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Editorial 

 

In the contemporary academic landscape, the pursuit of knowledge has become increasingly 

systematic and rigorous, with scholars across diverse disciplines engaging in structured inquiry 

and empirical investigation. Research, functioning both as a methodological framework and an 

epistemological tool, plays a central role in the expansion and advancement of human knowledge 

and understanding. Through sustained and critical intellectual engagement, researchers not only 

extend existing theoretical paradigms but also interrogate and, where necessary, challenge 

established assumptions, thereby contributing to the emergence of new theoretical perspectives 

and practical applications. This ongoing process underscores research as a disciplined and 

methodical endeavor dedicated to the generation, validation, and dissemination of knowledge. 

Furthermore, scholarly research extends beyond individual academic achievement, serving as a 

cornerstone for collective intellectual development, societal advancement, and evidence-based 

policy formulation. Accordingly, research should be regarded not merely as an academic activity 

but as a vital mechanism for promoting innovation, critical thinking, and informed decision-

making within an increasingly complex global environment. 

In the course of sustained intellectual practice, university professors have engaged in a wide range 

of scholarly inquiries and research activities, drawing systematically on their disciplinary expertise 

and accumulated academic experience. In recent years, the Research Management Cell of 

Sanothimi Campus has accorded high priority to the publication of The Educational Journal, with 

the objective of coherently compiling scholars’ ideas, reflections, empirical investigations, and 

research contributions, thereby fostering and enriching academic discourse. 

This issue of the journal comprises fourteen research-based articles—ten in English and four in 

Nepali—that examine authors’ scholarly knowledge and professional experiences across a range 

of disciplines. All submissions underwent a rigorous peer-review process conducted by subject 

specialists and were published only after incorporating the required revisions and enhancements. 

The present issue has been made possible through the valuable contributions of the authors, the 

diligent efforts of the peer reviewers, and the consistent support of the campus administration, 

staff, and individuals involved in technical and editorial assistance. The editorial board gratefully 

acknowledges and extends sincere appreciation to all who contributed to the successful publication 

of this issue. 
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Abstract 

This article examines the distinction between sex and sexuality through Shyam Selvadurai’s 

Funny Boy (1994). It situates Arjie’s coming-of-age struggle with his queer identity within the 

wider context of societal expectations and cultural narratives, emphasising how these forces 

construct sexuality in adulthood amid Sri Lanka’s escalating Sinhalese–Tamil conflict. While 

sex denotes the biological state of being male or female, the socialisation process crucially 

shapes one’s sexuality. The paper thus analyses sexuality as a socially constructed identity in 

Funny Boy, exploring how cultural norms and heteronormative discourses influence its 

formation and psychological implications for young adults. Employing qualitative textual 

analysis and secondary sources—books, journals, and research articles—the study draws on 

Michel Foucault’s The History of Sexuality, Judith Butler’s Gender Trouble, and Homi 

Bhabha’s The Location of Culture. Their theories of social construction, performativity, and 

hybridity suggest that society and culture play formative, rather than merely influential, roles 

in shaping identity. 

Keywords: biological, formation, gender, identity, performative 

Introduction 

Sexuality, deeply rooted in social and cultural systems, profoundly shapes individual 

Shyam Selvadurai’s Funny Boy portrays sexuality as a socially constructed identity, shaped 

and reinforced by the compelling norms of society. Arjie’s growing recognition of himself as 

queer is not merely an individual realization but is continually interpreted in opposition to the 

rigid expectations of his Tamil family and the 1980s Sri Lankan society. His childhood 

transgression—preferring to play the “bride” rather than the “groom”—is not inherently 

deviant but becomes framed as such by his family, who fear social ostracization. As the narrator 

recalls, this “punishment was not for the playing… but for the way I had played it” (Selvadurai, 

1994, p. 11), underscoring how natural inclinations are reframed as deviance through social 

judgment. 

The novel also links Arjie’s emerging sexual awareness with the intensifying ethnic 

tensions of the Sri Lankan civil war, suggesting that both national and sexual identities are 

contested constructs. His relationship with Shehan compels him to navigate a world in which 

his desires are deemed illegitimate. As Neloufer de Mel (2001) observes, the text demonstrates 

how “the private sphere of sexuality is… a site for the contestation of public, national norms” 

(p. 157). Thus, Arjie’s identity is forged through the tension between personal desire and 

https://doi.org/10.3126/ej.v4i1.86129
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societal constraint, leading him to understand his sexuality as an act of resistance against a 

culture determined to erase it. 

In this way, the novel interrogates the intricate intersections of sexuality, identity, and 

cultural norms from the perspective of Arjie, a young boy growing up in Sri Lanka during the 

socio-political upheavals of the 1970s and 1980sexperiences, expressions, behaviors, and 

ultimately identity—functioning through every sphere of society. 

The controversy of sexuality, its emergence, formation, existence and identity has long 

existed in academia. It is basically the debate between the essentialists and constructionists 

about sexuality. Although the essentialists’ view that sexuality as such is the universal entity 

which has nothing to do with the experiences and external social environment, the 

constructionists refute that it is mediated by society and historically transferable. Their logic is 

that sexuality, especially homosexual category, is not absolute from the social and cultural or 

socio-cultural conditioning. In this regard, Carole Vance says:  

. . . Instead, the focus turned to placing same-sex experiences in much under 

social  and historical context. No longer should the "homosexual" be seen as a 

universal  entity but instead the homosexual category should itself be 

analyzed and its relative  historical, economic and political base be 

scrutinized. (Vance, 1998, p. 4) 

Vance's idea about homosexual sexuality is supportive of the constructionist view. It 

emphasizes on the socio-economic and historical context to form the identity of a person based 

on sexuality. Homosexual identity has been interpreted as an ethnographic phenomenon rather 

than purely biological. So, we can infer that homosexual identity as a deviance is more of a 

societal reaction which is not separate but a relative phenomenon that receives its many 

characteristics from the societal reactions. The social prejudices give birth to such categories. 

It is a process that goes with the socialization of a child.  

In Funny Boy the protagonist, Arjie, has been identified as a homosexual. But his being 

homo or hetero as the identity marker is not necessarily biological, as Jane Kroger says identity 

is formed in a process in a context “. . . historical, socio-cultural and developmental traditions 

have all decisions to account for various dimensions of human development, including 

identity” (Kroger, 2004, p.3). According to Kroger, the identity of a child is a social construct 

of cultural, ethnic, social and class contexts. Therefore, it is a synthesis of the inborn (self) and 

the outer world (other). Although Arjie is a male, he performs certain so-called feminine roles 

repeatedly, like opting for the bride role. This repetition is at once a reenactment and re-

experiencing of a set of meanings already socially established.  

Methodology 

This study employs a qualitative textual analysis, taking Shyam Selvadurai’s Funny 

Boy (1994) as both a literary text and a cultural document negotiating questions of identity and 

sexuality. Through close reading of key narrative episodes where gender roles, sexual identity, 

and cultural norms converge—particularly in the characterization of Arjie—the study examines 

how meaning is produced through narrative voice, symbolism, and language. 

The research is grounded in postcolonial and sexuality studies, drawing on Homi K. 

Bhabha’s theories of hybridity, mimicry, and ambivalence to explore Arjie’s identity as one 

situated between conflicting cultural, familial, and colonial influences. Michel Foucault’s 

concept of sexuality as a discursive construct provides insight into how power and institutional 

norms regulate bodies and desires, revealing sexuality as a historical and social production 

rather than a natural state. Judith Butler’s theory of performativity further illuminates how 

gender and sexuality are enacted through repeated performances rather than fixed identities, 
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while her notion of subversion through re-signification informs the reading of Arjie’s defiance 

of heteronormative roles. Additionally, Coates’ feminist and cultural perspectives 

contextualise the novel within broader discourses of sexuality and representation. 

Methodologically, the study integrates close reading with theoretical interpretation. 

Selected episodes are analysed through the frameworks of Bhabha, Foucault, Butler, and 

Coates to reveal how Funny Boy participates in the cultural discourse of sexuality formation. 

This is exemplified in the chapter “Pigs Can’t Fly,” where Arjie’s choice to play the “bride” 

subverts gender expectations, embodying Butler’s performativity and Foucault’s discursive 

regulation, thereby illustrating how Selvadurai reimagines cultural constructions of sexuality. 

Results and Discussion 

Funny Boy portrays young adult sexuality not as an innate essence but as a socially 

constructed identity shaped by cultural norms, family expectations, and colonial legacies. 

Arjie’s “girl-boy” identity is constantly policed by his relatives, showing how gender and 

sexuality are regulated through social practices rather than biological determinism (Butler, 

1990). Furthermore, the novel situates Arjie’s experiences against the backdrop of ethnic 

conflict, demonstrating that sexuality intersects with broader structures of race and nationalism 

(Gopinath, 2005, p. 76). By weaving together desire, politics, and identity, Selvadurai 

illustrates not only how young adult sexuality is constructed through cultural norms but also 

contested through personal agency. In the episode of the story, Arjie and Meena's option for 

the opposite games to their traditionally supposed roles can be associated with the idea of 

Robert Selinger Trites that the power and repression on the child leads to crossing it. His idea 

of crossing the barriers of culture, social norms and suppositions about the traditionally 

allocated gender roles to make out a boy or a girl, have been disturbed by Arjie and Meena. To 

quote Robert Selinger: 

Children's literature often affirms the child's sense of self and his or her personal power, 

but in adolescent novels, protagonists must learn about the social forces that have made 

them what they are. They learn to negotiate the level of power that exists in the myriad 

social institutions within which they must function . . . social construction of sexuality, 

gender, race, class, and cultural more surrounding death. (Trites, 2000, p. 3) 

Sexuality, as a social construction, can be derived from the statement of Selinger. If gender and 

sexuality are the social performative matters, they are very likely to be reconstructed and 

subverted, as in the case of Arjie. Although Arjie and the girls play a variety of games, the most 

fundamental site of disrupting and subverting performativity is the game bride-bride. It 

includes the whole process of wedding ceremony. As the title of the game suggests, the most 

important role is that of the bride, while in the hierarchy of bride-bride, the least important role 

is that of the groom. Although the game is based on the ceremony which culturally formalizes 

and elaborates heteronormative logic, the sex of the children playing the ceremony is not a 

determining principle in the allotment of roles.   

 Although he is a boy, he always naturally fills the definitive female role. In this 

portrayal of Arjie's dressing up rituals, Selvadurai maintains a delicate balance between the 

perceived wholeness and the stability of gender identities and performance which constitutes 

those identities. Arjie's feminine identification clearly matches for him as a deeper inner level, 

but the level of his "self", the writer emphasizes the process of identification as Arjie assumes 

a glamorous feminine appearance. In this connection, he says, “the dreaming up the bride 

would now begin, and then by the transfiguration . . . I was able to leave the constraints of 

myself and ascent??? into another more brilliant ????more beautiful self, a self to whom this 

day was dedicated” (Selvadurai,1994, p. 40). At this point, we can see Arjie inventing his inner 
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self. Here, he does not feel that he is crossing the established gender borders, and he does not 

experience any violation. In this connection, Karen coats points, "Renouncing one's jouissance 

doesn't mean that it disappears. Rather, it circulates in the other, kind of like a sick-day pool" 

(Coats, 2004, p. 3). Arjie leaves the pleasure of being a boy or playing the role of a groom and 

finds more pleasure in playing the role of bridge. Being a boy, he seems to adopt the bride's 

position, which does not mean that he has subverted his male sex. It is merely a matter of 

pleasure rather than the identity as a female. But it is the outer reality that gears up the 

subversion of his sexuality as homosexual.  

 When Arjie understands that he is feeling comfortable and happy in femininity at the 

age of seven, he is not aware of the connection between his gender and biological sex. He does 

not feel any shame for crossing the boundary of social expectations. But he is simply treated 

as an odd male having a feminine nature based on his performance or the roles he plays among 

his friends. In this regard, Butler’s argument supports the idea of gender identity as gender 

identity is always a doing. He gives priority to the performativity rather than the biological 

reality. In terms of the roles in society gender identity can be formed/reformed, 

constructed/deconstructed, but it cannot be generalized in subverting the sex (a biological 

reality). A person may be tagged as homosexual or lesbian by the roles, but sexually he/she 

cannot be generalized, like Arjie. But the majority heteronormative power in society can 

subvert the sexuality by exercising power and creating discourse about sexuality, like that of 

gender. Michael Foucault's argument about sexuality in his book The History of Sexuality is 

that "the pleasure that comes of exercising a power that questions, monitors, watches, spies, 

searches out, palpates, brings to light" (Foucault, 1978, p. 45). For Foucault, pleasure that is 

related to sexuality does have a relation with power as it can create sexuality too.   

 In applying Foucauldian idea of sexuality to the case of Arjie, he is subjugated to the 

power exercised upon him by the parents, relatives and the entire society. His behaviour and 

inclination to the female role rather than to the male has been taken as taboo. It has multiplied 

his identity as abnormal. The bullying fashion of Kanthy Aunty of Arjie is because of the power 

she possesses and practices to make him meet the social standard of heteronormative sexuality 

of the society. 

 The sexuality of Arjie as a social construction can be further clarified by the term 

‘funny’ used by the family members. It was given to him to mean abnormal sex. The nicknames 

like ‘Pangy’, ‘faggot’ and ‘sissy’ (Selvadurai,1994, p.11) resonating with the female names are 

suggestive of the transformative sexuality of Arjie. Amma's injunction and Arjie's protest to 

follow the forceful imposition to maintain his normativity is the contradiction between the 

essentialist and constructionist views of sexuality. This inherent contradiction can be clarified 

by the statement of Gyatri Gopinath: "rhetoric of non-conformity as perversion is undercut by 

Arjie's mother making apparent the nonsensical nature of gender codification" (Gopinath,2005, 

p.475). Despite the parents' weak logical soundness, the mother tries to regulate and maintain 

Arjie's gender identity. She even forces him to perform masculinity by playing cricket. It means 

that the sexuality of a child can be manipulated or changed. All the efforts of the parents are 

targeted at making him a boy. If sexuality is merely a natural phenomenon why does the culture 

of Arjie play so much of a role in changing him into so-called heteronormativity? This is a 

question to be pondered to prove sexuality as social construct. 

 The climax of Arjie's sexuality to be the matter of construction is in The Best School of 

All in the novel, Funny Boy. It reveals the hope of the parents that Arjie can be transformed 

from homosexuality. They can regulate his sexual identity with support of British Modelled 

School, supposedly a sex converter. Appa's explanation in this regard can be the evidence of 

it, "The Academy will force you to become a man" (Selvadurai,1994, p.210). Presumably, the 
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academy will cleanse Arjie of the broadly inclusive "funny" identity. In this statement, Appa 

also believes that Arjie can grow into heteronormativity with the proper application of the 

institutional force of The Queen Victoria Academy. By making Arjie get rid of the existing 

company, the parents mean to reconstruct Arjie's sexuality. This relocation of him from St. 

Gabriel to Victoria is supposed to change the culture, community and company which can 

make Arjie a full masculine.  

In addition to theories of gender and sexuality, Homi Bhabha’s postcolonial concept of 

the “mimic man,” outlined in Of Mimicry and Man: The Ambivalence of Colonial Discourse 

(1994), offers a critical framework for understanding the performative construction of sexual 

identity. 

The characters Arjie, Shehan, Jegan and even Meena can be compared to the 

colonized/non-normative sexuality, and others are colonial authority. And the consistency in 

the behaviour of Arjie and Shehan can authorise their power. At this point, the sexuality and 

identity resonate politically rather than the biologically. The sexualized identity as the cultural-

social or socio-cultural construction as claimed in the title can be further substantiated with the 

discourses of medicine, religion and law, as claimed by Weeks that homosexual identity is a 

forceful discourse. He says, "The law and its associated penalties made homosexuals into 

outsiders and religion gave them a high sense of guilt, medicine and science gave them a deep 

sense of inferiority and inadequacy" (Weeks, 1990, p. 31). Here, his focus on the social, cultural 

and political factors like religion, law and politicized medieval sciences are the external things 

that encouraged/formed homosexuality as an 'odd' identity. 

Conclusion 

To sum up, Shyam Selvadurai’s Funny Boy offers a deep exploration of sexuality and 

identity formation within the intersecting contexts of family, ethnicity, and nation. While 

Arjie’s coming-of-age journey highlights the challenges of negotiating a queer identity in a 

society governed by rigid gender norms and heteronormative expectations, the novel as a whole 

foregrounds how cultural, social, and political frameworks shape personal experiences of 

desire. Through a qualitative textual analysis, framed by theories of sexuality such as Michel 

Foucault’s ideas of discourse and Homi K. Bhabha’s notions of hybridity, this study has 

demonstrated that Arjie’s “self” is not a natural or fixed essence but a socially constructed 

identity. At the same time, the text complicates the question of whether sexuality is wholly 

constructed or bears traces of essential desire, as seen in Arjie’s natural inclination toward 

feminine roles and male companionship. By situating Arjie’s struggle within the broader 

narrative of ethnic conflict and social upheaval in 1980s Sri Lanka, Funny Boy not only 

reinforces the significance of his perspective but also raises larger questions about how 

identities—sexual, cultural, and national—are produced, contested, and lived. Ultimately, the 

novel and its protagonist compel readers to rethink the processes of identification, belonging, 

and resistance in the framework of gender, sexuality and postcolonial condition.   
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Abstract 

The perception of local teachers within a community plays a pivotal role in shaping educational 

experiences and outcomes. Local teachers are recognized as regional leaders and engage in 

community functions besides family work. This study intends to explore the multifaceted nature 

of community perception and teachers' experience, delving into the factors that influence such 

perception and their broader implications. A qualitative research method with a 

phenomenological research design has been adopted for this study. Four community school 

teachers were purposively selected as research participants from the community school located 

in Morang district, and in-depth interviews were conducted via semi structured interview 

guidelines. The interview responses were transcribed verbatim, and thematic analysis techniques 

were employed to conclude this study. The transcription was coded and organized with profound 

reading. The global themes were extracted with the intersection of commonalities within the 

organized codes arrised from the quotation of participants. The findings include that the 

academic prowess of teachers does not solely influence community perception but also 

encompasses their interpersonal skills, dedication, and engagement with students and families. 

Socioeconomic background, cultural values, and prior experience contribute to a community's 

diverse spectrum of opinions. Understanding this perception is crucial for educational 

institutions and policymakers as they strive to enhance teaching quality, foster positive 

community relationships, and create an inclusive and supportive learning environment. The 

study findings underscore the significance of fostering strong teacher-community rapport and 

the need for ongoing dialogue to align educational practice with community expectations. 

Keywords:community perception, family engagement, socioeconomic background, 

supportive learning environment 

Introduction 

Community schools and institutional schools are serving children with suitable 

knowledge and skills. The government entirely funds community schools, and institutional 

schools are run by their own sources. The government facilitates the community schoolteacher 

and provides a transfer facility to their local community school. The local teacher is more 

familiar with the community people and is involved in community activities. After the handover 
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of education to the local government, the teacher gets the transfer facility from one school to 

another with the school's consent. 

The community's perception of local teachers within our school plays a pivotal role in 

shaping the educational environment and nurturing the development of our students (Boyle-

Baise & Sleeeter, 2000). These teachers are more than just educators; they are the bedrock of our 

community, inspiring and guiding the next generation towards a brighter future. How the 

community perceives our local teachers significantly impacts parental involvement, student 

engagement, and overall trust in the educational system(Zeichner et al., 2016). Positive 

perceptions can foster a sense of belonging, encouraging collaboration among parents, students, 

and teachers, ultimately leading to a well-rounded and supportive learning ecosystem. On the 

other hand, negative perceptions can undermine these relationships, potentially resulting in 

disengagement and missed opportunities for effective education. Therefore, understanding and 

actively shaping the community's perception of our local teachers is a vital endeavour that 

influences the foundation of our school and its impact on the students it serves(Nguyen & Trent, 

2020). 

Studying the community's perception of local teachers is a fundamental undertaking with 

multifaceted implications for the educational system and the broader community. The purpose of 

delving into this realm lies in its potential to enhance the quality of education and strengthen the 

bonds between educators, students, parents, and the community at large(Barrett, 2005). By 

systematically assessing how the community views local teachers, educational institutions can 

identify areas of strength and areas that may require improvement. This knowledge empowers 

schools to tailor their approaches to teaching and engagement, aligning them more closely with 

the community's expectations and aspirations. Furthermore, understanding community 

perception can facilitate open and constructive communication between all stakeholders, 

fostering an environment where feedback is valued and acted upon(Barrett, 2005). Ultimately, 

the purpose of studying the community perception of local teachers is to create a harmonious and 

collaborative educational ecosystem that optimally supports the growth, development, and 

success of both students and the community as a whole. 

Objectives 

1. To explore the perceptions of local teachers while performing their duty at the 

community school  

2. To identify the key relationship of teachers with the local people's affiliated organisation 

Research Question 

1. How do local teachers perceive accomplishing their duties within the school? 

2. What relation does the local teacher maintain with the community person that shows the 

key relationship with the learning activity? 

Methodology 

This study employed a qualitative research design with hermeneutic phenomenology, 

which constructs meaning from the lived shared experience ina social setting(Creswell, 

2013).The adopted study design intends to extract insightful knowledge of the 

accomplishmentsof the local community (Neuberger et al., 2019). The expertise and narratives 

are drawn from the social setting of the community experience based on values and beliefs (Van 

Lankveld et al., 2017). The teachers who participated in this study took advantage ofthe school, 

directly and indirectly, connecting with school personnel. The teacher is affiliated with various 

organizations and is responsiblefor school time. The participant teacher wants to engage with 
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community people and family members as a result time allotment for teaching and learning is 

declining. Furthermore, they participated in a teaching environment for a few working hours.  

Purposively, four local teachersfrom the secondary level were selected as a participant from the 

community school of Dhankuta district, Koshi province. 

On behalf of the responsibility born by the local teacher, the participants were informed 

about the purpose of this project througha meeting in school. They voluntarily participated in the 

interview with confidentiality set up with pseudonyms. In-depth interviews via semi-structured 

questionswereconducted to gather vital information. The teacher who participated in this study 

had experienced it fora long time in a community school. Data analysis revealed the themes of 

collaboration and interactions with the teacher. An audio recorder recorded interviews with the 

participants.   Recorded interview responses were transcribed verbatim, and code was developed. 

Similar codes were organized to generate an organized theme. Likewise, themes were further 

reorganized to extract the global theme of the study. The ultimate themes were described by 

linking with an existing theory based on ground data, comparing and contrasting data with 

literature.  

Result and Discussion 

This portion includes resultsfrom the profound analysis of information gathered from 

participants' narratives, with their motives. The extracted findings are intersectional with the 

construct of existing literature to fulfill the objectives of the study. 

Social Accountability 

The social accountability of local teachers in the community refers to the teacher's 

responsibility and role in fostering positive relationships, contributing to the community's 

educational development, and maintaining ethical conduct(Pearson et al., 2015). A local teacher 

is accountable for delivering high-quality education to students, ensuring they receive the 

knowledge and skills they need to succeed academically (Woollard et al., 2016).In this context, 

the participant T1 said, 

I am an educated person in my community and mustbea leader. By profession, I am a 

teacher of students, but as a human, I am a social being who needs to perform social tasks 

in my community. I support people with official work and various assignments. 

Sometimes, I need to miss school to accomplishcommunity responsibilities. 

Concerning the above, the teacher belongs to the educated people in the respective community 

and needs to play a leadership role.Most of the villagers are illiterate and take support from the 

teacher in the official work. In the case of denying the request of local people, he should be away 

from local support. Sincethe teacher is consciousof the community, he must respect local 

requests. In doing so, the teachermay sometimes be irregular and irresponsible in duty. Inthis 

way, the teacher's primary responsibility is to deliver knowledge to students and contribute to 

school development(Fox, 2015). They can only devote time to social work under the social 

premises in their leisure time. TheEducationAct obligates teachers not to perform any activities 

within school hours. So, the local teacher must prioritize teaching with preparation and 

contribute to community development.Another participant T2 said, 

My first responsibility is to teach at school. Beinga school as a social organization gives 

priority to teaching and doing social tasks in their leisure time. Since the teaching job has 

solved the hand-to-mouth problem and fulfilled my basic needs,I must devote time to 

students' learning and school development work. 

On behalf of the above narration, theteacheremphasizes teaching first and takes responsibility 

forthe community second. As the teacher, the main task is to deliver knowledge and skillsto 
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students by encouraging them to become social beings.The teaching profession has supplied 

strength for basic needs, so he must dedicate himself and be accountable for his profession 

withouthesitation. Onthe other hand, the teacher needs to be responsible for the community as 

well because he is the person who is conscious enough to lead society. The community 

expectsfruitful input and sacrifice from the educated person to keep society on the path of social 

empowerment. Participant T3 said, 

I have taught social studies at this school for two years. Most students are familiar with 

local festivals and are reluctant to participate in social studies classes. In every function, 

the students and I are getting together not to teach thoroughly in class on my subject. In 

the social study period, I allow the students to interact with each other, and I stay outside. 

In the above concern, the local teacher frequently engages in community activities and devotes 

less time toschool. The local teacher plays an ample role in community activities beyond the 

school premises because he does not personally comment but helps foster relationships between 

the school and the local community(Gaduh et al., 2021). Teachers can volunteer their time and 

skills to various community organizations, charities, or events. The teacher can initiate tutoring 

programs, environmentalinitiatives, local food banks, and community cleanup efforts. The 

teacher needs to organize and conduct workshops on topics of interest to the community, such as 

parenting, financial literacy, and health and wellness. The teacher can participate in a mentorship 

program for local youth or aspiring educators, providing guidance and support outside of the 

classroom setting. The teacher and local artist can organize a mural project in the neighborhood. 

Another teacher T3 said, 

As an old teacher, I do not maintain lesson plans every day.Making a lesson plan is 

tedious and time-consuming, but creating a mindset before entering class and delivering 

the instruction is necessary. I cannot teach four or five subjects daily by creating lesson 

plans. The head teacher cannot impose on me to implement lesson plansdaily because I 

am local and old teacher. 

In the above concern, the teacher delivers instruction without a lesson plan. The teacher feels 

proud of their long-termexperience. The confidence is developed to teach without a plan. The 

teacher believes training with a lesson plan is lengthy and time-consuming (Darling-Hammond, 

2005). Generally, the local teacher has this type of mindset. However,teaching with a lesson plan 

is more constructive and systematic(Coenders & Verhoef, 2019). The teacher can hold the class 

using daily lesson plans. Inlesson plans, instructional objectives, materials, and activities are 

predetermined(Cohan & Honigsfeld, 2007). So,the overall activity of the teacher is shaped and 

guided by the lesson plan. The local and other teachers need to prepare lesson plansfor every 

class. 

Interaction with Local People 

For the local teacher, interaction with local people is crucial for building strong 

relationships and fostering community engagement. The teachers are held to high ethical 

standards. They must demonstrate honesty, integrity, and professionalism in interacting with 

students and locals.One participant T4 said, 

 I attend community events like festivals, culturalevents, and community gatherings. This 

allows teachers to connect with people outside the school setting and show our support 

for community activities. I frequently need to engage in community service with 

volunteer service and skills for community projects or initiatives. This demonstrates our 

commitment to the community's well-being and can help you establish meaningful 

connections. 



Educational Journal, May, 2025, Volume-4, Issue-1 

 

11 
 

Concerning the above argument, theteachers can participate in and support local cultural events 

and festivals, celebrating diversity and promoting understanding among community members. 

The teachers must organize and conduct workshops on topics of interest to the community, such 

as parenting, financial literacy, and health and wellness. The teacher can participate in a 

mentorship program for local youth or aspiring educators, providing guidance and support 

outside of the classroom setting. The teacher and local artist can organize a mural project in the 

neighborhood. Teachers can incorporate community service learning projects into their 

curriculum, allowing students to actively engage in community activities and make a positive 

impact(Barrett, 2005).The local teacher can extend their influence beyond the school walls by 

participating in community activities and creating a more cohesive and supportive community. It 

also sets a positive example for students, encouraging them to become active and responsible 

citizens in their community.Another participant T1 said, 

From the school side, I like collaborating with local organizations, businesses, nonprofits 

or social organizations to create mutually beneficial programs. I sometimes organize 

workshops, mentorship programs or guest speaker events that involve local experts and 

professionals regarding school development and enhancing learning achievement. 

As the local teacher, he participates in every social function of the organization. Sometimes, he is 

leading a mentorship program organized by the community. He can initiate fundraising activities 

via a cooperative organization by performing productive work in agriculture, running a grocery 

store, and money laundering. Teachers can coach or support community sports teams, fostering a 

sense of teamwork and community spirit. Teachers can offer free or low-cost community 

education programs to help adults in the community improve their literacy, language skills, or 

access to technology(Woollard et al., 2016). Teachers can incorporate community service 

learning projects into their curriculum, allowing students to engage in community activities and 

make a positive impact actively. Another participant T2 said 

For the overall development of the school, I would like to establish open communication 

channels with parents, guardians, and community members. I regularly share updates 

about classroom activity and student progress in the staff meeting for remedial teaching. I 

use communication channels like email and social media to keep everyone informed. 

In the above concern, the local teacher can create a network of relationships with the 

community people and their frequency of attachment.Frequent communication with the local 

people can strengthen the capacity for professional efficiency(Hidayati et al., 2020). The local 

teacher can significantly engage with the community beyond their school activities(Wallace & 

Priestley, 2011).Teachers can build stronger connections with students, parents, and other 

community members by actively participating in community functions. Another participant T2 

said, 

I occasionally visit my students' homes to understand their living conditions, observe 

family dynamics with a community background, and communicate with parents about the 

support provided for their Child in learning. I request that parents supervise the Child's 

reading concerning home assignments. 

