise research can be carried out to see the emotional intelligence level of employees in different 
sectors of the country, to make the country prosperous by having intellect and human capital 
within the country. On the other hand, further studies concerning the impact of EI on OP by 
different organisation variables are required in this field, especially in Nepal whether it's the 
manufacturing industry or service industry. Since, the article is based on the study of officer and 
managerial level employees of commercial banks and conducted with only four constructs of 
each dependent and independent variable; it has limitations for wider generalizations. 
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