This demonstrates the teacher's interest in their holistic well-being and allows for 

building stronger connections with both student and their families. The prospective teacher 

personally visits the community and understands the Child's learning. He shares feedback and 

counselingwith the local parents to guide their childrenduring theirstudies. This shows the local 

teacher can contribute to children's learning and society's development. A participant T3 urged 

as, 
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I participate in local meetings,a committee of neighborhood association meetings, and 

parents' teacher association (PTA) gatherings. I deliver my expertise and insights on 

education mattersfromthe perspective of local community members. I invite local 

musicians to perform and regional artists to lead workshops about career skills. 

In the above concern, the teacher is accountable for local responsibility and concern 

sharing with expertise and insights for community development.Overall, the social accountability 

of a local teacher goes beyond the classroom, encompassing their community responsibility and 

contributing to the growth and social well-being of the community as a whole(Jumriani et al., 

2024). The local teachers should be responsible for transforming culture and ethnicity to create 

social harmony(Jimes et al., 2013). The teachers mustdevelop their knowledge from a 

multicultural perspective and promote ethnic tolerance. The local teacher must encourage 

students to preserve their culture, language, social values, and norms by exchanging natural ideas 

concerning constitutional provisions.In this context, the participant T2 said, 

I am residing in the community where the school is located. As the teacher of this school, 

the community people ask about their Child's reading. I am associated with the local 

organization and local people. At any function of the regional festival, I am invited to 

participate and perform leading work. 

In this concern, the local teacher is more accountable for the learning performance of 

children in the community regardless of his subjects. The community members are familiar with 

the teacher and frequently interact with the teacher during community functions(Haraldson, 

1983). The teacher plays vital role for the dispute resolution within the community.The local 

teacher often keeps in touch with the community function as regulated by the society(Broadfoot 

et al., 1988). However, the local teachers are devoted to their family more often and are 

accountable for the school and community functions. 

Benefit from SMC 

Local teachers can benefit from active involvement in the school management committee 

(SMC). The SMC is a crucial platform that brings teachers, parents, community members, and 

school administratorstogether to collaborate on various aspects of school governance and 

development. In this context, the participant T4 said, 

My family has resided in this community for 100 years, and I am familiar with every 

distinguished person. The members of the school management community belong to my 

community. School is like home for me. I recognize every student in this school. The 

school can forgive me for the minor mistakes in my duty. 

In the above statements, the local teachers are socially and emotionally connected with 

the local people. Interacting with community leaders, parents, and other SMC professionals can 

provide valuable networking opportunities(Räsänen, 2010). Theseconnections can open doors to 

resources, partnerships, and collaborative projects that benefit teachers and students. Active 

interaction with community members highlights a teacher's commitment to improving school and 

community(Räsänen, 2010).This involvement can enhance the teacher's reputation and 

recognition as a dedicated educator and community contributor. One of  Prticipants T3 said, 

I have been responsible for teacher representatives in the school management committee 

for the last ten years. I play an active role in dispute resolution among school members 

who have raised issues related to teachers' professional problems in the SMC.I try to find 

a solution myself by getting the consent of the School Management Committee. 

In the above concern, the local teachers get priority in participating in the SMC as teacher 

representatives. The involvement in the SMC provides teachers with insights into the broader 
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educational landscape, helping them understand the needs of students beyond their classroom. 

This perspective encourages a holistic approach to education. As SMC members, teachers have a 

stake in the school's progress. This sense of ownership can boost morale and motivation, leading 

to increased dedication and efforts toward achieving academic excellence. 

In summary, participation in the School Management Committee can benefit local teachers. It 

empowers them to influence decisions, contribute to school development, and foster positive 

relationships within the community. Through their involvement, teachers can create a lasting 

impact on their students' educational experience and the school's overall growth. Another 

participant T1 said, 

I have been teaching mathematics in this school since I started teaching. The student 

takes extra tuition at my home. There are more students in school, and most students 

cannot understand. I am  the tuition in the morning if they come to me. They have to pay 

extra money for me. The head teacher advised me to take extra tuition. 

In the above concern,the local teachers takes tution to students who are unable to participate in 

school due to the family problem.The local teacher can serve students who are unable to regular 

at school.But this type of practices bring social inquality among the children in the local 

community.the local teachers can serve students at school with strong commitment and patience 

for the improvement of educational outcomes by social justice approach. 

Devotion to Family 

The teacher's full participation in family-related activities, besides school hours, ensures 

family attachment. Being the nearby teacher from home, he can activate every family function 

within the community. The teacher can dedicate a lot of time tothe initiation program.In this 

context, a participant T2 said, 

I send my kids to private schools because there is no English environment in government 

schools. Theteacher hasa poor English background and cannot dedicate time to English 

improvement. Mostteachers do not use English as a medium of instruction but rather 

teach as content. As a local teacher, I must allocate time for household chores like 

farming and festival engagement. 

Concerning the above, the teachers send their children to institutionalized schools for the sake of 

English. Qualified and specialized teachers are recruited in schoolsto teach English, but are 

reluctant to implement English as a medium of instruction(Wallace & Priestley, 2011). The 

teacher teaches English as content rather than language. Englishis taught using the translation 

method, and the student intends to study by translating it into Nepali.Such an instructional 

approach cannot improve English. Sending children to private schoolsdoes not mean they 

believein the instruction themselves. Today, teachers are worried about the scarce students at 

community schools but are reluctant to send their children to community schools (Hallinger*, 

2004). They must remember who sends children to school to protect their jobs. The government 

teachers are well-trained and qualified, but cannot use their knowledge and skills to enhancethe 

quality of education. The teachers are declaring a movement for promotion and facilities, but are 

considering accountability and academic quality. So, teachers must be responsible for their 

performance to promote educational excellence.Another participant T3 said, 

As social beings, teachers mustperformvarious work in the community and cannot hold a 

job alone. I have a social responsibility and must devote time tomy home andcommunity. 

I think professional responsibility is to accomplish only four to four hours daily. The 

remaining time needs to be consumed by personal life. 
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The teacher's responsibility is not confined to teaching and learning in the above context. He 

needs to be involved in a variety of accomplishments besides school chores. Teachers, as social 

beings, devote adequate time to home and community. Theteacher can offer workshops and 

seminars on various topics of interest to the community, such as parenting tips, study strategies, 

or career guidance (Wexler et al., 2014). The sharing of expertise can be valuable for parents and 

community members. The teacher can collaborate with local business partners to create 

opportunities for people to bring real-world experience into the classroom and expose students to 

potential career pathways.In this context participant T3 said, 

I am the head teacher's relative, and I ask him if something needs to be done at home. I 

mainly focus on completing the course beforethe exam. In my class, most students are 

familiar with me and do not complain to the office aboutlearning. The executive body of 

the school cannot raise the question about me because I am associated with an 

organization leading to community functions. 

As a local teacher, I need to take on social responsibility. The local students also understand the 

teacher's engagement and can subsidize classroom instruction. The teacher engages with 

community development activities like cleanup drives, volunteering at local charities, and 

supporting environmentalinitiatives(Budnyk, 2014). The school can allow teachers to contribute 

positively to the community and be role models for their students. 

Another participant T4 said, 

I am the teacher representative of the school management committee and the parents' 

teacher association, and connected with every parent and student. As per the rule of the 

school management committee, I need to keep the school's overall scenario for every 

meeting. The other teachersare careful towards me and sometimes serve me in engaging 

students. 

The teacher representative is accountable to the school management committee and the parents' 

teacher association for this concern. Another teacher supports himbecause he can keep the 

positive aspect of the teacher in the meeting. Active involvement in PTAs enables teachers to 

collaborate closely with parents and guardians, fostering a stronger partnership between the 

school and the families (Wexler et al., 2014). This collaboration can lead to better student 

support and academic outcomes. 

Opportunity for Family Time 

An opportunity to attend a family function refers to family time. Since the school is 

nearer to home,I can participate in every family work. He can play an active role in family 

gatherings. Devoting more time to family creates a healthy and happy environment for well-

being. In this context, the participant T1 said, 

Working in a local school is to grab opportunities for family engagement. Despite the 

school's responsibility, the teacher can be involved in most family work, like cultural 

procession and agricultural work. The leisure and off time of school can be utilized in the 

community as well as family functions. 

In the above statement, aside from the school activity, the teacher can engage at home. The 

teacher can actively participate in cultural ceremonies like a wedding procession 

member.Teachers can organize outreach programs to address specific community needs, such as 

providing resources for underprivileged families or conducting workshops for community 

members.Another participant T2 said, 

I actively participate in family tasks like cultural procession and agricultural work. 

Beinga local teacher,I can actively participate in cultural ceremonies. Likewise, I am 
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engaging in the organization as per the responsibility handover.In addition to school 

hours, I collaborate closely with parents and guardians to foster stronger partnerships 

between the school and families. This collaboration can exactly lead to better student 

support and academic outcomes. 

Concerning the above, teachers' involvement is confined to the teaching-learning activity and the 

social function. The teacher seems to be engaging in various organizations as an active member 

with visionary leadership. In this context, he must attend community council meetings, town 

halls or other public forums to stay informed about local issues and advocate for education-

related matters. He can engage in joint projects with neighboring schools, colleges or community 

organizations that promote knowledge sharing and encourage community-wide initiatives. 

Similarly, another participant T3 said, 

I actively participate in family tasks like cultural procession and agricultural work. 

Beinga local teacher,I can actively participate in cultural ceremonies. Likewise, I am 

engaging in the organization as per the responsibility handover. In addition to the school 

hours, I collaborate closely with parents and guardians to foster stronger partnerships 

between the school and families. This collaboration can exactly lead to better student 

support and academic outcomes. 

Local teachers can build strong bonds with the community by actively engaging in community 

functions, better understanding their students' backgrounds, and contributing to their 

neighborhoods' overall well-being and development. Such engagement benefits the community, 

enriches the teaching experience, and fosters a sense of fulfillment among teachers. 

Holding Leadership 

The local teacher gets the opportunity to hold leadership positions in the school 

management community, as the local people do. The teacher residing in the local community can 

communicate with each person by recognition. If a local teacher receives a school headship, 

theycan forward every school-related issue to the community for discussion.In this regard, one of 

the teachers T1 said, 

When I came to this school, I had the opportunity to hold the headship. In this 

school,there wasa vacancy for a head teacher. Most teachers are from outside the 

community andare reluctant to receive headship due to their different localities. In the 

beginning, the school management was not smooth, and community school collaboration 

was completely absent in this school. The academic progress of this school was running 

attortoisespeed. The teachers were performing their duty as jobholders and seemed not 

accountable.  

In the above concern,local teachers are prioritized to give the authority of the school's 

headmaster. The main reason is local teachers are more accountable and responsible to the 

community. The local teachers do not think about their job only; they are alsoaccountable to the 

community. The local head teacher can communicate with every person regarding his or her 

Child'sdevelopment. They can interact about how to link school education to societal needs 

(Budnyk, 2014). The local head teacher can create a collaborative environment with parents, and 

both can work on school development (Gillies, 2008). Since school is a miniature of society and 

community, culture is reflected in school. Sothe local head teacher can bridge between the school 

and society to uplift school education. In the same manner,another participant T2 said, 

If the head teachers are recruited from the local teachers, they will be responsible and 

accountable for social development. The local teacher thinks thatthe school needs to 

produce social agents and activists for social transformation. School education should 
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supply human resources for developing society andthe nation. As head teacher, 

Ifrequently talk with local people about social problems and school development issues. I 

also interact with them about how to make education qualitative and need-based.  

Concerning the above narration, local teachers should be recommended for selection as head 

teachers because local teachers can understand the reality and needs of the community. The 

school leader can be a role model for transforming the face of society through 

education(Johnson, 2006). Thehead teacher from the community initiateda community 

awareness program. The local head teacher can organize the meeting to discuss how to increase 

the access of children in education who are left behind. In contrast, another participant T1 said, 

If a local teacher is appointed head teacher, they are familiar with local people and intend 

to take advantage of the school. The regional head teacher dame cares for the local people 

and decides about the school. He dominates the school education system and 

consequently regresses to quality enhancement. The local head teacher makes the school 

private and dictates the school against societal needs. 

In the above context, the local head teachers are too familiar with local people. The local 

teachers are over-responsive toward community affairs. Head teachers intend to take advantage 

of school. Unnecessarily, thehead teacher dictates the school for his benefit. The community 

people might excuse them due to his recognition(Mydland & Grahn, 2012). Since the school is 

the community's property, the government needs to endorse the policy about selecting head 

teachers from the local community if possible. 

Serving at Local Development  

Education is the basis for local development. The local teacher can go through the 

community issues and contribute to social development with the help of education. The local 

teacher can take ownership of every aspect of society, such as community development. 

In such context, one of the participants T2 said, 

After being appointed as a teacher in this school, I joined every community development 

work besides teaching. The community people call me if a conflict arises among the 

people for unavoidable cases like family, agricultural work, and land ownership. I play 

the role of mediator for resolving conflict and request all the people to show solidarity for 

community development without any debate. 

From the above narration,the local teacher cannotbe responsible for teaching only. In 

society,they are educated and act as agents of social transformation. The local people think 

teachers have a vast knowledge base and can advise in multiple ways. Teachers can raise social 

issues with the government, and they will resolve them immediately (Budnyk, 2014). Teachers 

can solve problems by using various dimensions with the help of education. The teacher can also 

advise on what type of education can solve the problems of contemporary society. The teacher 

needs to use their knowledge to create social harmony. In the same context, another participant 

T3 said, 

I have taken the role of community leader for every aspect of society. The community 

people expect my advice and suggestions for accomplishing societal activities. They 

think I should have multidimensional knowledge to lead society. There are many 

challenges to standing as a teacher in the local community. 

Concerning the above, the local teachers play a crucial role as community leaders, extending 

their influence beyond the classroom. The community trusts them as significant figures who 

guide students, parents, and other community people (Shen & Tan, 2012). The teacher can help 

foster a sense of unity and progress within the community by organizing educational programs, 
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participating in local events and promoting civic values (Wexler et al., 2014). The deep 

understanding of teachers about local culture and challenges enables them to advocate for social 

improvements, serve as role models and inspire collective action. The teacher can contribute as a 

bridge between community and school, promoting lifelong learning and positive change. 

Conclusion 

The community perception of teachers is a vital aspect of the education system, shaping 

the overall educational experience for students and influencing the community's attitude towards 

learning. After examining various factors, it becomes evident that the community's perception of 

teachers significantly affects the success of educational endeavors. Teachers had a central role in 

fostering a positive learning environment, promoting knowledge acquisition and instilling 

essential values in students. Theirdedication, expertise and passion leave a lasting impression on 

students and the community. A positive perception ofthe teacher within the community enhances 

trust in the education system, encouraging active engagement and support from parents, 

community leaders and local institutions. 

On the other hand, negative perceptions can lead to a lack of confidence in the 

educational system, leading to decreased participation and investment in academicinitiatives. 

Tostrengthen the community perception of teachers, it is crucial to reorganize and appreciate 

their efforts through acknowledgement, support and professional development opportunities. 

Emphasizing the importance of teaching as a noble and impactful professional can attract 

talented individuals to the field and foster a culture of continuous 

improvement.Furthermore,effective communication and collaboration between teachers and the 

community can bridge gaps,create a sense of shared responsibility and reinforce the notion that 

education is a collective effort;community involvement in school activities,parent's teacher 

interaction and community service projectscan all contribute to a positive perception of teacher 

and education system.in conclusion the community perception of the teacher is a dynamic and 

influential aspect of the education ecosystem,when the teacher is held in high regard,supported 

and valued by their communities they can perform at their best positively impacting the lives of 

their students and society as a whole. By fostering a culture of respect, appreciation and 

collaboration, we can create an educational environment that empowersteachers, nurtures 

students and builds a brighter future for our community. 
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Abstract 

Moral disengagement refers to the cognitive strategies individuals use to justify unethical 

actions, enabling them to override personal or institutional norms without experiencing self-

sanction. While widely studied in student misconduct and Western academic settings, limited 

empirical attention has been paid to how academic professionals in low-resource, non-Western 

contexts disengage morally in their professional roles. This mixed-methods study investigates the 

prevalence, mechanisms, and contextual drivers of moral disengagement among faculty in 

Nepalese universities. Survey data from 212 faculty members, measured using the Moral 

Disengagement in Academia Scale (MDAS), indicate high levels of disengagement. Specifically, 

68% reported diffusion of responsibility, 61% demonstrated moral justification, and 57% 

expressed attribution of blame as frequent patterns of disengagement. Complementary interviews 

with 30 faculty and administrators further provide deeper insights into the underlying dynamics 

of these disengagement patterns. Complementary interviews with 30 faculty and administrators 

provide deeper insights into how collectivist cultural norms, institutional ambiguity, and 

survival-driven pressures normalize misconduct and offer ethical rationalizations. The study 

seeks to identify dominant mechanisms of disengagement, explore the institutional, cultural, and 

psychological factors that facilitate or inhibit these processes, and understand how academics 

rationalize unethical behaviors within environments marked by systemic ambiguity, collectivist 

values, and limited resources. Findings suggest that in contexts characterized by weak ethical 

oversight, politicized governance, and vague professional standards, moral disengagement 

becomes an adaptive mechanism. The study extends Bandura’s theoretical framework and offers 

implications for ethics policy, leadership development, and governance reform in South Asian 

higher education. 

Keywords: Academic ethics, Faculty misconduct, Higher education, Institutional 

culture, Moral disengagement 
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Introduction 

Moral disengagement, as conceptualized by Bandura (1990), refers to the cognitive 

mechanisms individuals use to justify unethical behavior, thereby protecting their moral self-

image. These mechanisms include moral justification, euphemistic labeling, advantageous 

comparison, displacement or diffusion of responsibility, disregard or distortion of consequences, 

dehumanization, and attribution of blame. In academic institutions—spaces that ostensibly 

uphold truth, fairness, and intellectual integrity—moral disengagement poses a paradoxical 

challenge (Bandura, 1999). Faculty and staff, under increasing performance pressure and 

institutional complexity, may rationalize behaviors that conflict with both personal and 

professional ethical standards. 

In global academic settings, ethical breaches are not uncommon. Scholars have 

documented cases of data falsification, ghostwriting, favoritism in hiring and promotion, and the 

manipulation of peer-review systems (Anderson et al., 2007; Fanelli, 2009). While such issues 

have been widely examined in Western academic systems, similar processes of moral 

disengagement in South Asian or lower-income country contexts remain underexplored. This 

lack of attention is problematic, as it fails to account for how local cultural, structural, and 

institutional factors shape ethical reasoning in higher education. 

Nepal’s higher education sector exemplifies this gap. In the last two decades, the number 

of universities has expanded rapidly, alongside enrollment growth and increased demand for 

academic credentials. However, governance and quality assurance mechanisms have not kept 

pace (University Grants Commission Nepal, 2022). In such a context, academic professionals 

face pressures to publish, secure promotions, manage heavy teaching loads, and navigate 

politically influenced administrative systems—all without adequate professional development or 

ethical oversight. 

Early signs of systemic ethical compromise are emerging. Investigative reports have 

uncovered plagiarism in thesis supervision, credential inflation, nepotism in faculty recruitment, 

and financial mismanagement in public universities (Centre for Investigative Journalism Nepal, 

2023). Moreover, empirical research has revealed alarmingly low levels of awareness regarding 

academic integrity. For example, a recent study by Upadhyay, Pradhan, and Sedain (2023) found 

that while a majority of university students in Nepal had heard of plagiarism, more than half 

lacked a full understanding of its consequences or institutional responses. These findings suggest 

a broader normalization of unethical academic behavior, likely reinforced through learned 

patterns and institutional inaction. 

Furthermore, socio-cultural dimensions may facilitate moral disengagement in uniquely 

Nepalese ways. Nepal’s hierarchical academic culture, shaped by collectivist norms and 

deference to authority, may inhibit whistleblowing or ethical confrontation (Adhikari, 2021). 

Faculty members may feel compelled to protect colleagues’ reputations, prioritize social 

harmony, or support familial and political networks—even when these actions conflict with 

academic values. In such cases, moral disengagement allows individuals to reconcile 

professional roles with sociocultural expectations. 

This study addresses these critical gaps by investigating the prevalence and mechanisms 

of moral disengagement among academic professionals in Nepalese universities. The research is 

guided by the following questions:  

1. What are the dominant mechanisms of moral disengagement among academic staff in 

Nepalese universities? 
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2. What institutional, cultural, and psychological factors contribute to or inhibit moral 

disengagement? 

3. How do academic professionals rationalize behaviors that deviate from ethical norms? 

To answer these questions, the study employs a mixed-methods approach, combining a 

quantitative survey of academic staff with qualitative interviews. By applying Bandura’s (1999) 

framework of moral disengagement in the Nepalese academic context, this research contributes 

both theoretically and practically. Theoretically, it expands the understanding of moral 

disengagement into a non-Western, low-resource academic setting. Practically, it offers insights 

for institutional leaders and policymakers to design ethics-focused interventions tailored to the 

realities of Nepalese higher education. 

In doing so, this study also underscores a broader concern: the sustainability of academic 

integrity in rapidly transforming educational systems. In nations like Nepal, where higher 

education is a key engine for socio-economic mobility and democratic development, cultivating 

an ethical academic culture is not merely a normative goal—it is a developmental imperative. 

Literature Review 

Moral Disengagement: Theoretical Framework 

Albert Bandura’s (1990, 1999) concept of moral disengagement stems from his broader 

social cognitive theory, where moral agency is regulated through internal standards of conduct. 

Moral disengagement occurs when individuals deactivate these self-sanctions, allowing 

themselves to behave unethically without self-condemnation. The eight mechanisms identified 

by Bandura—moral justification, euphemistic labeling, advantageous comparison, displacement 

and diffusion of responsibility, distortion of consequences, dehumanization, and attribution of 

blame—are widely accepted in psychological and organizational ethics literature (Moore, 2008; 

Detert et al., 2008). 

In educational settings, moral disengagement has been explored primarily in relation to 

student cheating and misconduct (McCabe et al., 2012; Gino & Ariely, 2012). However, 

emerging literature also acknowledges its presence among faculty and administrators, especially 

under institutional pressures that prioritize performance metrics over ethical values (Bailey & 

Baines, 2018). Bandura’s framework thus provides a valuable lens through which to understand 

unethical behaviors in academia, especially in contexts where external accountability 

mechanisms are weak or compromised. 

Moral Disengagement in Higher Education 

Studies from Western contexts indicate that moral disengagement is often triggered by 

structural and cultural conditions within academia. Detert et al. (2008) found that hierarchical 

structures, ambiguous ethical norms, and pressure to meet institutional targets can lead academic 

staff to morally disengage. Similarly, Easwaran and Khanduja (2020) observed that university 

faculty under pressure to publish frequently rationalize plagiarism or data manipulation as 

necessary for professional survival. These rationalizations align closely with Bandura’s 

mechanisms, particularly moral justification and euphemistic labeling. 

In post-conflict and low-resource settings, the prevalence of moral disengagement in 

academia can be even more pronounced. Research from Sub-Saharan Africa and parts of South 

Asia indicates that faculty often resort to unethical practices—such as selling grades, accepting 

bribes, or exploiting students—under conditions of low pay, high workloads, and poor 

governance (Sifuna, 2006; Luescher-Mamashela, 2010). While the cognitive mechanisms of 

disengagement may be universal, the triggers and justifications are highly contextual and often 

shaped by historical, economic, and political realities. 
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Moral Disengagement in South Asian Contexts 

Within South Asia, the academic workplace is often characterized by deeply embedded 

systems of patronage, politicization, and bureaucratic inertia. For example, studies from India 

and Bangladesh have shown how political affiliation and familial ties influence faculty 

recruitment and student assessment (Chattopadhyay, 2012; Islam, 2019). In such environments, 

unethical behavior may not only be tolerated but also normalized, with institutional actors 

morally disengaging by appealing to “common practice” or cultural obligations. 

However, empirical studies that specifically examine the cognitive processes behind 

these practices—using the lens of moral disengagement—remain limited. Most existing research 

has focused on corruption as a structural or policy issue (Hallak & Poisson, 2007), with little 

attention paid to the psychological justifications that make unethical behavior sustainable over 

time. This gap is particularly salient in the context of Nepal, where universities operate under 

similar sociopolitical constraints but have received little scholarly attention in this regard. 

Higher Education and Ethical Challenges in Nepal 

Nepal’s higher education system has expanded significantly in recent decades, yet 

concerns over quality, politicization, and ethics persist. The University Grants Commission 

(UGC) of Nepal (2022) has acknowledged that academic governance is often influenced by 

political affiliations and lacks robust accountability systems. Furthermore, reports from the 

Centre for Investigative Journalism Nepal (2023) reveal instances of widespread plagiarism, 

degree fraud, and nepotism within public universities. 

Few academic studies have addressed these concerns through the lens of moral reasoning 

or disengagement. One exception is the work of Upadhyay et al. (2023), who conducted a web-

based survey among university students and found that over 50% had engaged in plagiarism, 

often without clear understanding of its ethical implications. Another relevant study by Bhattarai 

(2024) explored the informal learning of Nepali university professors and found that institutional 

culture often lacks support for ethical development, leaving faculty to rely on personal networks 

and informal norms. 

These findings suggest that unethical behavior in Nepali academia is not simply the result 

of individual moral failings, but of systemic shortcomings and socio-cultural pressures that 

encourage rationalization and normalization of misconduct. Faculty and administrators often 

operate in environments where ethical breaches are not punished—and may even be rewarded—

creating fertile ground for moral disengagement to take root. 

Research Gap 

Despite growing anecdotal and journalistic evidence, empirical studies exploring the 

mechanisms of moral disengagement in Nepalese universities are virtually non-existent. Most 

discussions of academic ethics in Nepal remain descriptive, lacking theoretical grounding and 

methodological rigor. There is an urgent need for research that connects individual cognitive 

processes with broader institutional and cultural factors. Understanding how academic 

professionals in Nepal justify unethical actions—through mechanisms such as moral justification 

or diffusion of responsibility—will provide valuable insights for designing interventions. 

By applying Bandura’s framework to a non-Western, under-researched academic context, this 

study not only addresses a local research gap but also contributes to the global literature on moral 

disengagement in higher education. It helps illustrate how ethical reasoning is shaped by 

institutional environments, socio-political dynamics, and cultural expectations, offering a 

nuanced perspective on academic integrity in the Global South. 
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Methodology 
This study employed a convergent mixed-methods design (Creswell & Plano Clark, 

2018), integrating both quantitative and qualitative data to comprehensively investigate the 

mechanisms and contextual factors of moral disengagement among academic professionals in 

Nepalese universities. The quantitative component aimed to measure the prevalence and patterns 

of moral disengagement using a validated scale, while the qualitative component sought to 

explore the cognitive rationalizations and cultural justifications behind these behaviors through 

in-depth interviews. 

The rationale for using a mixed-methods approach lies in the complexity of the 

phenomenon under investigation. Moral disengagement involves both measurable constructs 

(e.g., frequency of specific mechanisms) and subjective meaning-making processes (e.g., cultural 

justifications for unethical behavior), which are best understood through methodological 

triangulation. 

The study was conducted across five public and private universities located in the 

Kathmandu Valley, which hosts the largest concentration of higher education institutions in 

Nepal. These included: Tribhuvan University, Kathmandu University, Pokhara University 

(Kathmandu campus), Purbanchal University (affiliated campuses), and one private institution 

selected based on accreditation status and institutional diversity. 

A total of 212 academic staff members (n = 212) participated in the survey, selected 

through stratified random sampling to ensure representation across rank (lecturer, assistant 

professor, associate professor, professor), gender, and disciplinary background. For the 

qualitative phase, 30 participants were purposively selected from the larger sample based on their 

willingness to participate in interviews and their diversity in professional role and institutional 

affiliation. These included faculty, department heads, and academic administrators.  

Moral disengagement was measured using the Moral Disengagement in Academia Scale 

(MDAS), adapted from Bandura et al. (1996) and further refined by Moore (2008) for use in 

workplace settings. The scale consists of 32 items covering eight mechanisms of moral 

disengagement, measured on a 5-point Likert scale (1 = Strongly Disagree to 5 = Strongly 

Agree). Example items include: 

• “Sometimes academic rules are too strict and need to be bent for good reasons.” (Moral 

justification) 

• “Everyone plagiarizes at some point; it’s part of how things work here.” (Diffusion of 

responsibility) 

The adapted version demonstrated good internal consistency (Cronbach’s α = 0.86) in the pilot 

phase conducted with 30 academic staff from a non-participating university. 

Qualitative Instruments 

Semi-structured interviews were conducted using a guiding protocol that explored themes such 

as: 

• Perceptions of ethical challenges in the academic workplace 

• Experiences with unethical conduct (e.g., favoritism, plagiarism, administrative 

corruption) 

• Justifications or rationalizations of ethically questionable behavior 

• Awareness and perceptions of institutional ethics policies 

Each interview lasted approximately 45–60 minutes and was conducted in English or Nepali, 

depending on participant preference. Interviews were audio-recorded with informed consent and 

later transcribed verbatim. 
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Data collection took place over a three-month period from November 2023 to January 

2024. Surveys were distributed via institutional email lists and in-person during faculty meetings. 

For interviews, participants were contacted directly and provided with detailed information about 

the study's aims and confidentiality procedures. 

Ethical approval was obtained from the Institutional Review Board (IRB)  (Approval 

No.: IRB-2025-104) and written informed consent was secured from all participants prior to data 

collection. 

Quantitative data were analyzed using SPSS Version 27. Descriptive statistics (means, 

standard deviations, frequency distributions) were used to summarize moral disengagement 

patterns. Factor analysis was conducted to confirm construct validity of the MDAS, and 

ANOVA tests examined differences across demographic variables (e.g., academic rank, gender, 

institution type). 

Qualitative data were analyzed using thematic analysis (Braun & Clarke, 2006). 

Transcripts were first coded inductively to identify emerging themes and then deductively 

mapped to Bandura’s eight mechanisms of moral disengagement. To ensure validity, two 

independent coders analyzed the data, achieving an inter-coder reliability of 89%. NVivo 

software was used to manage coding and theme development. 

Limitations 

While the study offers a robust exploration of moral disengagement in Nepalese 

universities, several limitations must be acknowledged. First, findings are contextually bounded 

and may not generalize to universities outside the Kathmandu Valley. Second, social desirability 

bias may have influenced participants’ self-reports, particularly in interviews. Finally, the cross-

sectional design limits causal interpretations. 

Results and Discussion 

This section presents findings from both the quantitative and qualitative components of 

the study. Results are structured according to the three research questions and organized under 

the two methodological strands: (1) statistical analysis of survey responses, and (2) thematic 

analysis of interview transcripts. 

4.1 Quantitative Findings: Prevalence and Patterns of Moral Disengagement 

4.1.1 Descriptive Statistics:  

Table 1 

Descriptive Statistics of Moral Disengagement Dimensions (N = 212) 

MDAS Subscale Mean (M) Standard Deviation (SD)  

Moral Justification 3.45 0.72  

Euphemistic Labeling 3.12 0.68  

Advantageous Comparison 3.05 0.70  

Displacement/Diffusion of Responsibility 3.62 0.75  

Disregard/Distortion of Consequences 3.28 0.69  

Dehumanization 2.87 0.65  

Attribution of Blame 3.51 0.71  

Note. MDAS = Moral Disengagement in Academia Scale. Scores range from 1 (low) to 5 

(high) levels of moral disengagement. 

Analysis of responses from 212 academic staff revealed moderate-to-high levels of moral 

disengagement across several dimensions. Table 1 summarizes the mean scores and standard 

deviations for each of the eight mechanisms. 
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Table 1 

Descriptive Statistics for Moral Disengagement Mechanisms (N = 212) 

Mechanism Mean  SD 

Moral justification 3.72 0.68 

Euphemistic labeling 3.45 0.61 

Advantageous comparison 3.36 0.77 

Displacement of responsibility 3.51 0.70 

Diffusion of responsibility 3.80 0.64 

Disregard/distortion of consequences 3.22 0.85 

Dehumanization 2.76 0.94 

Attribution of blame 3.58 0.66 

The highest average score was found for diffusion of responsibility (M = 3.80), 

suggesting that participants frequently rationalized unethical behavior by attributing blame to 

group norms or institutional culture. Similarly, moral justification and attribution of blame were 

also prominently endorsed. 

Differences by Demographic Variables 

An ANOVA test revealed statistically significant differences in moral disengagement by 

academic rank (F (3, 208) = 4.87, p < .01). Junior faculty (lecturers and assistant professors) 

reported higher moral disengagement scores compared to senior faculty, suggesting that 

structural vulnerability or lack of empowerment may contribute to ethical rationalization. 

Additionally, participants from public universities showed higher average disengagement (M = 

3.61) compared to those from private universities (M = 3.28), t (210) = 2.45, p = .015. This may 

reflect variations in institutional culture, accountability, and autonomy. 

Qualitative Findings: Mechanisms and Cultural Rationalizations 

Thematic analysis of 30 interviews yielded four dominant themes; each aligned with 

Bandura’s framework. Select participant quotes are included for authenticity. 

Theme 1: “Everyone does it”—Normalization of Misconduct 

Several participants described a culture in which minor unethical practices, such as 

inflating grades, overlooking plagiarism, or bypassing formal procedures, were perceived as 

routine or widely accepted. One faculty member noted: 

“It’s just the way things work here. Everyone bends the rules a little; if you don’t, you’re 

at a disadvantage.” Another administrator reflected on this normalization: “New faculties 

quickly learn that certain shortcuts or informal practices are common. It’s almost an unspoken 

rule—if you want to survive, you follow along.” Such narratives highlight how moral 
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disengagement can become institutionalized, with faculty rationalizing questionable behaviors as 

standard practice rather than ethically problematic. The perception that “everyone does it” 

reduces personal accountability and fosters a collective tolerance for misconduct. Participants 

frequently used diffusion of responsibility to justify unethical practices. Faculty often described 

unethical behavior as "institutionalized" or "routine," diminishing their sense of individual 

accountability. “Sometimes you are just part of the system. If you don’t adjust, you become the 

outlier.” (Assistant Professor, Public University) 

Theme 2: “Helping others is our culture”—Moral Justification via Collectivism 

Moral justification was often framed within Nepali collectivist values. Favoritism in 

hiring or thesis evaluation was justified as helping relatives, juniors, or political affiliates. 

“It’s not unethical if you’re helping someone who would otherwise be neglected. We are human 

before we are officials.” (Department Head, Public University) 

Theme 3: “Policy is unclear”—Displacement of Responsibility 

Faculty members cited ambiguous institutional policies or lack of enforcement as reasons 

for noncompliance with ethical norms. This reflects displacement of responsibility toward 

institutional leadership. 

“There’s no proper ethics policy here. Even if there is, nobody follows it, and no one is 

punished.” (Senior Lecturer, Private University) 

Theme 4: “We must survive”—Ethics Under Pressure 

Several respondents rationalized minor ethical breaches as necessary for professional 

survival, particularly under publish-or-perish conditions. Euphemistic labeling (e.g., “borrowing 

ideas”) and advantageous comparison (e.g., “At least we’re not fabricating data”) were 

commonly observed. 

“If I don’t publish, I won’t be promoted. Using templates or rephrasing from old research is a 

strategy, not plagiarism.” (Lecturer, Science Faculty) 

4.3 Integration of Quantitative and Qualitative Findings 

The convergence of data points reveals a consistent pattern: moral disengagement is 

prevalent, especially where institutional accountability is weak and sociocultural pressures are 

strong. Quantitative results confirm the dominance of diffusion of responsibility and moral 

justification, while qualitative findings provide cultural and contextual depth to these 

mechanisms. Faculty often saw unethical conduct as systemic rather than personal, shaped by 

both organizational ambiguity and societal expectations. 

Discussion and Implications 

This study explored the mechanisms and contextual drivers of moral disengagement 

among academic staff in Nepalese universities using a mixed-methods approach. The findings 

offer compelling evidence that moral disengagement is not only prevalent but also deeply 

embedded within both institutional and cultural dimensions of the academic workplace in Nepal. 

Quantitatively, diffusion of responsibility, moral justification, and attribution of blame emerged 

as the most endorsed mechanisms. These findings align with Bandura’s (1999) assertion that 

individuals often displace ethical accountability when situated within ambiguous or collectivized 

organizational structures. Qualitative data further illuminated these dynamics, revealing that 

ethical lapses are frequently justified as survival strategies, cultural norms, or institutional 

expectations. Participants often framed their behavior within narratives of loyalty, social 

obligation, and professional insecurity. 
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Theoretical Implications 

The study makes several contributions to the theoretical literature on moral 

disengagement. First, it affirms that Bandura’s framework is culturally and contextually 

adaptable, even in non-Western, low-resource settings. However, the data also suggest the need 

to expand this model by incorporating socio-cultural norms, such as collectivism, deference to 

authority, and relational ethics, which shape how moral disengagement manifests in Nepalese 

academia. 

Second, this research bridges the gap between micro-level cognitive processes and 

macro-level institutional structures. While Bandura’s model is primarily psychological, this 

study demonstrates that organizational culture and governance structures significantly mediate 

moral disengagement, particularly in environments with weak accountability systems and 

politicized leadership. 

 Practical Implications 

The findings highlight several areas for policy intervention and institutional reform: 

- Strengthening Institutional Ethics Frameworks: Most universities in Nepal lack clearly 

articulated or effectively enforced codes of ethics. University Grants Commission Nepal 

and individual institutions must develop comprehensive ethical guidelines tailored to 

academic contexts, supported by training, monitoring, and enforcement mechanisms. 

- Ethics Education and Faculty Development: Faculty often rationalized unethical behavior 

due to lack of awareness or clarity. Integrating ethics training into faculty development 

programs—particularly for junior staff—can reinforce moral accountability. This should 

include case-based learning on ethical dilemmas in teaching, research, and 

administration. 

- Reforming Performance Metrics: The “publish or perish” culture was frequently cited as 

a driver of rationalized misconduct. Institutions should balance quantitative research 

expectations with qualitative assessments of academic integrity, teaching effectiveness, 

and community engagement. 

- Promoting Ethical Leadership: Senior faculty and administrators often model or excuse 

unethical behavior, contributing to a culture of normalization. Universities must invest in 

leadership development programs that emphasize integrity, fairness, and procedural 

justice. 

Conclusion 

This study provides critical insights into moral disengagement among academic staff in 

Nepalese universities, revealing that diffusion of responsibility, moral justification, and 

attribution of blame are the primary mechanisms through which faculty rationalize ethically 

questionable behavior. These patterns are not merely individual cognitive lapses but are deeply 

embedded within institutional cultures, hierarchical structures, and socio-cultural norms, 

including collectivism, deference to authority, and relational obligations. 

The findings underscore that ethical lapses are often normalized as survival strategies 

within resource-constrained and politically influenced academic environments. Junior faculty 

and staff in public universities appear particularly vulnerable, highlighting the role of power 

dynamics, institutional ambiguity, and limited accountability mechanisms in shaping moral 

behavior. 

From a practical perspective, promoting ethical integrity in Nepalese higher education 

requires systemic interventions rather than reliance on individual moral reasoning alone. Key 

strategies include strengthening institutional ethics frameworks, integrating ethics education into 
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faculty development, reforming performance metrics to balance productivity with integrity, 

promoting ethical leadership, and reducing bureaucratic and political interference in governance. 

At the national level, policies such as ethics audits, empowered institutional ethics committees, 

and a national academic integrity charter can further reinforce accountability and professional 

standards. 

Ultimately, this study demonstrates that moral disengagement in academia is a complex 

phenomenon shaped by cognitive, institutional, and cultural forces. By situating Bandura’s 

theoretical framework within the lived realities of Nepalese universities, the research highlights 

the need for locally grounded, culturally sensitive approaches to fostering ethical behavior. For 

policymakers, university leaders, and academic professionals, the take-home message is clear: 

sustainable improvements in academic integrity require coordinated, systemic, and contextually 

informed interventions that address both individual and structural dimensions of moral behavior. 
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Abstract 

The study assessed the pull and push factors influencing the Laboratory Teaching Method 

compared to the traditional lecture method on learning science. Employing a mixed-method 

research design, the study has collected quantitative data from achievement tests of 

experimental and control groups, alongside qualitative data from interviews with teachers 

and students. Analysis revealed a significant difference in the achievement levels, with a t-

value of 12.388 for the experimental group. It indicates that the laboratory method enhanced 

students' utilization skills and adoption of behavior with practical knowledge and information. 

However, qualitative findings highlighted challenges encountered by both teachers and 

students in implementing this method. Addressing these challenges is essential for further 

improving student outcomes in science education, underlining the necessity of innovative 

pedagogies in teaching. 

Keywords: learning science, laboratory method, teaching method, secondary school 

Introduction 

Science is a broad area of learning in the world through which the development and 

progress of any nation are based. It is viewed generally as a systematic study of nature. Bradford 

(2015) defined science as a systematic and logical approach to discovering how things in the 

universe work. Knowledge of science is linked to technologies. Acquiring scientific and 

https://doi.org/10.3126/ej.v3i2.83364
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technological knowledge and information directly enhances the nation's development. Scientific 

principles are an essential tool required by all countries to assist them in developing technological 

innovation in the present competitive world. For any nation to develop socially, economically, and 

technologically, it requires a strong scientific background. Science education is instrumental to the 

development of any country (Kola, 2013). Science education is the art of sharing science content 

and its process with individuals (Umana, 2018). Science is, therefore, an integral part of every 

educational endeavor. It is one of the core components of the school curriculum. Thus, science has 

been incorporated into the school curriculum as an essential separate subject. The introduction of 

science as a compulsory subject in a school curriculum aimed to develop a scientific attitude, 

temperament, critical thinking, active inquiry, independent work, and understanding of the 

physical world from different perspectives. 

A student's abysmal performance in a science examination has been linked to many factors, 

such as the available teaching and learning resources and facilities. This performance can also be 

related to the methods and tools used in teaching. Tambo (2012) defines a teaching method as a 

standard procedure for presenting subject matter and organizing teacher-student interaction during 

a lesson. According to Ada (2006), a teaching method is a mode of organization of the instructional 

content and materials, the manner of presentation to the learners, and the activities that learners 

and teachers carry out. There are several teaching methods available for teachers to use in teaching 

science. These methods are classified under two groups: traditional and contemporary methods. 

The conventional method is more teacher-centered, such as the lecture, demonstration, and 

descriptive methods. Modern teaching methods are a student-centered teaching approach. 

Examples are the laboratory method, computer-based approach, concept mapping, and cooperative 

learning. 

Agwagah (2008) viewed traditional methods as imposing a poor concept formation and 

reducing interest and retention, thereby leading to poor achievement among science students. It 

calls for the laboratory teaching method, one of the contemporary methods that could help increase 

students' performance. Davis (1997) suggests that the design and selection of teaching methods 

should consider students' learning curves on subject matters.  

Laboratory Method 

According to Akuto, Aduloju, and Odeh (2012), the laboratory teaching method is a 

process where the students are in direct contact with the concept and processes they are learning. 

It includes: any activity involving students in real situations using genuine materials and proper 

equipment application. The authors added that the use of laboratory methods of teaching aids the 

development of visual, perceptual, and manipulative skills and also makes learning permanent 

among students. 

According to Cardak, Onder, and Dikmenli (2007), the laboratory method argues that the 

students' activity carries a grade value in education, whereby new information is developed by 

sighting, generating ideas, and interpreting the data by students. A teaching procedure dealing with 

first-hand experiences regarding material or facts, obtained from investigation or experimentation: 

it is experimentation, observation, or application by individuals or a small group dealing with 

actual material. Essentially, it is the experimental method enlarged and expanded.  

In the laboratory method, a science teacher can provide various kinds of learning 

experiences to the students, as a result of which the information gained by them turns out to be a 

practical application. With this method, students learn to explore various things on their own. They 
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also learn to verify multiple scientific facts and principles (Gericke et al., 2023). This process 

builds self-confidence in the students when solving different problems. As no students are required 

to accept the beliefs and order of the teachers and complete freedom is provided to them to 

participate in the laboratory activities, they begin to learn various information by doing things 

themselves. In any teaching and learning process, the cardinal objective is to see that the learners 

can perform tasks and, if possible, transfer the experience in solving a problem to a new situation. 

This objective has hardly been achieved over the years. The rate of failure in local and external 

science examinations results from the poor foundation of students in science. It may also be 

connected to the method of teaching used by the science teachers, because good learning is a 

product of an exemplary teaching method (Ngozi, 2021). The persistent poor achievement of 

students in science, exhibited in practical examinations, leaves no doubt about the use of teaching 

methods by science teachers for teaching this subject. It may be because the teachers' teaching 

method was teacher-centered and did not allow student participation, imposing poor concept 

formation and reducing students' interest in science. It makes students resort to learning by 

memorization, which results in consistent mass failure. Thus, the laboratory learning method plays 

an essential role in science learning. Hence, this study seeks to investigate the effectiveness of the 

laboratory teaching method in learning science. 

Objectives of the Study 

The following objectives guided the study. 

• To compare the mean achievement of the students taught using lecture and laboratory 

methods.                                               

• To identify teachers' and students' challenges while incorporating the laboratory teaching 

approach. 

Research Questions 

             The study will answer the following research questions. 

• What are the mean achievement scores of students taught by the lecture and laboratory 

method? 

• What is the role of laboratory learning methods for science learning? 

• What challenges do teachers and students face while using the laboratory learning 

method? 

• How can they solve the problem while using the laboratory learning method? 

Theoretical Framework  

This study is grounded in the cognitive development theories of Jean Piaget and Jerome 

Bruner. Piaget observed that children's understanding evolves as they mature, believing they can 

only handle specific tasks when psychologically ready. His key principles include adaptation, 

which involves assimilation and accommodation; classification; class inclusion; and conservation, 

which shape how children perceive objects (Kohnstamm, 2021). He emphasized that children can 

learn more by being involved in the practice; in the meantime, they also formulate their creativity 

by constructing the knowledge and information they have acquired. In contrast, Bruner focused on 

intellectual development rather than memorization, advocating for learning through discovery 

(Ozdem-Yilmaz & Bilican, 2025). He identified three stages of cognitive representation: enactive, 
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iconic, and symbolic. Both theories align with the laboratory teaching method, which promotes 

active student involvement and skill development in science. 

Methodology 

         This study investigates the effectiveness of the Laboratory Teaching Method in Learning 

Science in secondary schools in Nepal, using a mixed-methods approach for the research 

methodology. The objectives include comparing the mean scores of students taught through lecture 

versus laboratory methods and identifying challenges faced while implementing laboratory 

methods. Quantitative data were gathered through achievement tests administered to experimental 

and control groups. At the same time, qualitative insights were obtained from interviews with 

teachers and students to justify the quantitative data. The quantitative data were analysed using 

SPSS, and the thematic description was used to analyse qualitative data. 

Results and Discussion 

Analysis of Quantitative Response  

The quantitative data analysis is based on mean, standard deviation, t-test, 

and the analysis of students' achievement of pre-test and post-test, as discussed in 

the following table.  

Table. 1: Mean and standard deviation of pre-test and post-test of the control 

Group Mean N Standard Deviation Standard Error Mean 

Pre-test Control 16.70 40       2.719 .430 

Post-test Control 19.13 40  1.842 .291 

 

Table 1 shows that the mean achievement of pre-test and post-test of the control group 

is 16.70 and 19.13, respectively. The standard deviation of the post-test is decreased compared 

to the pre-test scores. It means that the average achievement level of the students has increased, 

although the students were not provided with the intervention. 

The t-test calculation shows that the p-value (0.00) is less than 0.05. So, there is a 

significant difference between the two means in achieving the control groups in the 

pre-test and post-test. It means that the students' achievement is uniform in learning science. 

Also, the t-value is 8.160 with 39 degrees of freedom. It shows that  the achievement of the 

pre-test and post-test of the control group has significantly increased. 

Pre-test, Experimental group, Post-test of the Experimental group 

Table no. 2: Mean and standard deviation of pre-test and post-test of the Experimental 

Group Mean N SD Standard Error 

Mean 

Pre-test 

Experimental 

18.40 39 2.540 .402 
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Post-test 

Experimental 

24.35 39 1.861 .294 

 

Table 2 shows that the average achievements of students before and after intervention 

are 18.40 and 24.35, respectively. And the standard deviation is lower in the post-test (1.861) 

than in the pre-test (2.540). The data show that the achievement level of students after the 

intervention has improved. The t-test indicates that the p-value (0.00) is less than 0.05, with a 

t-value of 12.388. It means there is a significant difference between the mean achievement of 

the students before and after the intervention. There is a positive effect of the implementation 

of the laboratory teaching method in science learning. 

Post-test Experimental group - Post-test Control group 

Table no. 3 mean and standard deviation of the post-test control group and 

experimental group 

Group Mean N SD Standard Error Mean 

Post-test Control  19.13 40 1.861 .291 

Post-test Experimental  24.35 40 1.842 .294 

 

Table 3 shows the mean and the standard deviation of the students' achievement in the 

post-test of both experimental and control groups. The mean achievement of the experimental 

group students is higher than that of the control group in the post-test. Also, the standard 

deviation of the post-test of the experimental group (1.842) is less than that of the control 

group (1.861). It shows that the achievement of the experimental group is higher than that of 

the control group. 

The t-value of the post-test of both groups is 14.557. The p-value (0.00) is less than 

0.05. It means the intervention of the laboratory method significantly affects students' 

achievement in science learning. Moreover, the standard deviation of the students' successes 

from the experimental groups is less than that of the control group. It means that the laboratory 

method played a significant role in the uniformity of learning science. The above statistical 

analysis shows that the control and experimental groups achieved substantial results after the 

intervention. It means that learning is a continuous and uniform process. Although the data 

show a significant difference between the control and experimental groups, the increases in 

mean achievement of the experimental group are higher than those of the control group. 

According to Constructivism, pair and group work improve students' achievement. The data 

also showed a significant difference between the achievements of the students taught using 

the laboratory method. 

An Analysis of Teachers' and Students' Responses 

The study's quantitative analysis found that the achievement of the experimental group, 

composed of science students taught using a laboratory teaching method, was significantly higher 

than that of the control group, which was instructed through traditional lectures. Teachers from 

both schools emphasized the strengths of the laboratory method, noting its foundation in 
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experiential learning, which fosters a scientific attitude, captures students' attention, encourages 

collaboration, and supports long-term retention of knowledge. However, the research revealed 

that laboratory methods were inconsistent across both experimental schools due to a lack of 

properly equipped functional laboratories, inadequate laboratory skills, insufficient training, and 

challenges in managing time for demonstrations and practical experiments. Additionally, a 

marked disparity in student performance and achievement levels between private and community 

schools is attributed to factors such as class size, teacher training, student diversity, time 

management issues, funding constraints, physical conditions of schools, lack of oversight by 

qualified personnel, poor administration, and political interference. Students asserted that 

opportunities for laboratory-based experimental work could enhance their knowledge and skills 

in using scientific equipment correctly and safely, improving their overall learning experience. 

Without these hands-on opportunities, students find science notably difficult. Thus, it is evident 

that effective science teaching and learning are achievable only through applying laboratory 

pedagogies.  

Advantages of using the laboratory teaching method in science learning 

          According to statistical data and analysis, the laboratory method is more effective in 

achieving higher student performance in science than traditional methods. Teachers noted several 

advantages of using the laboratory approach, highlighting that it allows learners to construct their 

knowledge through a hands-on, experiential learning process that fosters long-term retention. This 

method provides a variety of learning experiences, accommodating individual differences and 

interests, making it a psychological method of teaching. Additionally, students are encouraged to 

explore independently, verify scientific facts and principles, and strengthen the relationship 

between students and teachers. Ultimately, this approach helps students develop problem-solving 

skills and enhances their self-confidence, preparing them to tackle various life challenges. 

Challenges Faced by Teachers and Students 

 The use of the laboratory method in teaching science has become a dogma among educators, 

who praise its importance while often only paying lip service to its actual implementation. Science 

teachers frequently find it inconvenient to make laboratory work central to their instruction, citing 

a lack of materials and equipment as major obstacles. Many reports have shown that conducting 

laboratory methods is more challenging than traditional teaching approaches due to established 

habits of teacher-centered instruction (Cole-Onaifo, 2022). Moreover, insufficient laboratory 

facilities, such as inadequate equipment and water supply, further hinder the process. Some 

theories cannot be verified through experiments, leading students to perceive the subject as 

difficult. While the laboratory method can benefit smaller classes with adequate resources, it can 

also become burdensome for students, preventing them from fully engaging in exploration and 

investigation. Teachers often struggle to balance practical work with theoretical learning under 

these conditions. 

Discussion of Finding 

 The study reveals a narrow difference in mean scores between the control and experimental 

groups during the pre-test, indicating their equivalence. However, a significant disparity emerged 

in the post-test results, with a p-value of (.000) signaling a noteworthy difference in achievement 

due to the laboratory method employed with the experimental group. In contrast, the control group 

showed minimal variation between pre-test and post-test scores, with no significant difference in 

their achievement attributed to the traditional lecture method. However, the experimental group's 
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scores showed marked improvement post-intervention, also reflected in a p-value of (.000), 

highlighting the effectiveness of practical engagement alongside theoretical knowledge. This 

result resonates with Dewey's (1919) theory of pragmatism. Qualitative analysis indicated that few 

science teachers favored the laboratory method, citing challenges such as inadequate competency, 

reliance on traditional teaching practices, and a lack of support and appreciation from 

administration. The results converge with the study of Anto et al. (2023). These factors contributed 

to the issues educators and students face in adopting laboratory approaches. Ultimately, the 

findings suggest that the laboratory method is more effective than traditional lecture methods in 

enhancing student learning. 

Conclusion 

 It concluded that there is a significant difference in the mean score of the experimental and 

control groups. Therefore, the laboratory-based teaching methods play a vital role in students' 

achievement. Using the laboratory teaching method in science at the secondary level increases 

students' performance at the post-test. During the teaching period, it was found that experimental 

groups showed enthusiasm and creativity through meaningful participation. Spirit of cooperation 

and a scientific attitude were developed in students. Interviews with teachers and students 

concluded that the laboratory teaching method in science is more effective at the secondary level. 

Still, there are some problems in applying the laboratory method at school. Some of them are large 

class sizes, diversity of students, lack of teacher training, insufficient equipment/infrastructure and 

environment, difficulty in time management to complete the course, and the teachers' lack of the 

necessary confidence to conduct practical classes with students, etc. These vivid problems must 

be addressed for sustainable and proper science learning. Finally, this study summarized that 

applying the laboratory teaching method contributes to students' practical knowledge in science. 

Consequently, students' performance is comparatively better than conventional teaching methods.  

Implications  

 Based on the findings and conclusions of the study, the researcher suggests several 

recommendations for practical learning science in schools. Constant rigorous study should be 

conducted to assess the application of laboratory methods in various schools nationwide. Authentic 

institutions must provide training for teachers to adopt innovative teaching methods in science. 

Schools must also have well-maintained infrastructure, including adequately furnished 

classrooms, laboratories, and necessary equipment. The administration should recognize and 

reward dedicated teachers for their efforts. 

 Furthermore, students should have opportunities to construct their knowledge through hands-

on experiments in the lab. It is also essential for schools to be periodically supervised by 

authoritative personnel to ensure the effective use of laboratory methods in teaching. Given the 

importance of these methods in science education, further research is warranted, particularly in a 

broader context beyond the two schools in the Banke district studied here. Potential research titles 

could include the application of laboratory teaching methods in science learning, the impact of 

such methods on student achievement, and the challenges teachers face in implementing laboratory 

teaching.  
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Abstract 

The study explores perception and problems of integrating information and communication 

technology (ICT) into the teaching of mathematics at secondary level of Nepal. The qualitative 

data were collected through four major stakeholder groups: headmasters, municipality (Paalika) 

education officers, mathematics teacher and secondary-level students. Respondent experiences 

were acquired through semi-structured questionnaires with open-ended questions, retrieving 

narrative-rich descriptions of existing practices, opportunities and barriers. Thematic data 

analysis led to the production of three predominant findings. To begin with, the stakeholders 

recognized the pedagogical use of ICT as the widespread consensus was based on the factors that 

explain how this technology can be used in capturing the attention of learners, visualizing abstract 

concepts in mathematics, fostering problem-solving activities, and increasing instructional 

options. Second, they still integrate hindrances to effective ICT adoption that include the bad 

infrastructure, unreliable electricity, lack of digital devices, low quality online resources, as well 

as inadequate education of teachers. Third, there was consensus on the need to focus on capacity 

building and systemic support, such as subject-specific teacher training, early ICT literacy among 

students, better infrastructure at municipal-level, creation of smart classrooms and digital 

learning portals. Although the potential opportunities of ICT are considerably acknowledged, 

there is still the issue of concrete integration which is often informal, localized and nothing to be 

based on the establishment of specific policies. This study provides such contextually and multi-

stakeholder evidence that will support the policymakers, town officials, school administrators, and 

teacher training educators in the Nepalese context to introduce equitable and effective ICT 

integration in secondary mathematics teaching. 
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Introduction 

The integrations of information and communication technology (ICT) in education has 

turned out to be an international concern in the furthering of education processes both teaching 

and learning, especially mathematics, where abstract contents usually bewilder students on their 

understanding. Analysis programs (e.g., dynamic geometry) or graphing programs, interactive 

simulations software can offer possibilities to develop deeper conceptual ideas, engagement, and 

enable differentiation (Trouche & Drijvers, 2014; Viberg et al., 2023). ICT provides exceptional 

opportunities in secondary mathematics classrooms, where it is possible to visualize, get real-time 

feedback, and engage in collaborative problem-solving (Abel et al., 2022; Mailizar & Fan, 2021). 

The government of Nepal has identified ICT as the means of education enhancement and 

thus its ICT in Education Master Plan, that will aim at providing schools with infrastructural 

support, upskilling teachers, and facilitating digital pedagogy. There is however, a complexity of 

the reality of the implementation particularly in mathematics education. Available research also 

emphasizes how restricted access to devices, unpredictable internet connection, poor professional 

development, and strict curricula usually complicate the efficient use of ICT integration (Adhikari, 

2021; Naidoo, 2025). Besides, inequalities increase, and a lot of students are deprived of equal 

possibilities to participate in digital learning, due to differences between urban and rural schools 

(Dogbey & Kpadin, 2025; Nicholson et al., 2025). 

ICT integration in mathematics is a popular research topic that expanded globally; 

however, most of the studies continue to be quantitative and examine measurable metrics of 

academic achievement or the rate of technology adoption (Dincc, 2019; Msambwa et al., 2023). 

Comparative desired absence of qualitative, context-specific research that gives voice to various 

stakeholders teachers, students, school leaders and policy makers within the Nepal education 

system. It is important to understand these views given that infrastructure is not the only 

determinant of the success of ICT integration, but rather, human perceptions, attitudes and 

situational challenges as well (Arhin et al., 2024; Irakarama et al., 2024). 

Thus, study uses qualitative approach to explore the perceptions and challenges associated 

with ICT integration in secondary mathematics classrooms in Nepal. The study of headmasters, 

municipal education officers, mathematics teachers, and students’ efforts gives a multi-stakeholder 

data overview of the opportunities and the obstacles of digital pedagogy. The results hope to guide 

policy, school administrators and teacher educators on how to promote successful and egalitarian 

use of ICT in math education. 

Statement of the Problem 

Although the Government of Nepal has made efforts, such as ICT in Education Master 

Plan, there is still little, unequal, and disjointed integration of ICT in secondary mathematics 

education. Although ICT is promising in terms of boosting conceptual knowledge, student 

interaction, and group learning, it is highly hindered by a number of limitations in its practical use. 

These are poor infrastructure, unreliable electricity, poor internet connection, poor access to 

devices, incomplete teacher training, and lack of proper implementation of policies (Adhikari, 

2021; Naidoo, 2025; Nicholson et al., 2025). Moreover, urban and rural schools digital differences 

contribute to the widening of the educational gap, as many students will lack equal opportunities 

in assisting with the learning process through ICT means (Dogbey & Kpadin, 2025).Despite a 

wealth of global research on ICT integration in mathematics, most of it is quantitative by nature, 

focusing on the rates of integration adoption or gauging performance but ignoring the experiences 

and perceptions of the key stakeholders, including teachers, students, school leaders, and 

policymakers (Dinç, 2019; Msambwa et al., 2023). Also in the context of Nepal, the qualitative 



Educational Journal, May, 2025, Volume-4, Issue-1 

 

43 
 

and context-specific research to examine these human and institutional aspects is lacking 

substantively. In the absence of these insights, there is potential for policymakers and educators to 

develop strategies that do not represent classroom realities, thus undermining equitable and 

sustainable ICT adoption; and This study aims to fill this gap by examining perceptions, 

challenges, and context that influence the integration of ICT in secondary mathematics education 

using multi-stakeholder qualitative research, aiming at producing evidence-based 

recommendations for enhancing digital pedagogy as well as bridging the gap between policy and 

practice.  

Objectives of the Study 

The main objective of this study is to explore the perceptions and challenges related to the 

integration of ICT in secondary mathematics education in Nepal through a qualitative, multi-

stakeholder lens. 

The specific objectives are:  

• To examine the perceptions of mathematics teachers, students, headmasters, and 

municipal officers on using ICT in teaching and learning mathematics. 

• To identify the major challenges in integrating ICT into secondary mathematics 

classrooms in Nepal. 

• To explore contextual factors influencing ICT adoption and sustainability in the teaching 

of mathematics. 

• To propose practical, context-specific recommendations for improving ICT integration 

using the experiences and recommendations of the participants. 

These all the above objectives aim to enhance understanding of the human and institutional 

dimensions of ICT integration, providing rich qualitative insights to complement existing 

quantitative studies. 

Literature Review 

Integration of information and communication technology (ICT) in education has been a 

major seductiveness of educational reforms globally, and the emphasis is on how it paves the way 

for the progression of conceptual knowledge, interaction, and critical thinking (Abel et al., 2022; 

Viberg et al., 2023). ICT uses a huge number of tools like interactive whiteboards, computer 

algebra systems, simulations and internet systems and in the process make the classrooms more 

participatory and learner-directed. Its effective uptake, however, is largely related to the 

perceptions of stakeholders, institutional preparedness and situational challenges. 

The Technological Pedagogical Content Knowledge (TPACK) framework and the models 

of digital orchestration emphasize the idea that to effectively use ICT, students need not just 

technical competence, but that they need to create pedagogically sound, curriculum-related 

activities. The beliefs and attitudes of teachers have a potent effect on the level and type of 

integration (Stoilescu, 2014; Trouche and Drijvers, 2014; Dinci, 2019; Arhin et al., 2024). 

The attitudes and willingness of teachers are in the focus as ICT is commonly seen as the 

method to increase motivation, visualize abstract ideas, and provide differentiated instructions 

(Adhikari, 2021; Mailizar and Fan, 2021). Nevertheless, a lack of training, a deficiency of digital 

confidence, and institutional support are still important obstacles (Naidoo, 2025; Nicholson et al., 

2025). Competence and confidence have been shown to be enhanced by subject-specific 

pedagogical professional development (Abel et al., 2022; Irakarama et al., 2024). 

The students have an overall positive attitude towards ICT, considering that it contributes 

to active learning, collaboration, and the exploration of information independently (Zamir and Ali, 
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2023). Yet, inequalities in access to devices, internet connectivity, and teacher support especially 

in rural schools limit its benefits (Dogbey & Kpadin, 2025). 

The institutional and policy forces are also a factor in ICT integration. Adoption is 

encouraged by leadership, sufficient investment in infrastructure, and strategies and discouraged 

by insufficient funding, inadequate policies, and insufficient monitoring (Irakarama et al., 2024; 

Msambwa et al., 2023). 

Despite these advancements, significant research gaps persist. Majority of the studies are 

quantitative in nature and not the lived experiences of the teachers, students, policymakers and 

administrators especially in developing countries such as Nepal. To study perceptions, challenges 

and opportunities related to ICT integration, context-specific qualitative research is required 

(Viberg et al., 2023; Zamir and Ali, 2023). 

Methodology 

This study was qualitative in nature by seeking to understand the perceptions and 

challenges related to the introduction of information and communication technology (ICT) in 

mathematics education in secondary schools in Nepal (Creswell and Poth, 2018). The method 

enabled a deep interpretation of the experiences, attitudes and realities of context that participants 

face but is not considered in quantitative studies. The research was carried out in two municipalities 

chosen because of their different educational settings in that Madhyapur Thimi in Bhaktapur 

District (Bagmati Province) has comparatively good education facilities whereas Harion in Sarlahi 

District (Madhesh Province) reflects resource-constrained environments. To achieve a wide range 

of insights on pedagogical, institutional and policy levels, eleven participants were purposely 

identified based on four stakeholder groups, such as two mathematics teachers, five students, two 

headmasters, and two municipal education officers. 

Semi-structured questionnaires that included open-ended questions were used to collect 

data that sought to create detailed accounts of the experiences of participants in teaching and 

learning mathematics using ICT, their perceived benefits of ICT, challenges and suggestions on 

how ICT could be improved. The open format has allowed each group of stakeholders to provide 

responses in detail and context-specifically. Thematic analysis was performed on the gathered 

qualitative data along the 6 steps of the framework developed by Braun and Clarke (2006). The 

responses were read with care to familiarize with them, coded inductively and organized into larger 

themes that included perceived benefits, infrastructural barriers, the need to develop professionally 

and gaps in the policy. Data were tabulated and managed in Microsoft Excel and quotations of 

participants added to facilitate interpretation and to generate authenticity. 

Triangulation between the perspectives of stakeholders and member checking was used to 

provide confirmation to the findings to ensure credibility. The ethics was approved and informed 

consent was collected. Pseudonyms were employed in order to preserve confidentiality, and 

surnames were given in accordance with the traditional cultural pattern. The principles of 

beneficence, respect and justice were strictly followed in the study. 

Results and Discussion 

In these sections the findings of eleven participants two municipalities Madhyapur Thimi 

of Bhaktapur District (Bagmati Province) and Harion in Solahi District (Madhesh Province) are 

presented. The respondents division consisted of two headmasters, two municipal workers, two 

mathematics lecturers and five students (three of Bhaktapur and two of Sarlahi). In all cases I use 

pseudonyms (false names followed by caste) to preserve anonymity. These results are categorized 

into stakeholder groups thematically. 
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Headmaster’s Perspective 

Ram Shrestha and Hari Thapa, the headmasters of two secondary schools (in Bhaktapur 

and Sarlahi), gave their thoughts on the topic of ICT and mathematics teaching. It was on 

consensus when both agreed that the adoption of ICT is very early. Although some effort of 

applying technology in teaching has been exerted, ICT is yet to be a regular or habitual routine in 

the daily classroom activities. 

Ram Shrestha has noted that ICT has already impacted positively on student motivation 

and inquisitiveness despite its limited implementation. According to him, “Students have 

developed greater interest in learning.”  Likewise, Hari Thapa mentioned that, even incidental 

interaction with ICT serves to make students more involved and less fearful of mathematics, in 

particular at operating with the abstract issues. 

The preparation of teachers also was highlighted by both headmasters as being the most 

important issue. Ram Shrestha observed that, “We have realized the need for ICT-based training,” 

and Hari Thapa concurred that most mathematics teachers are not very comfortable with the 

effective use of digital tools. In as much as the two schools have planned professional training 

sessions, it is still in the stage of intention, not fully implemented: “We have made plans to conduct 

training.” 

Moreover, neither of the two headmasters insisted that basic knowledge of ICT is sufficient 

in teaching mathematics. They concurred that instructors need to be trained specifically on 

software like GeoGebra, graphing, and mathematical modelling software. Ram Shresth as noted, 

“There is a need for training in handling mathematical tools.” 

When their views are combined, they provide evidence of a common interest in the 

possibilities of ICT but a recognition of systemic issues, especially in the area of a lack of sustained 

and subject-specific professional development in relation to mathematics teaching. 

Paalika Officers’ Perspective 

Two of the municipal education officers involved in educational programs were Deepak 

Thapa and Hari Magar with whom they continually underlined the concept of ICT as a strong 

strategy on advancing mathematics education. Deepak Thapa said, “Use of ICT helps improve the 

quality of mathematics education “. Pointing out that digital learning tools improve the 

interactivity of instruction and add some meaning. And Hari Magar said ICT has been particularly 

helpful in the formation of how students learn: “Real time feedback – Real time growth. Faster 

learning” .This view emphasizes on how ICT may be used to hasten learning as it will offer instant 

feedback, errors and directions to learners throughout the process of learning. 

The officers have pointed out visualization and retention as per the request of a specific 

benefit. Deepak Thapa observed, “ICT helps students understand concepts and increases their 

interest in mathematics” .This is strengthened by Hari Magar who says, of the process, “Improved 

visualization of concepts and increased student engagement.” Such answers imply that the role of 

ICT is viewed not only as a supplement but as a differentiating tool to simplify and attract 

mathematics to students. 

Although enthusiastic about it, both officers also admitted that schools in their 

municipalities have systemic challenges. They kept the total number of issues in a broad 

description that includes a lack of an educated teaching workforce, insufficient physical 

conditions, and poor access to digital resources. Deepak Thapa was brief on this point: “Lack of 

teacher skills, absence of infrastructure, and shortage of digital resources.” Such impediments 

imply that although municipalities are cognizant of the potential of ICT, they have been neglected 

and semi-consistent in implementation. 
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The officers also explained steps that have already been taken. Cities have begun to roll 

out digital classrooms and specific teachers have gained ICT training. As an example, Hari Magar 

highlighted, “Introduction of digital classrooms and ICT training for teachers.”. In the future 

prospects, they had generous proposals of having the fully equipped smart classrooms and 

constructing teacher assistance and resource sharing portals on the internet. Deepak Thapa outlined 

this vision as, “Fully equipped smart classroom. Build teaching portal for teachers.” One other 

one was, “Development of ICT infrastructure, teacher training, and creation of learning portals.” 

These answers indicate that although the task is far from accomplished, cities are trying to bridge 

the gap that exists between the dream and the reality of the classroom. 

 Students’ Perspective 

Students like Raju Tamang, Maya Thapa, Sita Magar, Hari Shrestha and Anita Rai mostly 

explained the use of ICT to support their studies in mathematics as an occasional and 

complimentary activity, but not a fully integrated part of classroom teaching. They stated that their 

primary tools were mobile phones, computers and internet searches, frequently to find answers to 

a particular problem. According to Raju Tamang, this was how the practice was straightforwardly 

explained: “it is based on the ability to see question and then solve it”. Although this form of use 

depicts that it is a restricted type of use, it equally represents that, ICT can provide urgent assistance 

towards solving of problems beyond the confinement of the conventional classroom. 

Some students emphasized that ICT made mathematical concepts that were tough to 

understand clear. Maya Thapa said, “It helps to clear the concept,” and Sita Magar said, “When I 

watch a video about a theorem, it feels clearer than just reading from the book.” These are just 

remarks that demonstrate that students have realized that ICT is a method of making abstract 

content visual and understandable especially in certain subjects like geometry and algebra. 

But there are several frustrations and obstacles that students identified also. This was a 

complaint by Hari Shrestha that it was not always easy to find good reliable resources: “The exact 

topic I am searching for is not easily found.”  Raju Tamang reported issues with distracting ads, 

with the one word, “Ads.” Maya Thapa also complained about confusing materials with, “Not 

getting the exact concept.”  Anita Rai gave a concrete example of lack of device availability; she 

explained: “It is difficult when I don’t have a laptop.” All these observations show that ICT is a 

great opportunity, yet at the same time in many cases, unequal access and unmoderated online 

information make this tool less productive. 

When we questioned them in the effort of finding solutions to these problems, the majority 

of them indicated that they consulted teachers, peers or would search again on the internet. Sita 

Magar said, “If I don’t find it, I ask teachers or friends in class.” This implies that teaching and 

learning in a classroom cannot be replaced by ICT but serves best as an addition with a teacher’s 

guide and additional reinforcement by fellow learners. 

Finally, students came up with suggestions on how ICT can be better integrated. Maya 

Thapa recommended that ICT must be taught as early as possible and familiarity will be created 

with time. She emphasized, “It should be taught from basic classes onwards.” Anita Rai indicated 

that teacher preparation was important, and said, “First of all, teachers should be given training 

on ICT.” These observations clarify the fact that students do not view ICT as a convenience only 

but as a tool that has the potential to fundamentally transform the learning of mathematics, in the 

event that it is used in a systematic manner. 
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Teachers’ Perspective 

The experience of teachers like Kiran Rai (Bhaktapur) and Maya Tamang (Sarlahi) was 

more coherent with ICT application than those of students, but their reports still verified that ICT 

integration is incomplete and not properly developed. They explained such tools as YouTube 

videos, 3D models, GeoGebra, multimedia presentations. According to Kiran Rai, Sometimes I 

show YouTube videos related to the lesson and use 3D models.” Maya Tamang also stated that she 

utilized the software of GeoGebra. These two cases indicate that educators are actively striving to 

use the technology as a part of their lessons, but there have been limitations. 

It was also evident to the teachers on the benefits they saw. ICT enabled them to make 

mathematical concepts more pictorial, arouse the student’s curiosity and use a variety of examples. 

This was summarized over by Maya Tamang, “Students learn with curiosity and enthusiasm.” 

Kiran Rai continued to add that “Concept can be visualized.” These remarks establish the fact that 

teachers also understand ICT as a means of enhancing teaching rather than a form of abstract 

exposition into concrete, interactive learning process. 

They also found several key hurdles at the same time. These were power cuts, 

unavailability of smartboards, low digital competence and the additional time consumed in getting 

ICT-based lessons ready. Kiran Rai said, “Problems of electricity shortage and lack of 

smartboards.” Maya Tamang said, “Maybe lack of ideas operating them and lack of training.” 

These considerations foreground the manner in which structural deficiencies in infrastructure and 

training make it impossible to take full advantage of ICT as a means of enhancing the practice of 

teaching. 

Although the teachers had these challenges, they exhibited individual effort in attempting 

to address them. Kiran Rai explained how as a method of securing access he had bought his own 

laptop, saying, I bought my own laptop. Maya Tamang described how she consulted more 

technically competent workmates: I consult with technical persons. These tactics depict their 

determination as well as the pressure on individuals when a necessary support is lacking at the 

institutions. 

On identifying what additional training would make ICT more effective both teachers 

responded that they needed a thorough professional training, access to e-libraries and availing of 

ICT resources in schools. Maya Tamang observed,“All ICT tools should be available in schools, 

and teachers should be trained.” Kiran Rai also contributed, including: “E-library, access to 

appropriate websites and training.” These answers imply that the teachers not only perceive the 

usefulness of ICT, but also have a concrete idea of the fundamental changes, which need to be 

implemented within the system, to ensure that ICT integration is sustained. 

Cross-Stakeholder Themes 

Collectively, the voices of Ram Shrestha (headmaster, Bhaktapur) Hari Thapa 

(headmaster, Sarlahi), Deepak Thapa, Hari Magar (municipal officers, Bhaktapur and Sarlahi), 

Kiran Rai (teacher, Bhaktapur), Maya Tamang (teacher, Sarlahi), student Raju Tamang, Maya 

Thapa, Sita Magar, Hari Shrestha and Anita Rai exhibit three intertwining themes that cut across 

all stakeholder groups. 

To begin with, it was the pedagogical value of ICT that attracted attention of all 

stakeholders because, at that, ICT was perceived as a means to engender interaction and model 

abstract mathematical ideas. As an illustration, Kiran Rai argued, that it is possible to visualize 

concept, and Maya Thapa (a student at Bhaktapur) stated, that it assists in clearing the concept. In 

a parallel way, Sita Magar stated that videos helped me understand theorems and Raju Tamang 

mentioned that ICT tools could be used directly related to problem-solving activities. Anita Rai 



Educational Journal, May, 2025, Volume-4, Issue-1 

 

48 
 

said further that ICT not only supported in clarifying learning but also provided her with the desire 

to stick to mathematics. Both headmasters also pointed out that ICT also promoted curiosity among 

students even when used in a modest way. Taken together the views indicate a universal 

appreciated understanding that ICT enhances teaching and learning. 

Second, the outstanding issue of ICT adoption is systemic impediments. The predicament 

on limited infrastructure, unreliable electricity, inadequate devices, and the unavailability of 

teacher training were identified by the stakeholders as recurring as well. The teachers explained 

they have a problem with poor digital literacy and no smartboards at all, whereas students provided 

graphic reports of their trouble. Anita Rai said that she did not have a laptop, Hari Shrestha 

complained that finding credible sources online is associated with problems, and others noted the 

presence of distractors such as adverts or opaque explanations. Municipal officers said that even 

with programs like the use of digital classrooms they were not yet in a position to offer the ICT 

support to an equally desired number of schools. Head masters also indicated that although they 

had strategies on training, they had not been realized since they lacked resources. Such reports 

provide evidence of the fact that the interest in ICT is balanced by the line of structural barriers. 

Third, across the groups there was a consensus on capacity building and systemic support. 

The stakeholders stressed numerous times on professional teacher training, equal supply of ICT 

resource and more pronounced institution frameworks. Learners argued that teachers were the first 

to be trained; Maya Thapa and Sita Magar reiterated that ICT literacy needed to commence at the 

lower grades. Anita Rai further adder that the competency of teachers, leaves students unable to 

enjoy ICT to optimum. The two headmasters were in accord that subject-level training, in 

particular the mathematical tools, was a key. Municipal officials like Deepak Thapa and Hari 

Magar articulated visionary plans of smart classrooms, better digital infrastructure and internet-

based learning platforms and portals to teachers and students. 

In short, despite the high value placed on ICT, the incorporation of ICT into Nepal 

secondary mathematics teaching has been patchy and localized, frequently not well integrated but 

a matter of personal initiative and not part of a systematically embedded school-wide programme. 

Together, the stories of students, teachers, headmasters and municipal officers bring out the 

potential and the prevailing limitations that determine the current state of mathematics classrooms 

in Nepal when it comes to the use of ICT. 

Discussion 

The findings indicates that the adoption of ICT in Nepalese secondary mathematics 

education was in its infancy and disjointed, even though its pedagogical possibilities were widely 

recognized. It was found that ICT was a useful tool in increasing engagement, simplifying abstract 

concepts, and learning collaboratively, with stakeholders (such as headmasters, municipal 

education officers, teachers, and students) identifying it as such. Videos, interactive simulations 

and online tutorials, in particular, were found by students to be extremely useful when studying 

complex concepts such as theorems and algebraic transformations, whereas teachers found the 

tools such as GeoGebra, multimedia presentation and 3D model especially useful in visualizing 

mathematical processes.The results are consistent with the international literature that proves the 

effectiveness of ICT in motivating students, differentiated instruction, and deeper conceptual 

learning (Abel et al., 2022; Viberg et al., 2023; Trouche and Drijvers, 2014). It is not, however, an 

acknowledgement that in spite of this collective acknowledgement of the benefits of ICT, systemic 

and structural impediments still curtail the meaningful incorporation of ICT. 

The participants always cited the lack of sufficient infrastructure, unstable electricity, low 

access to devices, and inadequate internet connectivity as key problems, especially in rural and 
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resource-limited regions (Naidoo, 2025; Dogbey and Kpadin, 2025). Inadequate institutional 

support has caused teachers to depend on personal devices and self-funded resources when they 

should, and the students to experience inequalities in having access to digital tools, resulting in 

uneven and unfair integration in the classroom. There were also gaps in competence among 

teachers, and most of the teachers were not confident in the ability to use ICT effectively. There 

are still limited opportunities when it comes to professional development, and even training 

programs tend to be very focused not on the adoption of ICT in pedagogically sound, subject-

specific approaches but on the acquisition of limited technical skills. These results align with the 

previous studies in Nepal because teacher preparedness is already found to be a key determinant 

of ICT success (Adhikari, 2021; Abel et al., 2022). 

Policy and institutional shortcomings further compound these challenges. Although 

municipal officers have been keen on the proliferation of smart classrooms, online learning portals 

and the enhancement of teacher training, there has been a sluggish and uneven implementation 

process. The hopes of the ICT in Education Master Plan of Nepal have not been met because of 

lack of funds, proper monitoring and accountability (Msambwa et al., 2023). Consequently, the 

adoption of ICT in mathematics classrooms is usually at an individual level and not necessarily 

universal institutional support, resulting in inequality between schools and municipalities. 

Overall, the findings make a strong case for concerted action among stakeholders to build 

infrastructure, scale-up teacher capacity through mathematics-related ICT training and early ICT 

literacy among learners to close digital divides. Classroom realities should be more appropriately 

aligned with policy frameworks so that they can be sustained and fair. This research provides an 

important addition to the qualitative literature on ICT integration in revealing how ICT's 

transformative potential for the advancement of mathematics education in Nepal will only be 

fulfilled if the potential investments are evenly spread across infrastructure, human capacity, and 

stable policies. 

Conclusion 

This study explored the views and issues of ICT integration in the teaching of mathematics 

in the secondary schools in Nepal based on the views of the headmasters, municipal officers, 

mathematics teachers and students, as a case study within a qualitative design. The results showed 

a high level of knowledge about the pedagogical usefulness of ICT and its impact on improving 

the engagement and interest of students, the visualization of abstract ideas, and an increase in the 

interactivity of learning activities. Meanwhile, major challenges were also identified, such as 

ineffective infrastructure, unreliable electricity and internet connectivity, inadequate teacher 

education, and the ongoing disconnect between policy ambitions and classroom practice. 

The research also indicated that ICT integration has not been implemented uniformly, 

although its concept is appreciated. Many municipal programs see smart classrooms and digital 

portals, but at the school level, integration majorly relies on the actions of individual stakeholders, 

like teachers buying laptops independently or pupils seeking out online resources on their own. 

This highlights the structural mismatch between national or local policy aspirations and the 

feasibility of schools to implement them. 

This study adds to the qualitative body of research regarding the role of ICT in teaching by 

allowing the triangulation of various stakeholder perspectives on the matter to emphasize the 

experience of people directly involved in the integration process. Puts the Nepalese case in the 

context of global discussions about digital pedagogy, highlighting that the transformative potential 

of ICT for teaching mathematics can only be delivered if a balance is maintained between 

investments in infrastructure, teacher capacity and policy coherence. 
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Recommendations 

This study has significant policy, practice as well as research implications in the context of 

ICT integration in secondary mathematics education in Nepal. At the policy level, sustained 

investment in ICT infrastructure is critical, especially in rural and poorly resourced schools, for 

reducing inequalities in access. Clear monitoring and accountability structures should be 

implemented in the ICT in Education Master Plan to monitor schools to ensure that they get the 

planned school resources and facilities. Additionally, an integrated approach to strengthening early 

ICT literacy programs at lower education levels will enable students to build foundational digital 

competencies prior to learning and engaging with advanced mathematics applications at the 

secondary school level. At the school level, heads should arrange for professional development 

programmes that are specifically related to mathematics-specific applications of ICT, such as 

dynamic geometry applications, interactive simulations and digital assessment tools. Such 

programs must extend beyond technical training to incorporate pedagogical approaches that can 

guide successful incorporation of ICT in lesson planning and curriculum delivery. Peer-learning 

networks across and within schools may further support innovation, resource sharing, and 

continuous teacher support. In order to open up ICT integration to not substituting a process of 

instruction, teachers need a systematic support to build their Technological Pedagogical Content 

Knowledge (TPACK). Teachers can use continuous mentoring and chances of learning how to use 

ICT tools to make them meaningful learning opportunities to the students. Lastly, the study needs 

to be extended by examining how the inclusion of ICT should and actually influence student 

learning over time in mathematics, as well as to examine how the gap between policy intentions 

and classroom-level implementation can be mediated in the future. The in-service and pre-service 

education ought to focus on the use of technological equipment beyond merely how they are 

technically used but in the planning of lessons, the organization of classrooms and evaluation in 

the technology-abounding classes. On the same note, provision of blended learning where ICT and 

conventional teaching are harmonized to address variety in the needs of learners is right on point. 

On the learner level, pathways to equitable access are still important to create. Schools may 

introduce the lending schemes of the devices or community ICT centers, or work with 

municipalities to allow access to the digital resources. Creating localized, relevant, student-

centered networked materials on topics of the mathematics curriculum that are curated and free of 

commercial clutter would help exert control over the chaos of unstructured online information that 

bothered the students. Enhancement of digital literacy would, additionally, allow the students to 

have better inner resources to critically filter information and make the best use of ICT in real-life 

situations, as opposed to passively orienting to it. 

Lastly, integration of ICT must be achieved through constant cooperation between 

municipal officers, school leaders, teachers, and students. Having review forums on regular basis, 

formation of localized mathematics resource banks would make sure that the initiatives are 

sensitive to local needs and sustainable in the long run. 

Directions for Future Research 

In future, this research needs to have a wider scope by covering large areas or regions to 

accommodate diverse differences in integration of ICT in individual municipalities. It is also 

possible that comparative studies of rural and urban schools would provide useful information on 

local problems and solutions, whereas longitudinal studies would enable the researcher to evaluate 

the long-term consequences of the long-term investments (its infrastructure and professional 

development of teachers). ICT would also have a more balanced picture of the effects of ICT in 

mathematics education by using mixed- methods research that incorporates both qualitative views 
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regarding the effects of ICT using qualitative assessment of achievement levels of students in 

mathematics education. 
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 Abstract  

The COVID-19 pandemic shattered the education system worldwide with a sudden transition 

to online and blended learning, particularly in low- and middle-income countries like Nepal. 

Nepal's community schools were hit hard with students, teachers, and parents adapting to 

Alternative Learning Facilitation (ALF) such as online learning, radio, and television 

learning. This study examines the perception of students, teachers, and parents regarding 

ALF in Shankharapur Municipality, namely on issues of slow internet connection, lack of 

access to devices, and technical problems. The research employed qualitative methodology 

with descriptive research design using primary and secondary data. Primary data were 

collected from students, teachers, and parents of Shankharapur Municipality, while 

secondary data were collected from relevant newspapers, books, and websites. Parent 

support was vital in the learning process of students, but parents' digital illiteracy 

aggravated the situation. The study centers on the need for a combined learning process, 

both online and offline, to improve students' engagement and performance. The study also 

calls for the need for teacher and parental guidance, closing the digital divide, and providing 

even access to educational materials. While ALF was inevitable during lockdowns, its 

limitations, such as a lack of interactivity and real-time evaluation, were evident. The 

research offers recommendations to close the digital divide, enhance teacher and parent 

training, and integrate hybrid models of learning to improve the overall effectiveness of ALF 

in future learning environments.  

Keywords: Covid-19, Challenges, Collaborative Learning Perception, Alternative 

Learning Facilitation 

Introduction 

COVID-19 had a huge disruption to the global education system as mass school 

closures affected close to 1.6 billion learners globally (Shrestha & Gnawali, 2021). The 

pandemic created an unwavering demand for schools to adopt a swift movement toward 

online and blended forms of learning. This, nonetheless, entailed enormous challenges, 

especially in low- and middle-income nations such as Nepal, where there is poor 

technological infrastructure and access to online resources. In Nepal, community schools play 

an important function in providing education to the majority of the students, who are 

economically disadvantaged persons or members of economically disadvantaged groups 

themselves. School closures during the pandemic put traditional classroom teaching on hold, 
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denying about 9 million school-age children meaningful access to learning (Giri & Dawadi, 

2020).  

Parents, policymakers, teachers, and stakeholders have complained of long-term 

academic losses and expanded learning gaps in students. Those who lacked access to digital 

tools, quality internet connectivity, and learning-friendly environments performed worse in 

an effort to keep up with school assignments. In order to reduce these problems, the 

government of Nepal brought the Student Learning Facilitation (SLF) Guide 2077, which 

worked towards education continuity via distance and open learning modes (SLF Guide, 

2077). The distribution of self-learning packages, online learning portals, and ICT-based 

educational policies were launched as well as training teachers on digital teaching practices 

and enhancing the involvement of students in distance learning. Despite all this, students 

were still facing gaps in learning as they had infrequent access to computers and a weak 

support mechanism for online studies. It was found that students who advanced to a higher 

level without acquiring essential knowledge and skills had tremendous difficulty adapting to 

tough coursework (Broad et al., 2023). A cause for worry, more students were feared to be 

dropping out, particularly when students from disadvantaged communities faced problems in 

reenrolling in online courses. The effectiveness of alternative learning methods and the 

engagement of stakeholders, including parents, teachers, and education authorities, remain 

core areas of investigation to ensure that students receive quality education and do not fall 

behind in academics (Khanal, 2011).  

Learning refers to the development of skills to be applied in the society. As majority 

of students have been deprived of learning as per the national curriculum. According to 

CEHRD (2020), the number of children having internet access is 1,093,394. Children with no 

access to other media are 2,357,959 and the children at risk are 995,090. Reduced Curriculum 

has been designed to meet the academic objectives. Textbooks and teachers’ guides have 

been made to support the teaching-learning activities. Self-learning materials have been made 

and provided. ICT training has been given to teachers to some extent to improve the teaching 

techniques and enhance the teaching knowledge in teachers and learning strategies in students 

(Dinon, 2024). Despite these realities, the learning capacity of the students has fallen and 

they have forgotten many things drastically. Many talented students have changed into weak 

ones. Many students fail their tests if they are not guided in the exam hall. There must be 

lacking in the perception of students, teachers, and parents on alternative learning facilitation 

as well as teaching-learning environments. This is necessary to be studied and analyzed for 

academic strength (Pei et al., 2024). 

The existing literature highlights that while several initiatives such as the SLF Guide 

2077, ICT training, and online portals were introduced to mitigate learning disruptions during 

COVID-19, students in Nepalese community schools continued to face significant challenges 

due to limited digital access, weak support mechanisms, and unequal learning opportunities 

(Shrestha & Gnawali, 2021; Giri & Dawadi, 2020; Dinon, 2024). However, there remains a 

research gap in understanding the perceptions of teachers, students, and parents regarding the 

effectiveness of alternative learning facilitation, particularly in rural and urban community 

school contexts, where socio-economic and infrastructural disparities persist (Broad et al., 

2023; Pei et al., 2024).  

There is a requirement in the future to develop more inclusive learning policies that 

address digital access and learning disparities. Infrastructure upgrade, internet connection 

development, and equitable access to instructional materials are measures necessary to see 

that no child is left behind in upcoming education emergencies. Alternative learning 

facilitation, learning setting, and assistance materials will be studied among students, 

instructors, and guardians, respectively. This study further strives to ascertain challenges of 

teaching and learning as well as the implication for developing instruction. 
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Research Methodology 

In this research qualitative narrative review including an interviews and observation 

has used. The sources of data are teachers, students, parents, stakeholders, and educational 

reports. This qualitative narrative review study aims to find out from students, teachers, and 

parents about alternative facilitation of learning during Nepalese community schools in the 

time of the COVID-19 pandemic. The study employs participant observation, semi-structured 

interviews, and document analysis to collect data, as per tried qualitative research procedures 

for acquiring intensive knowledge of social and educational phenomena (Patton, 2015). 

Furthermore, thematic coding is used in an effort to systematize data in a manner that 

patterns, themes, and inconsistencies are uncovered and ethical research practices such as 

voluntary participation and confidentiality are ensured. The universe of my study is students, 

teachers, and parents, and their perception of alternative learning facilitation. The participants 

of this research are four community schools in Shankharapur. There are four schools, two 

from the urban area and the other two from the rural setting has been. Purposive sampling 

was employed to select participants, ensuring representation from various stakeholders 

involved in community schools, including teachers, students, parents, school administrators, 

and community members. Fundamentally this study was based on primary information 

sources. Therefore, on the way of collecting information, all sample schools has visited to 

observe teachers’ classroom practices and students’ activities, and to interview with them. 

The study was carried out in four community schools of Shankharapur Municipality, 

Kathmandu, comprising two urban and two rural schools, to explore alternative learning 

facilitation during the COVID-19 pandemic. 

Results and Discussion 

The study highlights how COVID-19 impacted learning facilitation at community 

schools in Shankharapur Municipality with a reference to students, teachers, and parents. 

Weak internet connectivity, insufficient access to devices, and technical issues were some of 

the principal challenges. Parental involvement was also crucial, wherein digital learning 

training was essential. Radio and community-based education approaches were also utilized, 

but ALF was challenged by students' indifference and substandard learning materials. A 

hybrid learning system, combining web-based and on-campus interactions, was 

recommended for increasing engagement and performance. The discussion also compares 

these findings with policies and global studies, giving insights for future education 

preparedness. 

Perceptions of Alternative Learning Facilitation (ALF) at School  

The student learned effectively by himself from textbooks and was helped by his 

sister at home. But he could not join virtual classes due to the lack of a mobile device and no 

means of access to instructors for guidance. Virtual tests were also challenging for him. Self-

study fostered independence, but lacked instruction from instructors, and the lack of digital 

resources limited the extent of his learning. This generated an isolated learning experience. 

Implementation of ALF supported learners in engaging peers on Messenger to collaborate on 

learning. Media devices like television, radio, internet, and cell phones controlled education, 

with books still being crucial. The ability to contact teachers for guidance added to 

autonomous learning. But problems such as noise in online classrooms required active 

listening, and some students could not go for classes due to the lack of personal devices. 

Discrepancies between television classes and interpersonal learning created a void in the 

learning process. Technology was a key to the ALF program, and social interaction through 

Messenger boosted motivation. But no personal devices created a digital divide, limiting 
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access for some students and affecting learning opportunities. In this respect one of the 

student said,  

Nepal government's Alternative Learning Facilitation (ALF) during COVID-19 has 

helped me to continue my studies despite numerous difficulties. Technologies like 

Messenger enabled interaction with peers, while mobiles, TV, radio, and virtual 

classrooms helped in making learning more accessible. Phone call and online media 

communication between teachers and students were also pivotal. However, voice, TV, 

and face-to-face learning differentials, as well as restricted access to personal 

devices, were significant barriers. Students managed to go through the challenges 

using common resources and self-directed learning. For effective equitable learning, 

there is a need for better access and facilitation. 

Just as another student explained, 

 The learning experience presents a major challenge because of limited digital tool 

access, especially mobile phones, affecting involvement in online learning and peer 

interaction. Dependence on textbooks for self-study cut him off from social learning 

chances and guidance from the teacher. While some aid from his sister was helpful, it 

was unable to replace the digital void, denying access to various learning sources. 

Despite such limitations, the independent study process of the learner aligns with 

Rogers' theory of facilitation. However, online test exercises and social-distance 

courses emphasize the need for additional accessible and inclusive learning solutions. 

His case brings to the fore the impact of the digital divide on educational equity, 

necessitating better access to technology and support for all students.  

In his opinion, the easy situation for teaching for him was that of availability of net 

connection and devices. Parent education is also essential because they do not know much 

about using devices and online classes. If they were well informed about the devices and 

online classes, they would be able to care for the children at home. Parents' role is necessary 

at home for better learning of the children. As regards the materials prescribed by the 

government as per ALF, He used Zoom on his mobile. He did not have a computer at home. 

Local government should provide materials for easy learning and teaching. Radio was not 

used for listening to classes. The better way is the visuals on TV. The weakness was that the 

presentation on TV class was not understood by our students. It was just for entertainment for 

them. 

Teacher Teaching Strategies and Perception 

A teacher faced significant technological obstacles, such as a lack of Wi-Fi and 

mobile phones, which made online education unaffordable for the majority of students. 

Despite efforts to use alternative modes of learning, students showed little interest in learning 

at home, indicating the need for more interactive and stimulating methods. Parental 

involvement was critical, but keeping parents involved on a full-time basis was difficult. In 

addressing these challenges, this teacher proposed improving internet connectivity, providing 

devices, and adhering to ALF guidelines, including practicing social distancing during in-

class lessons in a bid to ease the learning process (Ertmer & Ottenbreit-Leftwich, 2010). 

Similarly, another teacher noted weak device connectivity and internet connectivity as major 

hindrances to online learning. Due to these limitations, social distancing classes face-to-face 

were the most chosen option because they provided a safer and more interactive learning 

environment. To mitigate the disadvantages of e-learning, that teacher proposed providing 

digital resources, increasing access to the internet, and educating parents on how to enhance 

supporting children's learning at home. These findings would close the digital divide gap and 

make learning more accessible and easier for all (Fullan, 2013).  

The student also felt the importance of study material, particularly the use of mobile 

phones, and found door-to-door education a viable way to enhance education. They also 
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advocated increased support from the local authorities. Despite that, issues of low internet 

penetration in the rural areas brought down the level of access of students to online lessons to 

as low as 10 percent, while online teaching of math was particularly hard. Classes that 

involved direct meetings with social distancing were found to be optimal, and textbooks 

provided by the municipality proved useful in a modest way. Despite this, homeschooling 

was inhibited by parents' fear of COVID-19, while online classes were poorly done. Key 

findings revealed that infrastructural limitations impacted the implementation of ALF, and 

parent technology education would improve learner engagement. The student emphasized the 

role of government in providing internet and devices for efficient learning. Parent 

participation was considered vital in enhancing children's learning, and social learning theory 

identified the role of symbolic models like books in education. In addition, natural learning 

environments were beneficial where there was no digital connectivity. In this one of the 

teacher reported,  

Alternative Learning Facilitation (ALF) was marred by the level of poverty and 

absence of technology in his area, thus making ALF ineffective. His belief was that 

equipping students with computers and the internet was the ideal classroom 

environment. Confronted with such a challenge, face-to-face contact with students 

arranged according to roll number was the option taken at the school. He stressed the 

role of smartphones as learning devices during the COVID-19 pandemic but pointed 

out that online classes were not effective, with below 10 percent attendance. Teacher 

A suggested home and door-to-door teaching and called on local governments to offer 

required infrastructure and learning materials. He also pointed out the necessity of 

educating parents on the use of devices and online platforms to support children's 

learning more effectively.  

Likewise, another teacher stated, 

I had a positive general impression of ALF but felt its effect was circumscribed. 

Though parent books provided were slightly helpful, online lectures were not used 

effectively. In his opinion, learning situations could be enhanced if the government 

provided needed devices and internet. Due to a lack of resources, the students were 

taught face-to-face on a shift basis. He found that learning under natural conditions 

with social distancing worked better. He emphasized the importance of learning 

material and recommended adopting home visits and door-to-door education to 

maximize learning. He also emphasized the importance of making parents learn about 

using devices and online classes to help their children learn, and how parental 

participation played a critical role. 

Moreover, the two teachers agreed that the problem of Alternative Learning 

Facilitation (ALF) under the COVID-19 pandemic was poverty, less technology, and scarce 

resources, which rendered learning online useless. They also underlined the significance of 

technology, especially the use of smartphones, and the need for devices and connectivity. 

Because of these problems, they resorted to teaching face-to-face in shifts, observing social 

distance. They highlighted the central role of parent involvement and the requirement for 

parents to be taught digital literacy. In ALF's improvement, they suggested home visits, 

instruction at the doorsteps, and greater government involvement in providing learning 

material and resources. 

Parents Strategies and Perception  

A saw the value of Alternative Learning Formats (ALF) in preventing student 

dropouts but preferred face-to-face learning, which was more effective in inspiring students. 

Despite COVID-19 setbacks and the fact that it was difficult to access schools, a parent saw 

ALF as inevitable during the lockdown. ALF provided a conducive home learning 

environment, compelling the use of TV programs and mobile phones in education. But issues 



Educational Journal, May, 2025, Volume-4, Issue-1 

58 

 

like poor internet connectivity, large class sizes via the internet, and lack of interactive testing 

instruments slowed its effectiveness. TV instruction was seen as one-way and low in 

interaction, while computer-based applications enhanced learning but needed adequate 

instruction. Parent A suggested the inclusion of distance learning into face-to-face classes and 

giving students access to the internet and computer-based resources for a better learning 

experience (Doung-In, 2017). On the other hand, another parent complained about the 

challenges of rural settings, such as limited internet and resources, which made ALF less 

effective. Time management problems and the reluctance of children to prioritize 

entertainment over learning in the presence of TV and mobile phones were challenges. In 

order to improve ALF in rural settings, that parent advocated for the use of new models of 

learning, better internet connectivity, and the proper use of TV as a learning platform 

(Creswell, 2013).  

 One of the parents reported, 

 He thought ALF was not as efficient as regular classes due to problems like weak 

internet connections. Online classes were useful to some extent, but he would have 

preferred a combination of online classes and homeschooling in a welcoming, non-

scolding environment. He suggested encouraging regular TV programs for increased 

learning and used mobiles, reference books, and TV as study tools. A major issue was 

large online class sizes. He emphasized the requirement for a stimulating home 

learning environment and active guardian involvement. Despite challenges, he still 

felt that ALF was worthwhile for student learning.  

As another parent described, 

 ALF in lockdown as a necessary evil, but they would have preferred teaching in 

person. They viewed it as providing "normal learning" but was flawed, particularly in 

testing, as it was mostly one-way. Materials that were provided, such as texts, graphs, 

and cellular phones, were adequate, but challenges were faced. Parent B believed 

there could be focus on motivation and suggested techniques like stories, phone 

messaging apps, and TV classes, but mentioned the limitations of television. They 

highlighted the use of computers in transferring education. Parent B, in general, 

thought ALF was beneficial but has to be bettered, especially with respect to 

evaluation and environmental factors.  

From above discussion, two parents recognized the value of Alternative Learning 

Facilitation (ALF) during the COVID-19 pandemic but noted drawbacks. A parent would 

rather attend classes in person than ALF, opting for online learning and homeschooling. 

Another parent recognized ALF to be effective during regular learning but noted areas of 

limitation in assessment. They gave improvement recommendations. 

Role of Technology in Learning  

The role of technology in improving learning experiences during pursuing alternative 

Learning Format (ALF) was significant. Especially for students who own contemporary 

digital devices such as mobile phones, internet, television, and radio, the contribution was 

vast. Students could access online classes, participate in virtual debates, and navigate a wide 

bank of educational content, all of which improved their understanding of the topics. 

However, the digital divide created massive inequalities, particularly among rural students or 

those without constant access to these essential technologies. Students without personal 

devices or constant internet access struggled to keep up with their peers, missing out on 

essential learning material, which led to uneven academic achievement and results. This gap 

in accessibility reflects the importance of closing the digital divide through equal 

opportunities for all learners to learn (UNESCO, 2020). To this effect one of the students 

stated,  



Educational Journal, May, 2025, Volume-4, Issue-1 

59 

 

Having mobile phone and internet helped me participate in online classes and grasp 

the lessons well, but some of my friends could not participate because they did not 

have devices. Personally, I also had an issue because I did not have my own phone, 

and my family was not able to cover every-day internet data. 

Likewise, the teacher reported,  

Technology made it easy to teach and connect with the students, but many could not 

participate regularly due to poor internet connectivity. It was disheartening to see 

some students make good progress while others, especially those in rural areas, were 

left behind because they did not have digital tools. 

To this effect, the parent testified,  

We tried providing mobile phones to our children, but given that there are many 

children in the household, it was difficult for all of them to participate. Not all 

families have the capacity for internet and smartphone, and it was disheartening to 

see my child lag behind while others enjoyed the opportunity for online education. 

This shows during the COVID-19 pandemic, students, teachers, and parents found it 

challenging to access online education due to limited access to devices and internet 

unaffordability. Low-income and rural households fell behind, and teachers faced 

inconsistent engagement. The digital divide led to parents and students feeling emotional 

pain, stressing the need for equal access to education and the need for more advanced digital 

infrastructure.  

Social and Collaborative Learning 

Cooperative and social learning were integral in enhancing student engagement in 

ALF. Discussion boards and peer-to-peer collaboration provided students with more than 

sufficient arenas for idea exchange, conceptual clarification, and co-operative project 

execution. Co-operative learning provides impetus to problem-solving, critical thinking, and 

exchange of information that lead to in-depth conceptual understanding. Those students who 

lacked internet connectivity were unable to contribute to co-operative processes that 

disadvantaged them. The absence of peer interaction denied them the chance to learn from 

group discussions and collaborative problem-solving, which are key components of active 

learning. This deprivation ultimately limited the students' overall learning experience and 

engagement (Vygotsky, 1978). On this, one student stated,  

I enjoyed taking part in online discussions with friends in class, as it enabled me to 

understand lessons more and made learning more enjoyable. But I also felt left out 

when I could not take part in online discussions, which made learning a lot more 

challenging for me without working with others. 

Likewise, another teacher stated,  

Collaborative learning encouraged problem-solving and critical thinking among 

students, but digital disadvantaged students were denied these enriching experiences. 

While there were students who excelled at peer discussion, other students, 

particularly those from disadvantaged communities, were disadvantaged by limited 

access.  

To this effect, the parent stated,  

My child gained valuable knowledge from group discussions in online classes, but I 

concerned myself about those who could not participate. Nonetheless, without internet 

access, my child lost the opportunity to engage with friends and learn through 

discussion, which impacted their motivation and overall learning. 

This shows that the online learning has pros and cons. It is enjoyable for students, but 

exclusion on the basis of non-participation is likely. Teachers promote group learning for 

critical thinking, but digital unavailability can be against participation. Parents are also tested 

to advocate for digital accessibility in inclusive education.  
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Challenges in Remote Learning  

Some challenges eroded the success of remote learning under ALF. Poor internet, lack 

of personal devices, and parents' digital illiteracy were some of the most significant 

challenges. These disproportionately impacted students who were from low-income or rural 

families and limited their access to online learning. Students were unable to take online 

classes and hence lost out on learning due to a lack of stable internet or devices. Furthermore, 

the parents' own deficiency in digital literacy also hampered them from supporting their 

children's learning, thus making such matters more complex. Furthermore, the online classes 

were often hampered by technical problems, ambient noise, and poor attendance, adding to 

student disengagement and academic performance (OECD, 2020). On this note, one student 

reported,  

Limited access to technology and a reliable internet connection greatly affected 

students' ability to engage in online learning. Slow internet and shared resources 

hindered students' attendance and learning, highlighting the digital divide and the 

challenges they faced in participating in online learning and continuing their studies.  

The teacher mentioned,  

Most students struggled to attend online classes due to a weak internet connection, 

and even those that did attend were constantly disrupted. At the same time, parents 

were unable to help their children because they had no idea how to use digital tools. 

Likewise, the parent stated,  

I had no idea about how to work online learning applications, so I was unable to 

teach my kid accordingly. By remaining in a rural area where the internet 

connectivity is poor, it became more frustrating as my kid lost their education due to 

technical problems. 

Likewise, online learning is seriously handicapped by technology deficiency and 

uneven internet connection. The students are not able to attend classes, and parents are 

likewise not computer literate, so there are missed lessons and frustration in the rural area. 

 Importance of Teacher and Parental Guidance 

Teachers played a vital role in motivating the students and guiding them through the 

ALF process. Their support and encouragement were critical in sustaining student 

motivation, especially when there was little face-to-face interaction. The instructors adapted 

the mode of teaching so that they would make maximum use of available resources, often 

going out of their way to give additional help through phone calls or other channels of 

alternative communication. Their involvement made ALF a success. Parent involvement was 

also instrumental in enabling the students to succeed in distance learning. Parents needed to 

become extremely involved in ensuring their children's education, time management, and 

motivation. But that was not always convenient, as parents' digital literacy was low in some 

cases, which forced them to learn alongside children (Jantzen, 2021). 

To this end, the student remarked,  

My teacher used to call and ask about me as well as explain lessons when I could not 

get it. Without their encouragement, I would have lost enthusiasm for studying in 

online classes. 

Likewise, the teacher also added,  

We had to adopt new methods to help students, for instance, sending messages 

through mobile or explaining lessons through phone calls. Encouraging students 

without physical contact was difficult, but we tried our best to guide them. 

Similarly, the parent also added,  

I tried to help my child with online studies, but sometimes I used to find it tough 

because I was not familiar with technology. I also had to modify my own timetable to 
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enable my child's learning so that they could attend classes and complete 

assignments. 

This shows that the student appreciated the ongoing encouragement and support of the 

teacher in online classes, and it maintained the interest and understanding. Teachers managed 

the challenge of online learning by sending notes via mobile messages and conducting 

lessons via phone calls. Parents struggled with new technology but attempted to adjust 

schedules to get their child to attend lessons and complete homework. Ongoing 

encouragement from parents and teachers was necessary for student success. 

Limitations of ALF 

Even though ALF had provided a means for alternative continuing education, it had 

several limitations which impacted its success. Learning via television and radio, even though 

giving an alternative to physical classroom environments, had no interactivity and thus made 

the learning process more of a passive nature. The students were unable to engage in live 

discussions or raise questions, which are of great importance for participative learning and 

improved understanding. Moreover, ALF's evaluation procedure was not adequate, making 

tracking of students' progress difficult to assess effectively. Assignments and quizzes, the 

standard methods adopted for traditional appraisals, were challenging to implement in distant 

regions, therefore, without instant feedback and degrading learning experiences. Rural area 

students were at a disadvantage particularly by having less-than-suitable infrastructure 

access, sluggish internet, and limited access to devices and resources (Boserup, 2014).  

To this effect, the student described,  

Watching lessons on television was not the same as attending class because I couldn't 

ask questions when I didn't understand. We had homework, but without feedback, I 

didn't know if I was learning properly. 

Likewise, the teacher described,  

Teaching through TV and radio was a challenge because we couldn't interact with 

students or see their understanding in real-time. Tracking student progress was also 

difficult since most students didn't have internet access to post assignments or quizzes. 

Likewise, the parent complained,  

My child watched the lessons on television, but without the instruction of a teacher, it 

was hard for them to stay attentive. We live in a rural area with bad internet, so my 

child missed out on much learning. 

Globally, the research looks back at the crisis of students, teachers, and parents in the 

education sector. The students complained about concentration struggles through unclear 

questions and no immediate feedback, and the teachers against real-time interactions and 

internet connections. The parents also had a lack of ample opportunities to access learning in 

past rural areas. 

Conclusion 

The transition to Alternative Learning Formats (ALF) during the COVID-19 

pandemic in Nepal exposed extreme barriers to learning, especially among students from 

disadvantaged groups. The digital divide with poor internet connection, few devices, and 

connectivity problems undermined online learning effectiveness. Parental participation, 

which plays a key role in student performance, was additionally hampered by digital 

illiteracy, creating a need for extensive training and assistance. The study also indicated that 

online learning and learning through television or radio, as a substitute, were less interactive 

and could not offer one-on-one instruction by teachers, thus limiting students' participation 

and attainment. Despite these limitations, a blended mode of online learning and traditional 

classroom interactions was proposed to amplify student participation and performance. This 

approach would be more successful in bridging the gaps of accessibility, particularly in rural 
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areas, where inadequate digital tools and poor internet connectivity were most evident. In the 

future, it should focus on building up infrastructure, offering equal access to learning 

technology, and performing digital literacy training for parents and teachers. By bridging the 

digital divide and enhancing interactive learning tools, ALF could become an even more 

effective and fairer vehicle for education, not just in times of crises but also in future learning 

contexts. 
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Abstract 

Cognitive skills are essential for conceptual learning in geometry. In this study, the students' 

cognitive skills and academic achievement in learning geometry under four levels of cognitive 

domains have been explored through a mixed-method approach. Comprehensive analysis of the 

performance of students in geometry through achievement test have been used on the basis of   

Bloom's Taxonomy for Secondary Level Curriculum of Nepal in order to explore the cognitive 

skills of students.  The achievement scores of geometry achievement test from the 32 students of 

grade IX in an institutional school located in Kathmandu district have been analyzed. The 

achievement scores were analyzed under gender, age, and correlations between different cognitive 

levels. The results of this study shows that the students' have high level of competencies in 

knowledge level problems (mean score: 8.59 out of 10) and faced greater challenges in higher 

ability thinking skills (mean score: 3.19 out of 10). Similarly, the scores based on gender pattern 

with male students' performance is higher in knowledge and application levels, whereas female 

students have better performance in understanding and higher ability levels. It is further suggested 

that the specific opportunities for targeted instructional interventions to enhance students' skills 

and achievement across all levels of cognitive domains, particularly in fulfilling the gap between 

conceptual understanding and practical aspects. 

Keywords: Assessment, cognitive complexity, performance analysis, geometry, 

educational measurement 

Introduction 

 Students’ engagement, retention, and application of knowledge in education across 

different levels of cognitive domains has become a critical part of successful teaching and learning 

(Anderson et al., 2001). To find the variety of cognitive processes related to students’ 

understanding, and thorough evaluation measures beyond one dimension assessments are 

necessary due to the complexity of mathematical learning, especially in geometry (Van de Walle 
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et al., 2019).  In order to obtain a more pictures of learning outcomes, current educational research 

highlighted the significance of assessing students’ performance across various levels of cognitive 

difficulty (Webb, 2002; Marzano & Kendall, 2007). Besides giving educators with useful 

information to guide instructional decisions and raise students’ accomplishment, this multifaceted 

approach in assessment is accepted in educational frameworks (Stronge, 2018). The study based 

on the theoretical framework of important educational systems. The updated version of Bloom's 

Taxonomy by Anderson and Krathwohl (2002) suggest a hierarchical framework for 

comprehending cognitive tasks ranging from simple memory to intricate assessment and 

production. The development of assessment techniques that measure various degrees of cognitive 

engagement has benefited significantly from this method (Krathwohl, 2002). Furthermore, Webb's 

(2002) depth knowledge paradigm, which highlighted the difference between content complexity 

and cognitive demand, delivered supplementary insights on the cognitive complexity useful for 

various task. The significance of assessing mathematical literacy across several cognitive domains 

is further supported by the OECD's Programme for International Student Assessment (PISA) 

framework that defines mathematical competency as the capacity to formulate, apply, and interpret 

mathematics in a different context (OECD, 2021). This worldwide viewpoint focused on the 

multidimensional evaluation in mathematics education that is accepted widely. 

Significance of Research 

There are special opportunities and challenges for cognitive development in geometry 

education. Students studying geometry must develop logical thinking, abstract conceptualization, 

and visual-spatial reasoning, in contrast to other mathematical fields that mostly depend on 

computational processes (Battista, 2007). Similarly, Clements and Battista (1992) found that, 

geometric thinking changes at different stages, from formal deduction to visual recognition, 

demanding instructional strategies that simultaneously target several cognitive characteristics.  

The importance of this study determines its examination of students' performance in four levels of 

cognitive domain related to geometry instruction. This study adds to the expanding of the research 

on differentiated teaching and personalized learning strategies in mathematics education by 

looking along age factors, gender disparities, and achievement patterns (Tomlinson, 2017). In this 

context, this study has formulated the following research questions.  

Research Questions 

The main purpose of this study was to address the following research questions:   

1. What is the overall achievement pattern of students in geometry across different cognitive 

domains?   

2. How do performance patterns differ between male and female students across cognitive 

domains? 

3. What relationships exist between age of students and their achievement across different 

cognitive complexity levels? 

Review of Literature 

This section explores the theoretical association of the literature related to the cognitive 

aspect of learning geometry and its importance for cognitive development of students.  The 

following theoretical review of literature shows the important of cognitive development in 

geometry learning.   

Cognitive Complexity in Mathematics Education 

Over the past few decades, academicians have developed increasingly complicated 

frameworks to describe how pupils process mathematical information, leading to a considerable 
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evolution in the concept of cognitive complexity in mathematics education. Four stages of 

cognitive complexity are distinguished by Webb's (2002) such as:  Depth of Knowledge model: it 

helps in expanded thinking, skills and concepts, recall and replication with strategic thinking. This 

framework gives teachers as a means to create tests and lessons that cater to various cognitive 

demands. It also has had a significant impact on mathematics education. 

According to Stein et al. (2009), students’ learning outcomes are substantively impacted 

by the degree of cognitive load in mathematics problems. Their research on the mathematical 

tasks’ framework demonstrated that higher-level cognitively demands the tasks to enhance 

conceptual knowledge and problem-solving skills. They also indicated that careful attention to task 

execution and classroom discourse is necessary to sustain a high cognitive demand during 

education.  This knowledge was expanded by Brookhart (2010), who looked into how educators 

might evaluate higher ability levels in the classroom. According to Brookhart (2010), many 

teachers found it difficult to create tests that fairly measure intricate cognitive processes; instead, 

they frequently fell back on simpler recall exercises that didn’t adequately represent students' 

actual mathematical aptitude. 

Gender Differences in Mathematical Performance 

The picture highlighted by the research on gender disparities in mathematics ability is 

nuanced and constantly changing.  Male advantages in mathematical reasoning significantly in 

spatial and quantitative tasks, that were shown by early studies by Maccoby and Jacklin (1974). 

These findings have been challenged by more recent meta-analytic research, which has shown 

more complex trends of performance disparities connected to gender.  In an examination data from 

international mathematics assessments, according to Hyde and Mertz (2009) found gender 

disparities in mathematical ability fluctuate greatly depending on the culture and educational 

setting. According to them, gender inequalities in mathematics achievement are primarily caused 

by sociocultural variables rather than inborn cognitive differences. Moreover, women generally 

perform better than men in all areas of academic achievement, including mathematics (Voyer & 

Voyer, 2014). They asserted, nevertheless, that performance patterns change greatly based on the 

particular cognitive demands of various mathematics tasks and evaluation styles.  

Similarly, Ganley and Lubienski (2016) claimed that the association between gender and 

mathematical performance is largely mediated by these affective characteristics that explicitly look 

into gender variations in mathematical confidence and fear. According to them, addressing the 

emotional and motivational components of learning mathematics might be essential to reducing 

achievement differences associated with gender. 

Age and Developmental Factors in Mathematical Learning 

Educational psychology has conducted a great work of the study on the connection between 

age, cognitive development, and mathematics learning. According to Piaget's theory of cognitive 

development, students in formal operational periods emerges throughout adolescence, and 

mathematical comprehension follows predictable developmental stages (Inhelder & Piaget, 1958). 

The idea of universal developmental phases has been contested by more recent research, which 

places more emphasis on the need of domain-specific knowledge and educational experiences in 

mathematics learning (Carey, 2009). According to Siegler and Chen (2008), learning trajectories 

are significantly influenced by individual differences, and mathematical progress is characterized 

by overlapping waves of method use rather than distinct stages. 

Likewise, Kaya et al. (2015) verbal abilities and academic achievement have strong 

correlation than nonverbal abilities. Moreover, readiness to learn is related to verbal abilities while 

the potential to learn is related to the nonverbal abilities.  This study specifically looks into the 
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association between age and mathematical skill in geometry. According to them, motivation, prior 

knowledge, and the quality of the education may have a greater impact on mathematics 

performance than developmental preparation. 

Integrated Approaches to Cognitive Skill Development 

The significance of integrated approach in the development of cognitive skills is being 

focused more and more in existing mathematics education research. Scholars support instructional 

practices that directly link to the knowledge, understanding, application, and higher-ability skills 

rather than treating various cognitive domains as different entities (King et al., 2013). The 

significance of iterative connection between procedural fluency and conceptual understanding in 

mathematics learning is established by Rittle-Johnson et al. (2015). Instead of having students 

move linearly through cognitive hierarchies, their findings implied that effective training should 

provide them to several opportunities to move freely between different forms of mathematical 

thinking. Willingham (2007) argued that content knowledge alone could not freely develop higher 

level thinking capabilities, which necessitate intentional training and practice. Besides scaffolding, 

numerous opportunities for application in a variety of circumstances might be necessary for the 

maximum development of complex cognitive skills. 

 

Methodology 

This section deals with research design, participants, and tools for data collection. data 

analysis procedures, including its conclusion of the study. To investigate students’ performance 

trends in geometry education across several cognitive domains, this study used a quantitative 

descriptive research methodology. Using a cross-sectional methodology, this research investigated 

the correlations between age, gender, and cognitive ability by gathering data from achievement 

tests of students in a certain cross-sectional study.  Given that it enables a methodological 

examination of current performance patterns without modifying instructional variables, the 

descriptive research design was a suitable selection for the goals of this study (Creswell & 

Creswell, 2017). By using this method, researchers have found special patterns and their 

connections in students who collected the data that might guide experimental research and future 

instructional interventions. Altogether thirty-two students studying in Grade IX from an 

institutional school in Kathmandu district made up the study sample. To guarantee equal 

representation across important demographic characteristics of the sample was carefully chosen as 

mentioned below:  

Table 1.  

Demographical Characteristics of the Sample  

Gender Age level No. of Students Mean Score  SD  

Male  Female  13 5  

 

14.8 

 

 

1.2  

16 16 14 8 

Percentage 15 17 

50% 50%  16 1 

  17 1 

In order to guarantee uniformity in teaching strategies and curriculum requirements, the 

institutional school was chosen. According to National Curriculum Framework 2015 for secondary 

level mathematics, all the students in the sample of the study has completed the specified course 

of geometry.  

Construction of Geometry Achievement Test Items  
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 For the use of students' performance in geometry, the teacher made achievement test items 

has constructed from the concept of geometry under four levels of cognitive domain.  The 

constructed items were evaluated by the 4 experts (two university professors, and two schools’ 

teachers). Researcher has calculated the p-value (difficulty level) and D- value (Discrimination 

index) of each of the items after taking the pilot test in any one of the schools other than sampled 

school. The items were selected after deletion and modification of items with its p-value ranges 

from 30% to 70% and D- value ranges from 0.30 to 0.70. The final items were constructed and 

applied for the achievement test in geometry (Ghimire, 2025). The achievement test items were 

constructed by considering the Bloom's Taxonomy by Anderson et al, (2001) as follows:  

1. Knowledge level (10 1 = 10 marks) Evaluation of fundamental idea identification,  

 terminology recognition, and factual recall. 

2.  Understanding level (10 1 = 10 marks): Assessment of interpretation, explanation,  

 and conceptual comprehension capabilities. 

3.  Application level (101 = 10 marks): Evaluation of  

 problem-solving skills in known contexts and knowledge transfer to novel ones.  

4.  Higher Ability level (10 1 = 10 marks): Evaluation, synthesis, analysis, and creative  

 thinking abilities assessment.  

 Each domain made an equal contribution to the final evaluation, which had a maximum 

possible score of 40 points. All cognitive levels are given the proper attention during the 

examination process.   

Content Validity and Reliability 

To guarantee content validity and reliability, the evaluation tool was subjected to rigorous 

validation processes. All assessment items were examined by a panel of three experts in 

mathematics education to ensure that they were appropriate for the grade level and in line with 

cognitive domain criteria. To guarantee accuracy and clarity, items were updated with the response 

of experts. A different sample of 30 students from a community school were participated in pilot 

testing to assess item difficulty, discrimination, and exploration of internal consistency of each 

item. The structures, levels and clarity of language were improved for the construction of better 

test items. 

Data Collection Procedures 

In the process of data collection, regular class structures were taken to minimize 

disturbance in instructional practices, and achievement tests were conducted during regular class 

hours over two weeks. Under the same conditions with uniform instructions and time allotments 

for each participant, students have completed the test. To guarantee uniformity in execution, the 

researcher observed and administered the test. In order to reduce test anxiety and promote genuine 

achievement, students were told that their performance would only be utilized for research and 

would not have an impact on their academic results. 

Data Analysis 

Descriptive as well as inferential statistical were used in data analysis of quantitative data 

with SPSS 27. The mean, standard deviations and frequency were calculated with the help of 

geometry achievement test (GAT). Further, the Pearson coefficient of correlations was used in 

analyzing the connection between various cognitive levels.  The analysis of the performance of 

students was calculated in 0.05 level of significance to determine the statistical significance. 

Cohen's d was used to compute effect sizes to access the observed differences with its practical 

importance.   



Educational Journal, May, 2025, Volume-4, Issue-1 

 

68 
 

Results and Discussion 

This section deals the findings of data based on the students' performance under four levels 

of cognitive domain. The analysis was done by considering the scores obtained by the students in 

the geometry achievement test.  

Overall Performance Analysis 

Significant trends in achievement across the evaluated cognitive domains are shown by 

analyzing the total performance of the students. The students' overall achievement rate was 55.1%, 

with mean score 22.06 out of 40 available points. The majority of students cluster around the mean 

performance level, as indicated by the standard deviation of 2.84 shows there was reasonably 

consistent performance across the student group. Further information on achievement trends were 

collected from the distribution of total scores. Out of the 26 students, (81.3%) received scores in 

the 20–24 range. 9.4% of students (n = 3) achieved scores of 25 or higher. Three students, or 9.4% 

of the total, received scores below 20. 

According to this distribution, comparatively few students performed the achievement 

range, indicating most students showed adequate understanding of the examined topic. This trend 

suggests generally successful training, however there are possibilities to improve achievement 

across all performance levels (Hattie, 2009).  

Performance in all Cognitive Domains  

A distinct pattern of diminishing achievement as cognitive difficulty rises has been 

revealed by the examination of performance across several cognitive aspect. This finding aligns 

with established research on cognitive hierarchy and learning progression (Anderson et al., 2001; 

Webb, 2002). In this context, the following table 1 shows the students' performance in geometry 

in different cognitive levels.  

Table 1.  

Student Performance in different Cognitive Levels 

Cognitive Domain Mean  SD Proficiency Level 

Knowledge 8.59 1.24 59.4% 

Understanding 6.16 1.89 50.0% 

Application 4.13 1.76 31.3% 

Higher Ability 3.19 1.45 37.5% 

Students' performance in the Knowledge level was the best, averaging 59.4 % of the 

possible marks. This shows that students remember fundamental geometric concepts, vocabulary, 

and procedures and have successfully absorbed fundamental and factual information. The very 

low standard deviation (1.24) suggests that there was the consistent performance of students in this 

area. Performance in the understanding domain decreased to 50 % of potential points, and more 

variability (SD = 1.89), indicating more individual variance in conceptual comprehension skills. 

This trend suggest that the majority of students are able to recall facts, fewer are able to effectively 

that there was a strong conceptual comprehension of geometric principles. In the application level, 

only 31.3% of students reached competence levels, indicating a more significant decreased in 

performance. Similarly, there was very low-level performance of students in higher ability (37.5 

%) but it is more than the application level. This shows that students have insufficient application 

skills in geometry in real life. This conclusion raises serious concerns about the difficulties of 

applying expertise to innovative problem-solving situations, which is consistent with Willingham's 

(2007) research on the subject.  In comparison to the application level, slightly more students 

(37.5%) attained proficiency in the Higher Ability domain. This surprising trend could be a result 
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of individual variances in analytical thinking skills or the design of the evaluation system and 

provided task.  

Gender-based Performance Analysis 

Complex patterns that differ greatly across cognitive domains are revealed by analyzing 

gender disparities in performance. With male students averaging 22.31 points (55.8%) and female 

students averaging 21.81 points (54.5%), the gender gap in overall performance was negligible. 

Statistical significance was not reached for this 0.50-point difference. The following table 2 

represent the achievement of students according to their gender and cognitive domain.  

Table 2.   

Gender Differences by Cognitive Domain 

Level of 

Cognitive 

domain  

Mean and 

SD of boys  

Mean and  SD of 

Girls  

Difference in 

Mean  

Effect Size (d) 

Knowledge 9.00 (1.03) 8.19 (1.33) 0.81 (M) 0.67 

Understanding 5.94 (1.73) 6.38 (2.06) 0.44 (F) -0.23 

Application 4.44 (1.59) 3.81 (1.91) 0.63 (M) 0.36 

Higher Ability 2.94 (1.34) 3.44 (1.53) 0.50 (F) -0.35 

Note: Used by SPSS 27 with 0.05 level of significance, M= Male, F= Female  

Different patterns of cognitive capacities between genders have been revealed by the 

investigation. In the knowledge levels, male students showed statistically significant advantages 

(Mean 9.00, SD 1.03, d = 0.67), indicating better performance in tasks involving factual memory 

and fundamental concept recognition. In application level, male students also shown numerical 

advantages, although this difference was not statistically significant.  Although these differences 

were not statistically significant, female students showed strengths in the understanding and higher 

ability level. According to the trend, male students did better on tasks requiring information recall 

and practical application, while female students perform better in conceptual comprehension and 

sophisticated analytical thinking. These results are somewhat consistent with Voyer and Voyer's 

(2014) meta-analytic study, which discovered that women generally did better than men on higher-

level cognitive tests. The findings of the current study, however, point to a more complex pattern 

than is usually documented in the literature, with both genders displaying unique cognitive 

capabilities. Ghimire & Paudel (2024) found that High motivation, understanding of contents, self-

paced learning, increase the achievement in mathematics.   

Age-related Performance Patterns 

Unexpected results from the examination of age-related performance patterns create doubt 

on widely held beliefs regarding cognitive task associated with development of child. Although 

these results were found in small sample sizes for specified age groups, they offer interesting new 

information for further study. 

Table 3. 

Age-Related Performance Analysis 

Age (years) n Mean SD Mean (%) 

13 5 22.40 2.30 56.0% 

14 8 21.50 3.39 53.8% 

15 17 21.56 2.96 53.9% 

16 1 23.00 - 57.5% 

17 1 22.00 - 55.0% 
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The youngest students with age 13 perform better with the group mean, attaining 56.0% 

which challenges the developmental theories. This research casts doubt on presumptions regarding 

age-related cognitive task benefits and increases the possibility that variables other than 

chronological age could be more important indicators of mathematical achievement.  14-year-olds 

did the worst performance i.e., 53.8%, while the largest group (15-year-olds) performed marginally 

worse at 53.9%. These trends imply that chronological age is not a good indicator of geometric 

achievement within the age range under study. Age did not significantly influence performance in 

this population, as demonstrated by the lack of statistically significant variations across age groups. 

This result is aligned with research by Kaya et al. (2015), which suggests that individual 

motivation, prior knowledge, and instructional quality may have a greater influence on 

mathematical performance than developmental preparation. 

Correlation Analysis between Cognitive Domains 

The relationships between various mathematical thought processes and the degree to which 

students acquire integrated cognitive skills can be understood through correlation analysis between 

various cognitive domains. 

Table 4.  

Correlation between Different Levels of Cognitive Domain 

Levels of 

Cognitive 

Domain 

Knowledge Understanding Application Higher Ability 

Knowledge 1.00 .34* .52 .28 

Understanding .34* 1.00 -.12 .41* 

Application .52 -.12 1.00 .15 

Higher Ability .28 .41* .15 1.00 

Note 1. Analyzed with SPSS 27 in 0.05 levels of significance  

* Represent the correlation is significant in 0 .05 level,  

Numerous significant patterns in the connections between cognitive domains are explored 

by the correlation analysis. The knowledge and application levels have the greatest positive 

connection (r =.52), indicating that students who have a solid foundation in factual knowledge are 

better equipped to situations involving problem-solving. Theoretical frameworks that stress the 

value of strong knowledge on efficient application skills are supported by this conclusion 

(Willingham, 2007).  Although it is not a strong anticipate from hierarchical models of cognitive 

development, a moderately positive correlation between knowledge and understanding (r =.34, p 

<.05) suggests that factual information and conceptual understanding grow in complementary 

pattern. Students who exhibit excellent conceptual knowledge are more likely to succeed in 

difficult analytical tasks, according to the moderately positive correlation (r =.41, p <.05) between 

the knowledge and higher ability levels. This result is consistent with studies that highlight the 

value of profound conceptual knowledge for the development of higher-order thinking.  Although, 

there is no statistically significant, the connection between the understanding and application levels 

is found surprisingly negative (r = -.12, p =.51). This surprising finding explores the possibility 

that some students may acquire comprehension and application skills on their own, that helps in 

applying teaching strategies that prioritize the different areas independently.  
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Conclusion  

Multiple works decreased the capacity for processing the information and retain it for a 

long time that creates low performance in the work (Boere, Anderson, Hecker & Krigolson, 2024). 

Although this pattern is consistent with previous studies on cognitive hierarchies and learning 

development (Anderson et al., 2001; Webb, 2002), it also draws the attention to important 

instructional issues that need for precise interventions.  The impressive performance in the 

knowledge area (85.9% of possible points) shows that the way that teaching is currently delivered 

supports factual learning and the acquisition of fundamental concepts. However, the significant 

declining in higher ability (31.9%), Understanding (61.6%), and Application (41.3%) performance 

suggests that students find it difficult to transition from memorization to deeper conceptual 

understanding and transfer of knowledge and skills. This pattern supports the findings of the study 

by Willingham (2007), who contends that learning content information alone is not sufficient to 

promote higher-order thinking skills; rather, specific training is necessary. The results imply that 

in order to support students in developing integrated cognitive skills that connect information, 

comprehension, and application, that gives more organized support.  A remarkable difference that 

advantages more research is the comparatively higher performance in higher ability as opposed to 

application levels (31.9% vs. 41.3%). The nature of the assessment tasks may be reflected in this 

pattern, with higher ability items possibly offering more structured support for analytical thinking 

and application tasks requiring more autonomous knowledge transfer to new contexts. The study 

findings on gender-based performance patterns highlighted a more complex picture than is usually 

presented in the literature on mathematics education. While overall performance differences were 

minor, the different patterns of cognitive capabilities reveal substantial implications for 

personalized education.  

The prominent performance advantage of male students in the Knowledge domain (d = 

0.67), which might be due to their preferred methods of learning or to teaching strategies that 

emphasize factual recall and appreciation in tests. Nonetheless, the numerical advantages of female 

students in the understanding and higher ability level point to capabilities in analytical thinking 

and conceptual comprehension that should be acknowledged and used in instructional design. 

These results have the implication that both male and female students have unique cognitive talents 

that can support mathematical learning, which challenges conventional narratives about gender 

differences in mathematics. Teachers should think about how to build on these various strength 

patterns rather than concentrating on shortcomings in order to assist the growth of all students 

across cognitive areas.  The trends found the consistent with the ones propounded by Ganley and 

Lubienski (2016), who stressed the significance of addressing emotional and motivational 

elements in the learning of mathematics. All children might benefit from instructional strategies 

that acknowledge and validate their unique cognitive abilities. 

Common beliefs about age-related benefits in cognitive activities have called into question 

by the detection that younger students (age 13) scored better than average. This finding implies 

that, especially within the very small age range examined, chronological age may not be significant 

in predicting mathematical achievement as previously thought. This finding has significant 

consequences for educational practice, indicating that teachers should prioritize instructional 

quality and individual learning requirements over age-based goals. Younger pupils' excellent 

performance might be the result of things like individual cognitive powers that go beyond ideas of 

developmental stages, motivation, past knowledge, or educational experiences. The absence of 

notable age-related variations is consistent with recent studies that highlight the importance of 

domain-specific knowledge and educational experiences in mathematics learning (Carey, 2009). 
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These results indicate that individual characteristics and successful teaching methods might be 

more important predictors of success than age or expected developmental preparedness. 

Important information about how children acquire integrated cognitive skills is revealed 

by the correlation analysis. Theoretical frameworks that stress the significance of knowledge bases 

for skill transfer are supported by the substantial positive correlation (r =.52) between knowledge 

and application, which implies that factual knowledge serves as a basis for problem-solving skills.  

Nonetheless, a significant instructional issue is the poor and negative association (r = -.12) between 

understanding and application level. This pattern suggests that students may be developing 

conceptual understanding and application skills in isolation rather than as integrated abilities. This 

conclusion suggests the necessity for methods that directly link conceptual learning with real-

world application, which has important ramifications for instructional design. Though not as strong 

as one might anticipate, the moderate association between understanding and higher ability (r =.41) 

suggests that conceptual comprehension fosters analytical thinking. This implies that there may be 

chances to use focused teaching techniques to improve the relationships between conceptual 

knowledge and sophisticated reasoning abilities. 

Implications for Instructional Practice 

The conclusions of this study highlighted a number of significant implications for geometry 

instructional practices.  

Explicit Higher-Order Thinking education.  The need for explicit education in higher level 

thinking skills is indicated by the fall in performance throughout cognitive complexity levels. 

Instead of trusting that students would acquire analysis, synthesis, and assessment skills solely 

from content knowledge, educators should offer systematic guidance to help students develop 

these abilities. 

Integrated Skill Development. The necessary requirement for effective teaching strategies that 

specifically link various forms of mathematical thinking. It is indicated by the weak connections 

found between several cognitive areas. Teachers’ ought to create lessons that support students in 

bridging the gaps between their knowledge, comprehension, and application abilities. It helps for 

the unique patterns of cognitive strengths between the sexes focused for the possible advantages 

of using instructional tactics that are tailored to each individual. Teachers should identify and build 

on various patterns of strength while offering support for areas of relative weakness, rather than 

viewing gender differences as scarcities.  

Individual-Centered.  Since there aren't any significance age-related distinctions, 

instructional preparation that prioritize meeting to each student's unique learning needs over age-

based expectations. Instead of making chronological age the main consideration in instructional 

design, educators should concentrate on diagnostic evaluation and individualized support. 

Transfer Skill Development. The application domain comparatively poor performance 

indicates that transfer skills needed to develop special attention. Teachers should give students 

several chances to use their knowledge in different settings while providing the appropriate support 

and scaffolding. 

This thorough examination of students' performance in geometry in different cognitive 

areas offers important and novel perspectives on the complex relationships between geometry 

learning and students' success. The study highlights the student cohort's advantages and 

disadvantages, with obvious implications for teaching methods and educational policies. Helping 

students transition from memorization to deeper conceptual engagement and skill transfer is a 

fundamental difficulty in mathematics education, as seen by the persistent performance loss that 

occurs as the rises of cognitive complexity. Students need extra help to build integrated cognitive 
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abilities that connect understanding, application, and higher ability thinking skills, even while they 

demonstrate great basic knowledge. 

According to the study, gender-based performance patterns, male and female students each 

have unique cognitive capabilities that should be acknowledged and used to their advantage in 

instructional design. Teachers should think about ways to build on different strength patterns to 

assist the mathematical growth of all kids rather than seeing these variances as limitations.  

The discovery that chronological age is not a significant predictor of performance within the range 

under study calls into question accepted notions about developmental readiness and raises the 

possibility that learning experiences, individual characteristics, and instructional quality may have 

a greater influence on mathematical achievement than age-based expectations. Importantly, both 

the encouraging relationships and the distressing gaps in skill integration that have been revealed 

by the correlation patterns among cognitive levels. Although application skills seem to be 

supported by knowledge, the limited correlation between comprehension and application indicate 

important areas for instructional development through strategies that link conceptual learning to 

real-world problem-solving. 
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Abstract 

This study examines how Cognitivist Learning Theory can be effectively applied in ICT 

education through the use of digital tools. While cognitivism emphasizes internal mental 

processes like attention, memory, and metacognition, its integration into technology-

enhanced pedagogy, especially in developing contexts, remains underexplored. This mixed-

method study utilized survey data from 65 ICT teachers, interviews with 12 instructors, and 

classroom observations in 10 Nepalese tertiary institutions. Data analysis focused on 

cognitivist principles such as schema activation, cognitive load management, metacognition, 

and learner motivation. Findings reveal that ICT tools, when aligned with cognitive 

principles, act as effective cognitive scaffolds. Teachers reported using multimedia, 

simulations, adaptive quizzes, gamified dashboards, and reflection journals to activate prior 

knowledge, manage cognitive load, and foster self-regulated learning. Observations 

confirmed improved conceptual organization, sustained attention, and learner persistence, 

though risks of cognitive overload from excessive multimedia were noted. The study identifies 

personalization, scaffolding, and timely feedback as crucial for strengthening cognitive 

engagement. This research contributes an implementation model and practical insights for 

integrating cognitivism into digital pedagogy, transforming ICT from a passive medium into 

an active enabler of deep learning. 

 Keywords: Cognitivism, ICT education, cognitive load, multimedia learning, 

metacognition, schema theory. 

Introduction 

 The rapid integration of Information and Communication Technology (ICT) has 

profoundly reshaped educational paradigms, moving beyond traditional teacher-centric models 

towards dynamic, learner-focused environments (Sangrà & González-Sanmamed, 2010). 

Digital tools, including adaptive learning platforms, multimedia simulations, and Learning 

Management Systems (LMS), are increasingly leveraged to foster active learning, engagement, 

and higher-order thinking (Ertmer & Newby, 2013). Yet, while technology's role in pedagogy 

is evident, the underlying cognitive mechanisms through which learning occurs remain 

paramount (Bruner, 1966; Anderson, 1980). Cognitive psychology posits that learning involves 
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intricate mental processes such as attention, perception, memory, and metacognition, which are 

distinct from mere information transmission. 

 Meaningful learning, as Ausubel (1968) argued, relies on learners' ability to integrate 

new information with existing knowledge structures. Similarly, Sweller's Cognitive Load 

Theory (1988) highlights the critical role of working memory management in effective 

problem-solving and schema formation. These cognitive insights are particularly salient in 

ICT-rich learning environments, where digital tools can serve as powerful scaffolds to visualize 

abstract concepts, manage cognitive load, and facilitate deeper knowledge construction 

(Mayer, 2001; Fiorella & Mayer, 2015). Consequently, ICT should not be viewed as a mere 

delivery mechanism but as a strategic enabler of cognitive processes (Mooij, 2008). 

 In specialized fields like ICT education, learners frequently encounter abstract and 

layered concepts such as algorithms, network protocols (e.g., subnetting), or database 

normalization, which can present significant cognitive demands. Therefore, aligning digital 

instructional design with established cognitive principles is not just beneficial but crucial for 

effective learning outcomes (Paas, 2020; de Jong, 2010). This alignment ensures that 

technology use is theoretically grounded, optimizing mental processing rather than merely 

digitizing existing practices. Several constructs remain highly relevant in contemporary ICT 

pedagogy. Sweller's (1988) Cognitive Load Theory stresses that instructional design must 

reduce extraneous load and optimize germane processing for effective schema construction. 

For instance, in an ICT context, breaking down complex coding problems into smaller, 

manageable modules in an IDE (Integrated Development Environment) reduces extraneous 

cognitive load. Mayer's (2001) Cognitive Theory of Multimedia Learning further demonstrated 

that dual-channel processing, involving both visual and verbal modes, strengthens 

comprehension and retention (Fiorella & Mayer, 2018; Mayer, 2021). An example from ICT 

education would be using animated network diagrams with synchronized audio explanations 

to teach network topologies, rather than static text descriptions. Equally significant, Flavell's 

(1979) work on metacognition highlighted the learner's ability to monitor and regulate 

strategies, while Zimmerman (2002) extended this understanding by linking self-regulated 

learning with long-term achievement. In an ICT classroom, this could involve students using 

debugging tools to identify errors in their code, then reflecting on the process to improve their 

problem-solving strategy. 

Cognitivism as a theoretical paradigm emerged in the mid-20th century as a response 

to the limitations of behaviorism, emphasizing the internal mental processes that shape 

learning. Learners are conceptualized not as passive recipients of information but as active 

processors who organize new knowledge into schemas and integrate it into existing cognitive 

structures (Anderson, 1980; Bruner, 1966). Several constructs remain highly relevant in 

contemporary ICT pedagogy. Sweller’s (1988) Cognitive Load Theory stresses that 

instructional design must reduce extraneous load and optimize germane processing for 

effective schema construction. Mayer’s (2001).  Cognitive Theory of Multimedia 

Learning further demonstrated that dual-channel processing, involving both visual and verbal 

modes, strengthens comprehension and retention (Fiorella & Mayer, 2018; Mayer, 2021). 

Equally significant, Flavell’s (1979) work on metacognition highlighted the learner’s ability to 

monitor and regulate strategies, while Zimmerman (2002) extended this understanding by 

linking self-regulated learning with long-term achievement. More recent studies confirm that 

these cognitive processes remain central in digital environments. Liaw and Huang (2013) found 

that interactive ICT platforms enhanced learner motivation, metacognitive awareness, and 

knowledge retention, while Chiu and Churchill (2022) demonstrated that embedding 

metacognitive prompts in online courses significantly strengthened reflective learning. 

Adaptive systems, drawing directly on cognitive load principles, personalize complexity to 

learners’ cognitive capacities and reduce overload (Kang & Kim, 2022; El-Sabagh, 2021). 
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 Empirical studies increasingly affirm that ICT can function as a cognitive scaffold. 

Liaw and Huang (2013) reported that ICT-enhanced environments improved learner self-

regulation and satisfaction. Mooij (2008) found that ICT-based environments, when designed 

for self-regulated learning, fostered learner autonomy and strategic thinking. Zheng et al. 

(2023) demonstrated that cognitive–motivational engagement mediates the relationship 

between ICT and achievement, highlighting how technology supports both affective and 

cognitive domains. Specific ICT applications align directly with cognitivist principles. 

Multimedia and visualization tools aid schema construction by externalizing abstract processes 

(Lindner, Schult, & Mayer, 2022). Simulations and animations reduce extraneous cognitive 

load by illustrating abstract systems step by step, which helps learners focus on essential 

processes (Fiorella & Mayer, 2020). Gamified learning systems foster persistence and 

engagement, motivating students to sustain cognitive effort (Huang, Hew, & Lo, 2022; Sailer 

& Homner, 2020). Adaptive platforms allow teachers to differentiate pathways based on 

learner performance, ensuring that students operate within their Zone of Proximal 

Development (Holmes, Porayska-Pomsta, & Holstein, 2021; Kang & Kim, 2022). In ICT 

education specifically, where abstract and layered topics are common, these affordances are 

particularly valuable. For example, animations of CPU–RAM interaction reduce memory load 

compared to text-based explanations (Mayer, 2001; Fiorella, 2023). Feedback-rich systems like 

Moodle quizzes or Google Forms support iterative self-regulation, consistent with Flavell’s 

(1979) concept of metacognition. 

 Despite these advances, the cognitivist paradigm remains underexplored in ICT 

pedagogy relative to constructivist and behaviorist approaches (Ertmer & Newby, 2013; Zheng 

et al., 2023). Studies on digital pedagogy often foreground collaboration, discovery learning, 

or reinforcement, but fewer explicitly investigate cognitive mechanisms such as schema 

activation, cognitive load management, or metacognitive monitoring. This imbalance is 

particularly problematic in ICT education, where the content is abstract and cognitively 

demanding. Furthermore, much of the empirical evidence originates in developed contexts such 

as Europe, North America, and East Asia, leaving a notable absence of research in developing 

countries. In Nepal, for instance, ICT integration is expanding across heigher education, but 

teachers often adopt digital tools without explicit alignment to cognitive learning theory. This 

lack of theoretical grounding risks limiting the pedagogical effectiveness of ICT integration 

(Sangrà & González-Sanmamed, 2010; Mooij, 2008). There is therefore a pressing need for 

empirical research that investigates how cognitivist principles can be embedded into ICT 

education in the Nepalese context, where diverse learner backgrounds, infrastructural 

challenges, and limited teacher preparation create unique constraints. 

 The present study seeks to address these gaps by examining how Cognitivist Learning 

Theory can be applied in ICT education through digital tools. It pursues four main objectives. 

First, it investigates how ICT tools support cognitive processes such as attention, memory, 

schema activation, and metacognitive regulation. Second, it identifies strategies that teachers 

employ to align ICT use with cognitive principles, including advance organizers, multimedia 

scaffolds, feedback mechanisms, and adaptive personalization. Third, it explores the risks and 

challenges of ICT integration, particularly the problem of cognitive fatigue arising from 

excessive multimedia use. Finally, it proposes a practical implementation framework that 

translates cognitivist principles into actionable strategies for teachers, institutions, and 

policymakers. 

 This study makes several contributions to theory, practice, and policy, directly 

addressing its core objectives. Theoretically, it advances the underexplored relationship 

between Cognitivism and ICT pedagogy (objective 1), offering a structured framework for 

integrating cognitive principles into digital instruction. Empirically, it contributes evidence 

from Nepalese ICT classrooms, expanding the global conversation with insights from a 
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developing country context. Practically, it proposes a framework of strategies (objective 2) 

including advance organizers, multimedia scaffolding, metacognitive prompts, gamification, 

and adaptive learning that can guide teachers in designing cognitively supportive ICT learning 

environments. It also sheds light on the risks and challenges of ICT integration, such as 

cognitive fatigue (objective 3). More broadly, this research emphasizes that ICT should not be 

seen simply as a technological add-on but as a strategic scaffold for enhancing cognitive 

processes. By situating ICT within a cognitivist framework, it aims to inform curriculum 

design, teacher professional development, and education policy, ensuring that technology 

integration fosters not only engagement but also deeper, transferable, and sustainable learning 

outcomes, culminating in a practical implementation framework (objective 4). 

Theoretical Framework 

 Cognitivist learning theory emphasizes the crucial role of internal mental processes 

such as attention, memory, schema activation, and metacognition in knowledge acquisition. 

Unlike behaviorism, which views learning as a response to external stimuli, cognitivism, 

championed by figures like Jean Piaget and Jerome Bruner, posits that learners are active 

processors of information. As Bruner (1966) noted, "to instruct someone in these disciplines is 

not a matter of getting him to learn facts and techniques... rather, it is a matter of leading him 

to think," emphasizing the construction of internal representations. David Ausubel (1968) 

further elaborated on meaningful learning, asserting that "The most important single factor 

influencing learning is what the learner already knows. Ascertain this and teach him 

accordingly," highlighting the importance of connecting new material to existing cognitive 

structures or schemas (Anderson, 1980). 

 Classic models profoundly influence contemporary instructional design. John Sweller's 

Cognitive Load Theory (1988) stresses the importance of minimizing extraneous load and 

optimizing germane load for effective schema development, stating that "Instructional 

procedures should avoid imposing extraneous cognitive load on working memory." Similarly, 

Richard Mayer's Cognitive Theory of Multimedia Learning (2001) underscores the role of 

dual-channel processing in enhancing comprehension, summarized by his "multimedia 

principle" that "students learn better from words and pictures than from words alone." 

Additionally, Flavell (1979) conceptualized metacognition as "knowledge and cognition about 

cognitive phenomena," emphasizing the learner's ability to monitor and regulate their own 

strategies. Barry Zimmerman (2002) further extended this, defining self-regulated learning as 

"self-generated thoughts, feelings, and actions that are cyclically adapted to the attainment of 

personal goals," thereby linking metacognitive control with long-term academic achievement." 

 More recent scholarship has expanded these ideas into digital learning contexts. Zheng 

et al. (2023) demonstrated that ICT-enhanced environments can regulate cognitive-

motivational engagement, improving academic outcomes. Similarly, Chiu and Churchill 

(2022) found that metacognitive scaffolds embedded within online learning platforms 

significantly enhanced self-regulated learning. The central implication is that digital tools, 

when aligned with cognitivist principles, can optimize learners’ internal processing, resulting 

in deeper comprehension and retention. 

Methodology 

 This study adopted a mixed-methods design to explore how ICT tools are implemented 

within a cognitivist framework in Nepalese higher education. 65 ICT teachers ware selected 

from colleges and universities participated in surveys and, from them, conduct the interviews 

with 12 instructors, which examined their use of digital tools to support schema activation, 

cognitive load management, metacognitive regulation, motivation, and personalization. The 

survey combined closed and open-ended items, allowing for both quantitative trends and 

qualitative insights. To gain a deeper understanding of pedagogical reasoning and challenges, 
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semi-structured interviews were conducted with a subset of teachers, highlighting strategies 

such as multimedia use for load reduction, feedback for metacognition, and gamification for 

engagement.   

 Additionally, ten classroom observations were carried out to document real-time ICT 

integration, confirming reported practices while also revealing inconsistencies. Data analysis 

employed descriptive statistics, thematic coding, and triangulation across methods to ensure 

reliability and contextual grounding. Ethical protocols, including informed consent, 

confidentiality, and voluntary participation, were strictly followed. Together, these methods 

provided a well-rounded picture of how ICT teachers in Nepal apply digital tools to enhance 

cognitive learning processes. 

Results and Discussion 

 This section presents findings organized around core cognitivist principles: schema 

activation, cognitive load management, metacognition, motivational engagement, and 

personalization. Data from surveys (n = 65), interviews (n = 12), and classroom observations 

(n = 10) were triangulated to generate thematic insights. 

Schema Activation and Conceptual Organization 

 Teachers widely used digital whiteboards, mind maps, and visual presentations to link 

new concepts with prior knowledge. For instance, subnetting lessons often began with IP 

addressing simulations, enabling learners to activate existing schemas and ease transitions into 

new topics. 

• Observation Example: “In an operating systems class, concept-mapping software 

helped students connect components (kernel, memory management, I/O), supporting 

schema construction.” 
Table 1: ICT Tools for Schema Activation 

ICT Tool Cognitive Function 
Example Use in 

Classrooms 

Supporting 

Literature 

Mind-mapping 

software 

Schema activation, 

recall 
Linking OS components Lai et al., 2022 

Simulations (IP 

tools) 
Retrieval, transfer Subnetting introduction Ausubel, 1968 

Digital whiteboards 
Visual schema 

reinforcement 
Revising prior topics Zheng et al., 2023 

 These findings align with Ausubel’s theory of meaningful learning (1968), emphasising 

advance organisers for schema activation. International evidence supports this approach: Lai 

et al. (2022) found that visualization tools in STEM significantly improved conceptual transfer. 

Cognitive Load Management via Multimedia Learning 

 Multimedia tools (short screencasts, simulations, animations) were central in reducing 

extraneous cognitive load. Teachers observed that visual demonstrations of CPU–RAM 

interaction enhanced learner focus. However, overuse of multimedia led to fatigue, echoing 

Sweller’s cognitive load theory (1988). 

• Teacher Quote: “Too many videos back-to-back actually tire them out. I’ve learned to 

space them out and include discussions.” 

This is consistent with Mayer’s multimedia learning principles (2001) and supported by 

Fiorella & Mayer (2020), who advocate segmenting multimedia content to optimize germane 

load. 
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Figure 1: Multimedia Use and Reported Cognitive Benefits 

 The survey data (n = 65) highlights that multimedia use in ICT education has clear 

cognitive benefits but also presents challenges. A large majority of teachers (78%) reported 

that multimedia improved students’ attention and focus, indicating its strong potential for 

managing cognitive engagement. Similarly, 65% of teachers observed that simulations 

enhanced retention, supporting Mayer’s (2001) dual-channel processing principle. However, 

42% cautioned that excessive reliance on multimedia led to cognitive fatigue, suggesting the 

need for careful design and balanced integration. These findings confirm that while multimedia 

is an effective cognitive scaffold, its impact depends on moderation and instructional alignment 

with cognitive load principles. 

Metacognition Support through Feedback and Reflection 

 Feedback-driven ICT tools (Google Forms, Moodle quizzes, Quizziz) were widely used 

to support self-regulated learning. Students benefited from multiple attempts with immediate 

explanations, fostering metacognitive regulation. 

• Student Reflection: “I realized I was confusing IP classes with subnet masks. After 

two quiz attempts and reviewing explanations, it finally clicked.” 

 This aligns with Flavell’s metacognition model (1979) and Zimmerman’s (2002) theory 

of self-regulated learning. Recent studies confirm similar benefits: Chiu & Churchill (2022) 

found that metacognitive prompts in LMS platforms improved reflective thinking in higher 

education. 

Cognitive-Motivational Engagement and Academic Outcomes 

 Gamified ICT elements (badges, leaderboards, dashboards) enhanced student 

persistence. Observations revealed quiet students excelling in online quizzes, supporting the 

role of ICT in reducing participation anxiety. 

• Teacher Observation: “Some students who never spoke in class are now top scorers 

in online quizzes.” 

 This demonstrates the synergy of cognitive effort and motivation, echoing Zheng et al. 

(2023), who showed that ICT fosters achievement via cognitive motivational engagement. 

International research by Huang et al. (2022) confirms gamification’s role in sustaining learner 

effort. 

Personalization and Differentiation through Adaptive Tools 

 Adaptive ICT tools enabled differentiated instruction. Teachers used LMS conditional 

release features to redirect weaker students to remedial content while allowing advanced 

learners to attempt challenges. This personalisation reflects Vygotsky’s Zone of Proximal 

Development (applied within a cognitivist framework). Global evidence supports this: AI-

based adaptive learning has been shown to reduce overload and improve mastery (Kang & 

Kim, 2022; Holmes et al., 2021). 

78%

65%

42%

0% 10% 20% 30% 40% 50% 60% 70% 80% 90%

1

Multimedia use and reported cognitive benifit
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Table 2: ICT-Supported Cognitivist Practices in Nepal vs. Global Findings 

Cognitivist 

Principle 
Nepalese Classroom Practice International Evidence 

Schema activation Mind maps, simulations Lai et al., 2022 

Load management Short screencasts, animations Fiorella & Mayer, 2020 

Metacognition 
Quizzes with multiple attempts, 

reflections 
Chiu & Churchill, 2022 

Engagement Gamified quizzes, dashboards 
Huang et al., 2022; Zheng et al., 

2023 

Personalization LMS conditional release 
Kang & Kim, 2022; Holmes et al., 

2021 

 

The table illustrates how Nepalese classroom practices in ICT education align closely with 

established cognitivist principles and are consistent with international evidence. For schema 

activation, teachers frequently used mind maps and simulations to connect new concepts with 

prior knowledge, reflecting findings by Lai et al. (2022) on the effectiveness of visualization 

tools. In terms of load management, short screencasts and animations were employed to 

simplify complex topics, which corresponds to Fiorella and Mayer’s (2020) recommendations 

on segmenting multimedia to reduce extraneous cognitive load. Metacognition was supported 

through multiple quiz attempts and reflection activities, echoing Chiu and Churchill’s (2022) 

evidence that feedback-rich digital environments enhance reflective thinking.  Likewise, 

student engagement was strengthened through gamified quizzes and dashboards, consistent 

with Huang et al. (2022) and Zheng et al. (2023), who emphasize the motivational role of 

gamification. Finally, personalization was facilitated through conditional release features in  

Implementation Framework The study findings suggest that ICT tools, when guided by 

cognitivist principles, can be deliberately structured to enhance mental processing and long-

term learning outcomes. This section synthesizes those findings into a practical implementation 

framework that connects theory, pedagogy, and technology. learning management systems, 

aligning with global findings that adaptive systems improve differentiation and learner 

autonomy (Kang & Kim, 2022; Holmes et al., 2021). Overall, the convergence of Nepalese 

practices with international evidence suggests that cognitivist  principles can be effectively 

implemented in diverse contexts through ICT.Practical The framework emphasizes strategies 

for activating prior knowledge, managing cognitive load, fostering metacognition, enhancing 

motivation and engagement, and personalizing learning pathways. Each strategy is linked with 

empirical evidence and pedagogical theory, providing both teachers and policymakers with 

actionable insights. 
Activating Prior Knowledge 

 A fundamental principle of cognitivism is that new knowledge is best understood when linked 

to existing schemas. Teachers can facilitate this by using digital advance organizers such as concept 

maps, recap quizzes, and short review videos at the start of lessons. These tools enable learners to recall 

prior concepts and establish connections with upcoming material, thereby reducing abstraction and 

promoting meaningful learning. For example, an ICT teacher introducing subnetting may begin with an 

interactive simulation of IP addressing to reactivate earlier knowledge, which in turn makes the 

transition to complex topics smoother. Such strategies align with Ausubel’s (1968) meaningful learning 

theory, which emphasizes the importance of anchoring new knowledge in prior cognitive structures. 
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Managing Cognitive Load 

 ICT subjects often involve abstract and technically dense material, making cognitive 

load management a critical instructional priority. Segmented multimedia resources such as 

screencasts, flow animations, and simulations can break down complex processes into 

manageable units. This approach is consistent with Mayer’s (2001) dual-channel processing 

model and Sweller’s (1988) cognitive load theory, which argue for the minimization of 

extraneous information and the optimization of germane processing. For example, presenting 

an animation of CPU–RAM interaction in short, modular clips allows learners to pause, replay, 

and focus on essential steps, thereby preventing overload. Teachers in this study observed that 

multimedia improved comprehension and retention, though some cautioned that excessive use 

led to fatigue. These insights affirm the importance of balance and instructional pacing in 

multimedia design. 

Fostering Metacognition 

 Metacognition learners’ ability to monitor, evaluate, and regulate their own learning is 

a central focus of cognitivist pedagogy. ICT tools provide unique opportunities for embedding 

feedback loops and reflective practices that strengthen metacognitive skills. In this study, 

platforms such as Google Forms, Moodle, and Quizziz were widely used to provide instant 

feedback and permit multiple quiz attempts. Students reported improved understanding after 

reviewing explanations and reflecting on errors, which demonstrates the role of digital 

feedback in reinforcing learning strategies. Reflection journals, where students summarized 

their weekly learning and identified areas of confusion, further promoted self-awareness. These 

findings align with Flavell’s (1979) concept of metacognition and Zimmerman’s (2002) self-

regulated learning theory, underscoring that digital scaffolds can transform learners into active 

managers of their own cognition. 

Enhancing Motivation and Engagement 

 Learning is not purely cognitive; it is also shaped by motivation and affective 

engagement. ICT tools that incorporate gamification such as leaderboards, badges, and 

dashboards can significantly enhance student persistence and willingness to engage with 

challenging material. Teachers observed that students who rarely participated in face-to-face 

classrooms became highly active in online quizzes and gamified platforms. This reflects Zheng 

Cognitivist Principles 

- Schema activation 

- Load management 

- Metacognition 

- Motivation & engagement 

- Personalization 

Learning Outcomes 

- Improved attention & 

retention 

- Deeper understanding 

- Self-regulated learning 

- Learner autonomy 

ICT Tools & Strategies 

- Concept maps, quizzes → activate 

knowledge 

- Multimedia, simulations → manage load 

- Feedback, reflection → foster metacognition 

- Gamification dashboards → enhance Figure 2: Cognitivist ICT Implementation Framework 
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et al.’s (2023) findings that cognitive–motivational engagement is a key mediator between ICT 

use and achievement.   

 The study also revealed the necessity of balance: gamification must be tied to 

substantive learning goals rather than superficial competition. When paired with reflection and 

explanation tasks, gamification ensures that engagement remains cognitively meaningful rather 

than merely entertaining. 

Personalizing Learning Pathways 

 Learners differ in prior knowledge, pace, and preferred learning strategies, making 

personalization a critical dimension of ICT pedagogy. Adaptive platforms and LMS features, 

such as conditional release of content, allow instruction to be differentiated according to learner 

performance. Teachers reported success in using these systems to direct stronger students 

toward advanced challenges while offering remedial exercises to those struggling with 

foundational material.  

 This aligns with Vygotsky’s Zone of Proximal Development and reflects the broader 

cognitivist concern with ensuring that learners operate within optimal cognitive conditions. 

International research similarly demonstrates that adaptive learning reduces overload and 

fosters mastery (Kang & Kim, 2022; Holmes et al., 2021). In the Nepalese context, 

personalization also addresses equity, ensuring that students from diverse backgrounds can 

progress at their own pace without being left behind. 

Framework Synthesis 

 The strategies outlined above converge in a unified model presented as the Cognitivist 

ICT Implementation Framework (Figure 2). The framework begins with the foundational 

cognitive principles of schema activation, load management, metacognition, motivation, and 

personalization. These are operationalized through ICT strategies such as advance organizers, 

multimedia scaffolds, metacognitive prompts, gamified dashboards, and adaptive learning 

tools. Together, these strategies generate measurable outcomes, including improved attention 

and retention, deeper conceptual understanding, enhanced self-regulation, greater learner 

autonomy, and sustainable academic performance.  

 The framework illustrates that ICT, when integrated with cognitivist learning theory, 

serves not merely as a delivery mechanism but as a transformative cognitive scaffold. This 

synthesis provides a roadmap for teachers, instructional designers, and policymakers seeking 

to align technology with evidence-based cognitive principles. 

Conclusion and Recommendation 

 This study examined how Cognitivist Learning Theory can be applied in ICT education 

in the context of higher education in Nepal. The survey data, interviews, and classroom 

observations highlighted that digital tools are most effective when used as cognitive scaffolds 

rather than simple delivery mechanisms. Teachers frequently employed strategies such as 

concept maps, recap quizzes, and simulations to activate prior knowledge, while multimedia 

and animations helped reduce extraneous cognitive load. Feedback-rich platforms like Moodle 

and Google Forms supported metacognitive regulation, allowing students to reflect on their 

progress and adjust learning strategies. Similarly, gamification enhanced motivation, 

particularly for students who were less engaged in traditional classroom settings, and adaptive 

learning systems enabled personalized pathways, ensuring that learners remained within their 

optimal cognitive zones. At the same time, the study also uncovered limitations, including 

cognitive fatigue from overuse of multimedia and inadequate teacher training in cognitive 

instructional design, both of which hinder the full realization of ICT’s potential. 

 Institutions need to provide more professional development opportunities focused on 

techno-pedagogical Cognitivism, while also investing in adaptive platforms and reliable 

infrastructure. Curriculum developers need to more focus in integrating cognitive principles 

into ICT education, and teacher training programs. By aligning theory with practice, ICT can 



Educational Journal, May, 2025, Volume-4, Issue-1 

84 

 

be repositioned as a strategic medium for developing deeper understanding, stronger 

metacognitive skills, and greater learner autonomy, thereby preparing students for success in 

increasingly knowledge-driven societies. 
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Abstract 

Developing a mathematical mindset involves understanding the underlying cognitive processes. 

Mathematization, a key in realistic mathematics education (RME), is an activity of organizing a 

subject from reality or a mathematical subject. This literature-based paper intends to provide 

guiding principles for conducting design research in mathematics classrooms as guided by RME. 

Guided re-invention of mathematics and didactical phenomenology are two key philosophical 

underpinnings of RME. The activity, reality, level, intertwinement, interactivity, and guidance 

principles are central to how RME fosters mathematical understanding and problem-solving skills. 

The innovative plans in design-based research are developed by using design heuristics that follow 

the framework of the theory of realistic mathematics education. The main methodological intention 

of design-based research (DBR) is to actively influence and improve educational situations 

through designed interventions. Interventionist, theory-generative, prospective, and reflective 

analysis, iterative, and ecologically valid and practice-oriented are the key five characteristics of 

DBR. DBR is a process-oriented investigation focusing on how learning occurs, consisting of three 

successive, flexible, and iterative phases: Preliminary design, the teaching experiment, and 

retrospective analysis. Designing an innovation in mathematics education and finalizing for better 

learning can follow the sequence of RME principles to DBR phases. 

Keywords:Argumentative grammar, design-based research, mathematization, 

preliminary design Realistic mathematics education  

  Background 

It can be argued that the creation of mathematics would stem from counting. Counting by 

correspondence of sheep and pebbles can be considered as human-created mathematics. Since 

mathematics is essentially a human creation (Boaler, 2022), it is inherently tentative, transient, and 

always open to additional development (Tasić, 2001). The development of mathematics can be 

linked with the development trends of the world. This can be linked with the development of the 

application area of mathematics. Mathematics can be considered as an economic, social, and 

political entity. There are many different mathematical applications that are interwoven with 

different socioeconomic frameworks (Chen et al., 2025). Mathematical thoughts and applications 

are shaped by sociopolitical dimensions and historical contexts (Valero, 2004). Mathematics is 
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viewed as a dynamic human endeavor. It is intricately entwined with historical developments and 

societal structures, necessitating ongoing reevaluation and ethical consideration (Chen et al., 2025). 

Thus, it can rather be considered as a purely objective or absolute field. The nature of mathematics 

is linked with mathematics learning and applying it in different fields.  

The field of mathematics education is dynamic and always changing to meet people's 

professional, social, and cognitive needs in a world that is changing quickly (Kaviya & 

Suryadharani, 2025). Determining what type of mathematics is to be taught and developing 

successful teaching strategies requires an understanding of the philosophical foundations of 

mathematics education (Ernest, 2012). Instead of concentrating only on performance, the cognitive 

science of mathematics examines how mathematical concepts are inferentially organized. The 

development of a mathematical mindset is necessary for learning mathematics (Boaler, 2019). 

Changing from a passive, memorization-focused approach to an active, inquiry-driven approach 

to mathematics, accepting mistakes, appreciating creativity, and using computational thinking 

abilities (Megawanti et al., 2024).  

Developing a mathematical mindset involves understanding the underlying cognitive 

processes. Three components of mathematics education theory propose situational mathematics, 

verbalized mathematics, and symbolic mathematics as three parallel and independent components 

(Megawanti et al., 2024). Situational mathematics focuses on real-life problems and scenarios, 

making mathematics relatable (Kaviya & Suryadharani, 2025). Mathematical knowledge 

expressed in natural language fosters semantic understanding (Lange, 2013). Symbolic 

mathematics consists of traditional abstract symbols, formulas, computational procedures, etc. All 

three components of mathematics should be core learning objectives and mutually transformative 

and interrelated. The realistic approach of mathematics education brings mathematics and real-life 

situations together to facilitate better learning of mathematics.  

Designs are used in different research, such as action research, experimental research, and 

classroom research. How to conduct design-based classroom research following the philosophical 

guidelines of realistic mathematics education is the main issue that is dealt with in the paper. So, 

this paper will deal with what, how, and why to use DBR in Mathematics Education.  

Realistic Mathematics Education 

Realistic mathematics education (RME) is rooted in the philosophical idea of Hans 

Freudenthal (1905-1990) that mathematics should be viewed as a human activity (Gravemeijer & 

Terwel, 2000). This perspective sees that mathematics is dynamic rather than static and an active 

process of mathematizing reality rather than passively receiving a closed system of rules and 

definitions. Mathematization is an activity of organizing a subject from reality or a mathematical 

subject (Jupri et al., 2021). Horizontal mathematization is the process of transforming real-life 

problems into mathematical problems. Students use different mathematical tools to understand and 

solve the problems situated in real-life scenarios (Acharya et al., 2025). The term ‘realistic’ in 

RME is extended beyond real-world situations in which students can imagine or realize the 

situation in their minds. This can be explained by the term ‘experientially real’(Van den Heuvel-

Panhuizen & Drijvers, 2020), which is the lived or felt reality.  Students express and define 

mathematics within a context. Then they visualize and formalize problems in different ways and 

establish relationships within real-life problems. Finally, students transform them into 

mathematical forms. Vertical mathematization is the process of reorganizing within the 

mathematical system itself by using connections between concepts and strategies. Students move 
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into the abstract world of symbols. Students relate and organize their findings during horizontal 

mathematization. Students express relationships in formulae, internalize and adapt examples, 

combine examples, and generalize from the examples, which leads to digging deeper into the 

mathematical understanding (Laurens et al., 2017). Thus, in general, horizontal mathematization 

precedes vertical one.       

Guided re-invention of mathematics and didactical phenomenology are two key 

philosophical underpinnings of RME (Gravemeijer, 2008). Guided re-invention is to empower 

students to rediscover mathematical concepts, tools, and insights by themselves. The guided re-

invention process suggests the proactive role of teachers and a carefully designed educational 

program to facilitate a shift in students’ understanding. The goal of learning is not just for the 

concept to be discovered, but for the discovery to serve as a tool to bridge informal knowledge 

with formal knowledge (Inci et al., 2023). The didactical phenomenology refers to the method of 

describing mathematical concepts, structures, and ideas in relation to real-world phenomena. This 

tries to find real-life situations so that it helps in the generalization of the mathematical concepts 

and processes.  

Problems and Objectives 

RME provides philosophical guidelines for learning mathematics. Designing lessons and 

innovations for better learning is the main purpose of RME. How the core of design principles and 

guidelines is used in design-based research is the main concern in classroom research of 

mathematics education. The concerns regarding the design of lessons and/or innovations and the 

implementation of these ideas are guided by the core principles. There is literature separately 

discussed for RME and Design-based research, but there is limited research to bring these ideas 

together.  The objective of the paper is to discuss the what, how, and why of DBR in mathematics 

education as guided by the core principles and guidelines of RME.  

Method and Procedure 

  The literature-based research methodology was used in the analysis and generation of this 

paper. The researcher used Google Scholar for searching the literature. First, the researcher used 

the keywords: realistic mathematics education, Design-based research in mathematics, were used. 

The review article from 2015- 2025 was used in searching for realistic mathematics education. 

There were 17,900 resources found. Then the researcher used realistic mathematics education with 

mathematization and found 155 resources. The researcher selected 20 articles and book chapters 

based on the abstracts of these resources. Similarly, the researcher used design-based research in 

mathematics education and found that there were 8400 resources available. The researcher found 

55 resources when the keywords design-based research in mathematics education with 

mathematization were used. The researcher selected 18 of these articles and book chapters to 

review. The paper, developed by reviewing 38 literature, presents core guiding principles of RME 

and then what, how, and why of DBR in developing and finalizing innovations in mathematics 

education.      

Results and Analysis 

Core Principles and Design Guidelines 

How to design a lesson and facilitate learning mathematics as guided by RME is shaded 

by its core principles and design guidelines (Van den Heuvel-Panhuizen & Drijvers, 2020). These 

principles are central to how RME fosters mathematical understanding and problem-solving skills. 
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First, the activity principle posits that students are active participants in their learning. Learning 

by doing is best for learning mathematics. When students are actively participating in the learning 

process, they construct mathematical concepts themselves. Second, the reality principle 

emphasizes that mathematics learning should start from the problem situations that are meaningful 

and experientially real to students (Laurens et al., 2017). It is believed that rich contexts enable 

students to attach meaning to the mathematical concepts that they develop during the learning 

process. Third, the level principle acknowledges that the student’s progression in learning 

mathematics involves various levels of understanding. The typical progress can be described from 

informal, context-related solutions, through creating shortcuts, and finally moves to 

schematizations. The schematization can also be an insight into models of how concepts and 

strategies are related. Thus, progressive schematization fosters a deeper understanding of concepts, 

algorithms, and strategies. Fourth, the intertwinement principle suggests that different 

mathematical contents, such as numbers, geometry, measurement, and data handling, are to be 

integrated so that this is helpful in a holistic understanding of mathematics. This will show how 

different concepts and strategies are connected across and within the domains. This intertwinement 

is necessary for addressing the challenge of isolated learning and fast forgetting, as suggested by 

Freudenthal. Fifth, the interactivity principle views mathematics learning as both an individual and 

a social activity. Thus, it is advisable to organize whole-class discussions, group work, etc., along 

with individual work. The interactions should allow students to gain ideas for improving their 

strategies, inventions with peers, and resolutions of misconceptions. Sixth, the guidance principle 

is linked with the guided re-invention. The teacher’s proactive role should encourage students to 

rediscover concepts themselves. This will shift in thinking mathematically in students so that they 

can work as mathematicians. 

RME emphasizes developing computational skills along with the 21st-century skills such 

as creative thinking, reasoning skills, problem-solving abilities, and adaptability (Vaezi et al., 2019; 

Van den Heuvel-Panhuizen & Drijvers, 2020). By the use of the activity and reality principle, 

RME leads to a more in-depth understanding rather than rote memorization. The use of level 

principles facilitates a gradual and profound grasp of mathematical concepts, algorithms, and 

strategies. Guidance principle encourages students to rediscover mathematical concepts 

themselves, which leads students to a deeper understanding of mathematics as well as working as 

mathematicians. By the use of the interactivity principle, it can be said that students learn from 

peers and reflect on their mathematics learning. As mathematization is a key process, it helps to 

empower students' learning from real-life scenarios. Finally, as RME is known to “increase 

students’ logical, critical, and creative thinking abilities (Kusmaryono & Maharani, 2021), it helps 

to develop higher-order thinking skills. RME is considered a long-term and ongoing process of 

development (Inci et al., 2023) rather than a fixed and finished theory of learning. Flexibility is an 

important feature; RME allows researchers and developers to have different emphasis and accents. 

The adaptability feature enables RME to continuously evolve and address contemporary 

educational needs.  

Design thinking in Mathematics is viewed as one of the approaches of RME. Though 

Design is primarily related to the engineering field, it can also be used in education. Design is more 

appropriate when we test innovative pedagogies in real-time situations and refine them for further 

applications. An innovative plan in design-based research is developed by using design heuristics 

that follow the framework of the theory of realistic mathematics education (Doorman et al., 2013).  
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Design-Based Research 

The goals of innovations in mathematics education are to address inequality, enhance 

learning outcomes, and get students ready for the sophisticated world (Agbata et al., 2024). 

Together, these developments seek to change mathematics education from a specialized, 

methodical field that filters students to one that is open, innovative, and available to all students. 

A method and strategy for innovation aimed at gaining a competitive edge is design thinking 

(Martin, 2009). The iterative nature of strategy design and implementation is highlighted by design 

thinking (Beckman & Barry, 2007). Thus, observing, learning, designing, and validating are the 

four essential design thinking steps that are also incorporated into the strategy design process. 

In recent years, design has become a popular approach for conceiving and creating 

educational innovations and technologies (Hall, 2020). Design-based research (DBR) is 

considered a prominent research methodology in education, especially in mathematics education 

(Hall, 2020; Prediger et al., 2015). The rise of DBR is the result of the gap between the theoretical 

research and its implications in the practices of mathematics education (Getenet, 2019). The 

relationship among educational research, policies, and practices has been considered as a complex 

and often characterized by a significant divide (Puntambekar, 2018). In other words, there is a 

divide between basic research and applied research. This divide is particularly evident in 

mathematics education. For example, research is about the curriculum development in an ideal 

setting, which is disseminated without being effectively implemented in school settings. 

Educational scholars crafted new theories and methodologies to bridge the gap between the 

researchers and practitioners. DBR has emerged as a research methodology to address the divide 

between theory and practice in education (Hall, 2020). Design thinking approaches such as design-

research, design-experiment, and developmental research carry a similar notion to DBR, though 

each of them has a different foci (Vaezi et al., 2019). 

DBR focusing on the learning process is informed by constructivist learning theories such 

as Piaget, Vygotsky, and Dewey (Pardjono, 2016). Students are considered as epistemic agents, a 

longitudinal study of change, and interconnected thought and action are three broad assumptions 

about learning. Accordingly, Students are active constructors of knowledge by utilizing their 

unique experiences and resources (Schuh, 2003). DBR is typically conducted over extended 

periods to examine gradual or dramatic changes as students learn substantial ideas, often focusing 

on conceptual learning (Doorman, 2019). Thought and action are intricately linked and influence 

each other. The main focus of design is usually to address two interconnected questions (Hall, 

2020): is it possible to improve education, and if so, how? 

The main methodological intention of DBR is to actively influence and improve 

educational situations through designed interventions. Thus, DBR is inherently interventionist 

(Alias, 2025; Mygdanis, 2025). To intervene in the educational situation, innovative interventions 

are created, investigated, and redesigned through successive iterations (McKenney & Reeves, 

2013). DBR requires a cyclic process of design and research of innovative situations. This DBR 

has pragmatics as well as theoretical goals. Pragmatically, DBR involves investigating and 

improving an innovation for supportive learning. Theoretically, DBR involves developing, testing, 

and revisiting conjectures about the learning process as well as means of supporting that learning 

process (Doorman, 2019). DBR is regarded as a research methodology that is both principled and 

participatory. Educational designers, innovators, policymakers, and technologists get potential 

support to bridge practice and theory (Hall, 2020). 
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Key Characteristics of DBR 

The characteristics of DBR can be explored by the three Is: interventional, innovative, and 

iterative (Hall, 2020). DBR must inevitably entail taking action to improve and modify a learning 

environment or experience. Usually, it entails doing something new or innovative. Something at 

the cutting edge of electronic education or learning and teaching. DBR must be iterative. Typically, 

there are a number of interconnected cycles that each include the internal processes of conception, 

design, implementation, and evaluation. Since each cycle of DBR seeks to build upon, enhance, 

and expand the preceding cycle or cycles, it is accretive. Polit studies can be the first of at least 

three consecutive design meso-cycles, followed by a second cycle, which could involve 

mainstreaming or scaling up the design, and a final, capstone iteration that should serve to confirm 

the improvements made to the design process overall as well as identify areas for additional 

research and development (Hall, 2020). 

Interventionist, theory-generative, prospective, and reflective analysis, iterative, and 

ecologically valid and practice-oriented (Collective, 2003; Haagen-Schützenhöfer & Hopf, 2020; 

Prediger et al., 2015; Vaezi et al., 2019) are the key five characteristics among different 

characteristics of DBR. Design-based research is highly interventionist in nature (Design Based 

Research (Design-Based Research Collective, 2003). The core intent is to investigate possibilities 

for improvement in education by considering innovation as the solution. For example, the goal is 

to create and study a new form of instruction rather than simply observing classroom instructional 

practices. DBR aims to develop a theory that comprises substantiated conjectures about both 

processes of learning and the meaning of supporting that learning (Hall, 2020). The goal of 

interventions in DBR is to develop and refine theories, not just to test them in a narrow sense and 

produce theories that effectively inform the prospective design. The design of innovation is 

informed by theory prospectively and is further developed through retrospective reflection on any 

deviation between expected and observed teaching-learning process (Haagen-Schützenhöfer & 

Hopf, 2020). DBR involves iterative cycles of design and analysis (Cobb et al., 2015). There are 

micro and macro design cycles. When researchers adapt instructional activities and underlying 

theory based on ongoing analysis within a design experiment, it follows the micro-design cycles. 

When design experiments are repeated, the researchers build instructional activities upon one or 

more preceding studies; macro-design iterations help gain knowledge. The DBR are of pragmatic 

roots as the emphasis on ecological validity and practical orientation(Doorman, 2019). The 

research done in real classroom setting so that the research represents the complexity of actual 

practice. The theories generated are closely tied with the activities of teachers and students, tested 

locally, and repeatedly revised.  

Phases in DBR 

Design approaches typically make two contributions to education: proximal and distal to 

the integrative model of educational design research (Hall, 2020). In the proximal contribution, 

DBR focuses on making real-world improvements in the naturalistic learning environment, such 

as in a classroom. In the distal contribution, design-based approaches also focus on developing 

new conceptualizations of learning that other educators, educational designers, and technologists 

can use in their own unique educational contexts, depending on local demands, limitations, and 

specifications. DBR is a process-oriented investigation focusing on how learning occurs, 

consisting of three successive, flexible, and iterative phases: Preliminary design, the teaching 

experiment, and retrospective analysis (Cobb et al., 2015; Doorman, 2019).  
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Preliminary Design 

This phase is the preparation of the design process, explicit choices, and expectations from 

the intervention for the students’ learning, as well as teachers’ learning. Design research typically 

aims to investigate students’ learning by specifying carefully those mathematical reasoning that 

constitute the learning goals. It is expected to have evidence for instructional starting points. This 

can be done by identifying aspects of students’ current reasoning or teachers’ current practices 

upon which instruction can be built. The instructional starting point can be determined by creating 

and administering assessments such as one-on-one interviews, written assessments, class quizzes, 

and classroom observations. Next, the task is to delineate a hypothetical learning trajectory (HTL), 

which comprises testable conjectures on developing students’ reasoning and mathematical 

learning. It is the conjectured learning route to be tested and revised during the study.  

The design of instructional activities is often guided by specific principles: Guided 

reinvention, didactical phenomenology, and emergent models (Cobb et al., 2009). The 

reconstruction of a way of developing a mathematical concept from a problem situation is guided 

by reinvention. This is often linked with students’ reasoning in a meaningful context. Didactical 

phenomenology is a theoretical as well as methodological approach to identify and analyse how 

students might experience and build certain mathematical concepts. Thus, didactical 

phenomenology guides in designing tasks that are grounded in students’ experience and way of 

thinking. The emergent models are those models developed through students’ learning activities 

and thinking, starting from a familiar context, and gradually evolving into more formal 

mathematical concepts. The innovative plan in design-based research is developed by using design 

heuristics that follow the framework of the theory of realistic mathematics education (Doorman et 

al., 2013). Accordingly, the emergent modelling is the design heuristic of design-based research 

in mathematics education. In learning mathematics, students are supported in recreating or 

reinventing mathematics. The emergent modelling design heuristic is meant to provide such a 

reinvention process so that students can think and work as mathematicians. 

The Teaching Experiment  

This phase is the experimentation to support learning and test the innovative plan 

developed in the preliminary design phase. The activities and expectations embedded in the 

hypothetical learning trajectory are confirmed with classroom reality. The main aim is to improve 

the envisioned trajectory by testing and revising conjectures about the learning process and 

supports (Doorman et al., 2013). Both the evidence of students’ learning and evolving learning 

environment are collected by using pre-and post-interviews, written assessments, video recordings 

of the classroom sessions, copies of students’ written work, and field notes of the researcher.  

Retrospective Analysis  

The systematic and reflective process of examining the dataset, generated during the 

teaching experiment phase, to decide how and why learning occurred or didn't occur. The 

retrospective analysis, the post-hoc analysis after the teaching experiment and learning processes, 

aims at identifying patterns, testing theoretical assumptions, and refining the intervention or 

instructional design and theory (Cobb et al., 2009). Throughout the implementation process, 

continuous analysis is typically conducted with a direct link to the immediate practical goal of 

supporting students' learning. The retrospective analysis further seeks to place this learning and 

the means of learning in a broader theoretical context (Cobb et al., 2015).  
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The argumentative grammar (Kelly, 2016) is the underpinned methodology that links 

research questions to data, data to analysis, and analysis to the final claims and assertions. The 

techniques of argumentative grammar, which lead the concerns about the warrant for claims (Cobb 

et al., 2015), can be used in retrospective analysis. The argumentative grammar mainly tries to 

confirm ‘demonstrating impact and generalizability’(Barab & Squire, 2016). The demonstrating 

impact analyses the learning gains and conceptual change, whereas demonstrating generalizability 

refers to the transferable principles. Typically, argumentative grammar is a structured language 

and logic to make claims, provide evidence, offer warrants, acknowledge counterevidence, and 

draw a conclusion (Bakker, 2018). Thus, the first goal of argumentative grammar is to demonstrate 

that the students have developed the documented forms of mathematical reasoning in participating 

in the design study. The second is to demonstrate that the findings are potentially generalizable for 

the further references. Finally, documenting how each subsequent form of reasoning developed as 

a reorganization of earlier forms of reasoning and identifying the elements of the classroom 

learning environment that facilitated the students' development of these successive forms of 

reasoning are two of the main concerns when performing a retrospective analysis of the entire data 

corpus (Cobb et al., 2015).  

Discussion and Conclusion  

Designing mathematics lessons as guided by the RME principles of horizontal and vertical 

mathematizations. While designing innovations, there are certain guiding principles to check and 

confirm. We can prepare a checklist as given in Table 1 and check whether these are addressed 

or not.  

Activity, reality, levels, intertwinement, interactivity, and guidance are the core principles 

of RME. These principles collectively foster mathematical understanding and problem-solving 

skills. As RME promotes an active, contextual, and interactive learning environment, it helps 

students in the mathematization process. When real-world problems are turned into mathematical 

ones, it is the horizontal mathematization, and when students recognize the problem within the 

mathematical system to find the solution, then it is vertical mathematization. Mathematization 

helps to develop students’ logical, critical, and creative thinking. Teachers act as creative and 

innovative guides. RME environment motivates learning mathematics as well as helps to develop 

self-confidence. The emergent modelling is the design heuristic of design-based research in 

mathematics education. In learning mathematics, students are supported in recreating or 

reinventing mathematics. The emergent modelling design heuristic is meant to provide such a 

reinvention process so that students can think and work as mathematicians.  

 

Table 1  

Checklist of Design Principles of RME 
 

Core Principle Fully 

addressed  

Partially 

addressed  

Not 

addressed  

Remarks  

1) Innovation   is helpful for active learning      
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2) It is with problem-situation and addresses 

experientially real  

    

3) It has various levels of learning      

4) It is built based on the intertwinement 

principle.     

    

5) It has individual and group activities and 

interactivity.   

    

6) It is guided by the re-invention principle so 

that students can learn as mathematicians do.   

    

  Once innovation is ready for testing, it is finalized by using the key stages of DBR. When 

we are interested in ways to change or innovate an educational situation for which no solution is 

at hand yet, something needs to be designed, and the process of teaching and learning that is 

triggered by this design needs to be investigated, and, in most cases, redesigned. Such a cyclic 

process of design and research is referred to as design-based research. In design-based research, 

theory development happens in interaction with experiments, experiments to understand and 

improve classroom situations (Bakker, Doorman & Drijvers, 2003). Design-based research is 

highly interventionist in nature. The core intent is to investigate possibilities for improvement in 

education by considering innovation as the solution. The design of innovation is informed by 

theory prospectively and is further developed through retrospective reflection on any deviation 

between expected and observed teaching-learning process (Haagen-Schützenhöfer & Hopf, 2020). 

DBR involves iterative cycles of design and analysis (Cobb et al., 2015). The pragmatics roots of 

DBR emphasize ecological validity and practical orientation(Doorman, 2019). The theories 

generated are closely tied to the activities of teachers and students, tested locally, and repeatedly 

revised.  

DBR is a process-oriented investigation focusing on how learning occurs, consisting of 

three successive, flexible, and iterative phases: Preliminary design, the teaching experiment, and 

retrospective analysis (Cobb et al., 2015; Doorman, 2019). These phases can be broken down into 

four phases: Ideation phase, design phase, test phase, and finalization phase, as shown in Figure 1.  

The ideation phase is the phase of generating an innovative solution for a selected problem. 

The design phase is related to designing a prototype of the proposed solution. The preliminary 

design is the preparation of the design process, explicit choices, and expectations from the 

intervention for the students’ learning, as well as teachers’ learning. To delineate a hypothetical 

learning trajectory (HTL) is the next task in the preliminary design phase. The test phase is the 

teaching experiment phase and is the experimentation to support learning and test the innovative 

plan developed in the preliminary design phase. Different tools are used to collect data and 

evidence for analysis in the next phase. The main aim of the finalization phase is to improve the 

envisioned trajectory by testing and revising conjectures about the learning process and supports 

(Doorman et al., 2013). The retrospective analysis is the final phase and is the systematic and 

reflective process of examining the dataset generated during the teaching experiment phase to 

decide how and why learning occurred or didn't occur. The techniques of argumentative grammar, 
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which lead the concerns about the warrant for claims (Cobb et al., 2015), can be used in 

retrospective analysis. Documenting how each subsequent form of reasoning developed as a 

reorganization of earlier forms of reasoning and identifying the elements of the classroom learning 

environment that facilitated the students' development of these successive forms of reasoning are 

two of the main concerns when performing a retrospective analysis of the entire data corpus.  

Figure 1 

Phases and Product of Design-Research  

 

In conclusion, designing an innovation in mathematics education and finalizing for better 

learning can follow the sequence of RME principles to DBR phases.   
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Abstract 

This study intends to analyze the Teacher Professional Development (TPD) policy provision 

for community schools’ teachers in Nepal. Specifically, this paper examines the policy text, 

teachers’ understanding, local practices, and how policies affect their professional lives.  I 

adopted the qualitative research design to explore the subjective experiences of teachers. 

The unstructured interview was administered with three community school teachers. Along 

with the TPD policy document was analyzed to explore the policy provision on teacher 

training was analyzed. This study indicates that the teacher professional development 

framework emphasizes giving the competency-based training package in two phases for 

teachers. Teachers are perceiving positively to this training program, positively in the 

development of professional skills, viz., lesson plan preparation, teaching materials 

construction, and action research preparation. Though it was found that teachers are taking 

this training program only for their promotion purposes rather than improving the teaching 

and learning activities in the classroom. This study claims that the TPD policy is 

conceptually sound, but due to poor implementation, the policy does not seem to have 

achieved the expected results. However, it seems to have contributed to the professional 

knowledge, skills development and promotion of teachers in their professional lives. 

Keywords: teacher professional development, anthropology of policy, professional 

skills, promotion, modular training 

Introduction 

Teacher professional development (TPD) refers to a teacher’s professional growth, 

which helps to systematically increase professional knowledge, skills, and experience in the 

field of teaching (Villegas-Reimers, 2003). Professional development can be achieved 

through formal experiences, such as attending various workshops, professional meetings, 

and mentoring. On the other hand, the informal process also contributes to the growth of 

professional knowledge and skills, such as reading professional publications and watching 

professional development-related television documentaries (Villegas-Reimers, 2003). 

Teacher professional development (TPD) is necessary for quality education, and it makes 

the teachers' professional (Poudel, 2022).  

Teacher professional development is concerned with the teachers' knowledge, skills, 

and expertise in his/her subject and profession. It is the essential aspect of quality education 

that helps to reform the traditional instructional practices and emphasizes adapting modern 

technological instructional tools into the teaching and learning process. Teacher professional 

development (TPD) plays an important role in the field of quality education. It emphasizes 

improving the knowledge, skills, and instructional techniques for teaching learning 

https://doi.org/10.3126/ej.v4i1.86170
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activities.  Teacher professional development helps to address the issues of teacher quality 

development and quality education. TPD is a key element of teacher quality development 

and quality education. Therefore, teacher professional development (TPD) is necessary for 

improving the quality of community school education in Nepal. 

 As a major component of TPD, the teacher training program began formally in 

Nepal after the establishment of the Basic Teaching Center in 2004 B.S. (Sharma, 2060, 

p.105). When the National Teaching Center was established in 2011 B.S., this center marked 

the beginning of teacher training in Nepal. At that time, among the trained teachers in the 

country, only one held an M.Ed., six had a B.A. or B.Ed., and twelve had received basic 

teacher training (Sharma, 2060, p. 105). At that time, the demand for trained primary 

teachers was increasing day by day. To fulfilment of these teachers' demands, a mobile 

teacher training center was established outside the valley in 2013 B.S. (Sharma, 2060, 

p.106). The SSRP 2009-2015 has prioritized teacher preparation and development. 

Similarly, this report proposes the minimum qualifications for teachers. In this context, this 

paper analyzes the policy provisions, understanding, and interpretation of TPD policies from 

the teachers’ perspectives who have already taken TPD training. 

Statement of the Problem 

Regarding the professional development of teachers, the education policies 

developed and issued at various times addressed the teacher professional development 

issues. But the teacher professional development policies could not address the issues of 

teachers’ profession and quality education. There is a lack of effective implementation and 

monitoring of the TPD policies. The TPD policies could not modify the teachers’ 

instructional activities in the classroom and could not improve the quality of education; 

policies seem only for formality. It shows that the TPD policies could not address the 

teacher professional issues and the improvement of the quality of education. Many studies 

have been conducted in the field of teacher professional development, but there is a lack of 

research analyzing TPD policies from the teachers’ perspectives and understanding. In the 

current situation, the government of Nepal issued the TPD framework 2072, but there is a 

lack of study about how teachers understand and interpret the TPD policies. How do the 

TPD policies work in their professional lives? So, this study will aim to fulfill this gap in 

policy studies. 

Several numbers of studies have been done in the field of teacher professional 

development, but those studies explored the problems, challenges, and affecting factors in 

the field of TPD. For example, Bhujel (2020) found that there are many challenges to 

developing the quality teacher and quality education. Those challenges are a lack of relevant 

instructional skills, teachers’ attitudes, and the unavailability of appropriate instructional 

materials. Moreover, other scholars, Khanal & Phyak (2021) found the affecting factors in 

teacher motivation towards the teaching profession. They claimed that many factors affect in 

teaching profession. Among them policy policy-related factors also affect the teaching 

profession, like compensation and benefits, leave facility, upgrading, training, and pension. 

In this way, I studied several research articles, but those articles do not explore the teachers' 

understanding and interpretation of TPD policies. Therefore, I hope this study will explore 

the teachers' understanding and interpretation of TPD policies. 

Purpose of the Study  

The purpose of this study is to analyze TPD policies based on textual analysis, 

teachers’ understanding, interpretations, and local practices. 
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Research Questions  

1) What are the key policy provisions for teacher professional development in 

community schools? 

2) How do teachers understand and interpret existing TPD policies, and in what ways 

do these policies work in their professional lives? 

Methodology 

 In my study, I adopted a qualitative research design and interpretivism philosophical 

world view. Interpretivism emphasize the individual’s understanding, interpretations and 

draw the multiple subjective meaning and realities of the research phenomena (Hesse-Biber, 

2010; William, 2024). In this study, I collected the individual understanding, interpretations 

and experiences about the teacher professional development policy. So, this study is based 

on the interpretivism philosophy. In this study. I used two methods for data collection and 

analysis. They are document analysis and unstructured interview. Document analysis is a 

systematic procedure for reviewing or evaluating documents, both printed and electronic 

materials (Bowen, 2009). In this study, I collected, studied, and analyzed the TPD-related 

printed and electronic materials. So, document analysis is also a key tool for analyzing the 

TPD policies for this study. 

 For understanding and interpreting the TPD policies, I selected three community 

secondary schools from Kathmandu valley through purposive sampling. The selection was 

based on my prior familiarity with the schools.  I purposely selected one teacher from each 

school who had already taken TPD training. I used unstructured interview schedule for data 

collection. Unstructured interview is informal, exploratory, and there are no pre-determined 

interview questions (Merriam, 2009). This type of interview is based on open-ended 

questions; like a conversation. It is flexible in nature and explores the in-depth data from the 

participants. During the data collection period, I recorded the data on my mobile phone by 

obtaining permission from the participants. I maintained the ethical norms and values during 

the interview and data analyzing time. After collecting the data, I transcribed the interviews 

into text and the textual data was coded, categorized, and organized into themes and sub-

themes based on the research questions and purpose of the study.  Finally. I analyzed the 

data using thematic analysis approach (Brown & Clark, 2006). 

Policy Perspective: Anthropology of Policy 

In this study, I have adopted the anthropology of policy approach to analyze the 

Teacher Professional Development (TPD) policy. According to this approach, policy 

analysis involves examining how policies are constructed and implemented. How is policy 

experienced and interpreted by stakeholders (Shore & Wright,1997). This study focuses on 

key policy provisions and understanding the lived experiences and interpretations of 

community school teachers regarding the TPD policy. This approach emphasizes the 

experiences, understandings, and interpretations of policy from the implementer's 

perspectives. In particular, this approach claimed that how policies are practiced, enacted, 

and understood and interpreted by the community and school staff, and administrators. 

According to Wedel et al. (2005), the anthropology of policy emphasizes how policy works 

and affects society. For this purpose, using the ethnographic study method is most important 

while analyzing policy from an anthropological policy perspective. It shows that this 

anthropology policy approach follows participatory observation, talking to and living with 

the community members in a natural setting (Wedel et al., 2005). Therefore, this approach 

explores how the community member understands and interprets the policy. Similarly, Shore 

& Wright (1997) argued that the anthropology of policy approach uses the macro and micro 

levels for analyzing policy (Cited in Khanal, 2012). Macro level investigates how the state 
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develops policies and engages with communities and their members. The micro level 

examines how policies are perceived, interpreted, and enacted by local stakeholders like 

teachers and administrators.  In this study, I have explored how the TPD policy was 

constructed and implemented. How TPD policy understand and interpret from the 

community teachers’ perspectives? Therefore, I have adopted the anthropology of policy 

approach for this study. 

Result and Discussion 

 In this study, I have analyzed the data based on the hierarchy of research questions 

and purpose by formulating theme and sub-theme accordingly obtained data from the 

documents and informants. Basically, focuses on main three theme; TPD policy provision, 

understanding and interpretation of TPD policy, and works of TPD policy for professional 

lives of the teacher. 

Policy Provisions for Teacher Professional Development 

There is a policy provision to provide professional development for teachers as in-

service training. For this, the teacher professional development framework – 2072 prescribes 

the two phases of training. Each phase is 15 days. Among the 15 days, the teacher directly 

involved 10 days in the training center and 5 days do practice in their school. Specifically, 

certification training, refresher training, and local need-based training are prescribed in the 

framework. Certification training could be taken by the permanent teacher on a subject-wise. 

Refresher training could be taken who have completed the certification training. Local need-

based modular two-day training could be designed and conducted through the training 

resource center. This modular training intends to develop specific skills in teachers. There is 

a written evaluation examination policy provision for the teachers' progress in the 10-day 

training. And the teacher submits the report based on practice teaching in their school. There 

is a policy provision for preparing the lesson plan, class observation by a peer or subject 

teacher, and doing the action research on an educational issue during the practice teaching 

period. 

Understanding and Interpretation of TPD Policy  

Teachers generally understand that TPD policies offer teachers professional 

knowledge and skills related to competency development in the profession. This knowledge 

and these skills bring a change in professional skills of the teacher, which helps to improve 

students’ learning outcomes (Darling-Hammond et al., 2017). In this context, my participant 

T1 said, “The teacher professional development policy provides the opportunity to 

participate in the teacher training. This training supports the development of teacher 

professional knowledge and skills, but the teacher professional development policy could be 

effectively implemented.” This statement makes it clear that if the government effectively 

implemented the Teacher Professional Development (TPD) policy in Nepal there will be 

developed teachers' professional knowledge and skills through the teacher training. Again,  

T1 interprets that “There is no possibility to take teacher training at the same time 

for all teachers, if it is possible, the quality of education and students’ performance will be 

increased.” This statement emphasizes that the teacher professional development training 

should be provided to all teachers to improve the students’ performance and the quality of 

education. Similarly, participants T2, & T3 argued that “Teachers' professional development 

policies are fine and important for teachers’ professional knowledge, skills, and competency 

development. If the TPD policies are effectively implemented, the teachers become 

professionally competent.” This statement clarifies that TPD policies are necessary and 

important for developing the teachers’ professional knowledge, skills, and competence. For 
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this purpose, the policies should be effectively implemented. In this way, as my participants 

suggest, the teacher professional development policy is necessary and important for 

professional competence. 

Focus on Dissemination, Implementation, and Monitoring of TPD Policy 

As the participant understands, the TPD policy requires effective dissemination, 

implementation, and monitoring of its activities regularly. In this study, my participant T1 

said, “TPD policy is well formulated for teacher professional knowledge and skills 

development. But it is impossible to provide the training to all the teachers at the same time. 

If it is possible, they will develop professional knowledge and skills. There is a lack of 

dissemination and monitoring of the implementing TPD policies.” This indicates that the 

TPD policy is well formulated, but there is a lack of dissemination and monitoring of 

effective implementation. If it is possible to provide the training to all teachers, it helps to 

develop their professional knowledge and skills. On the other hand, participant T2 said  

“TPD policies are well formulated and fine. TPD policy has emphasized developing 

professional competence and skills. But in practice, teachers only take training for 

certificate and promotion purposes. It is necessary to disseminate, implement, and monitor 

the TPD policy and training in the real classroom.” 

This opinion of participant T2 clarifies that TPD policies are well developed, fine, 

and emphasize developing the professional knowledge, skills, and competence of teachers. 

The teachers give priority to certificates and promotion rather than the transformation of 

TPD knowledge and skills in the classroom. There is an unavailability of dissemination, 

effective implementation, and an evaluation mechanism of the implementation of TPD 

policies and training. Similarly, participant T3 said, “TPD policy is necessary and important 

for the development of teachers' professional knowledge and skills. It makes professional 

competence in teachers, but there is a need to disseminate and monitor the policy 

implementation.” This opinion stated that the TPD policy is necessary and important for 

developing the professional knowledge, skills, and competence in teachers, but policy 

dissemination and implementation should be evaluated by the policy developer and 

implementer.  In this way, the participants emphasize the dissemination of TPD policy, 

effective implementation, and monitoring the implementation of TPD policy and training in 

the real classroom. 

Promotion Tools for Teachers  

Teachers take TPD policy and training as promotion tools rather than professional 

growth. In this study, T1 said, “TPD policies provide the opportunities to participate in 

training, but most of the teachers take teacher training only for promotion purposes.” This 

statement shows that the TPD policies provide opportunities to participate and learn 

professional skills, but most of the teachers do not implement the learned skills in real 

teaching. They take training only for promotional purposes. Similarly, T2 argued that “If 

there is no value of teacher training in promotion purpose, there is no meaning of TPD 

policy and training.” This also emphasizes teachers' focus only on promotion rather than 

quality education and pedagogical knowledge and skills. On the other hand, participant T3 

argued that “TPD policy is well formulated and this policy expects to develop the 

professional knowledge and skills manpower through teacher training, but generally 

teachers have taken teacher training for promotion. They could not implement the 

knowledge and skills in real teaching.” This statement clarifies that the TPD policy is 

formulated for the professional knowledge and skills growth of the teachers.  Most of the 

teachers participate in teacher training and get the professional knowledge and skills, but 

they generally do not apply them in real teaching, and they only focus on promotion 
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certificate. In this way, in my study, most of the teachers emphasize the TPD policy and 

teacher training as promotion tools. 

TPD Policy Works in Teachers’ Professional Lives 

The TPD policy offers teachers opportunities for professional skill development 

through training. In this context, T1 said, “TPD policy provides opportunities to participate 

in teacher training. I have learned many skills, such as preparation of lesson plan, 

instructional materials, democratic practices in the learning process, and acquired the 

knowledge and skills for conducting action research.” This statement clarifies that the TPD 

policy works to support the teacher’s professional skills development through different 

activities, the formulation of lesson plans, conducting action research, and a democratic 

classroom. Similarly, in the sense of professional skill development T2 said “TPD policy 

works in our professional lives by providing the opportunity to participate in training and 

developing the teacher professional skills, like lesson plan, teaching method, materials, and 

preparing action research report” This statement clarifies that TPD policy works the 

teacher’s professional lives by providing opportunities to participant and gaining 

professional skills through training. On the other hand, T3 argued that “TPD policy provides 

an opportunity to participate in training and gain professional knowledge and skills. It 

brought ease to the teaching learning process. So, TPD policy works by supporting the 

teacher’s professional knowledge and skills development.” This shows that TPD policy 

works and supports the teachers’ professional lives by developing the professional skills of 

teachers through training, and it has brought ease in teaching and learning activities. In this 

way, TPD policy enhances teachers’ professional lives by developing the teacher's 

professional knowledge and skills. 

Opportunity for Professional Promotion  

TPD policy enhances teachers’ professional lives by providing opportunities for 

professional growth and promotion. In this sense, T1 said “TPD policy offers certain marks 

who have completed the TPD training. This score is most valuable for promotion.” This 

statement clarifies that the TPD policy provisions a score for teachers who have completed 

professional development training. This score plays a crucial role in supporting their 

promotion. Similarly, T2 argued that “TPD policy provisions the teacher training for the 

permanent teacher, and after completing the training, the teacher gets the opportunity for 

promotion.” This clarifies that the TPD policy enhances the professional promotion of 

teachers in their professional lives. On the other hand, T3 said, “TPD policy provisions the 

training for teachers, and after completing the training, the teacher obtains a certain score, 

which helps enhance their professional promotion.” This statement clarifies that the TPD 

policy helps teachers to participate in training and promotes professional promotion from the 

obtaining score of the training. In this way, the TPD policy provides opportunities for 

teachers to participate in training and supports them for professional promotion. 

Conclusion  

There is a policy provision to provide professional development for teachers as in-

service training. For this, the teacher professional development framework-2072 prescribes 

the two phases of training. In the teacher's perception, this training is essential to develop 

their professional skills as well as for refreshment. However, most of the teachers are taking 

this training for their promotion purposes rather than for professional skills development. 

Along with this, the majority of teachers are not getting the chance to participate in this TPD 

training.  Thus, the monitoring mechanism needs to be effective in how teachers transfer the 

skills in the classroom that they learn in the TPD training.  
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n]v;f/ 

cfw'lgs ;flxTo / cg';Gwfgsf qmddf cFuflng] qmdj4 lgod, tl/sf jf sfo{k|0ffnLnfO{ cfw'lgs 

;flxTosf] cg';Gwfg k4lt elgG5 . cg';Gwfgdf ;d:of cg'¿k ;dfwfgsf lgldQ ljleGg k|sf/sf 

k4ltsf] k|of]u ul/G5 . k|To]s cg';Gwfg k4ltsf cfkm\gf cfkm\g} k|sf/sf pkof]lutf / ;Ldf x'G5g\ 

. Pp6f ;d:ofljz]ifsf] ;dfwfgsf nflu Pp6} dfq jf w]/} cg';Gwfg k4ltsf] k|of]u ug{ ;lsG5 . 

;f}Gbo{zf:qLo, z}nLj}1flgs, efiffj}1flgs, dgf]j}1flgs, ;dfhzf:qLo h:tf ljifosf jLrdf 

ljleGg cGt{ljifos kIf ufFl;Psf x'G5g\ . ;fdflhs, cfl{y{s, /fhg}lts, bfz{lgs, ;flxlTos h:tf 

s'g} klg ljifosf] csf]{ ljifo;Fu ;x–;DaGw /fv]/ dfq k"0f{ cWoog ug{ ;lsG5 . Pp6f ljifo 

dfq geP/ cGt{ljifofTds k4ltjf6 cfhsf] cWoog clw j9fOg] ePsfn] hl6n ldl>t ljlzli6s[t 

;dfhdf ul/g] cWoog cg';Gwfgsf] ljleGg cGt{ljifos ;d:ofx¿ klg ufFl;Psf x'G5g\ . 

cGt{ljifos ;d:ofx¿sf] cWoog cg';Gwfgsf ¿kdf cfw'lgs ;flxTosf] cg';Gwfg ul/bf cfhsf] 

cg';Gwfgn] k'0f{tf kfpg] x'FG5 . k':tsfno ljlwsf] k|of]u u/L log} s'/fsf] cWoogsf] JofVofTds 

k|:t'tL o; n]vdf ul/Psf] 5 . 

ljz]if zAbs'~hL M dgf]j}1flgs, z}nLj}1flgs, ;dfhzf:q, ;f}Gbo{zf:q   

ljifo kl/ro 

;flxTon] ;do, :yfg Pjd\ ;dfhsf] cfjZostf cg';f/ s'g} ljz]if kl/l:yltnfO{ hf]8 lbg] 

ub{5 . cfw'lgs ;flxTo Jo~hgf k|wfg / k|tLsfTds eO/x]sf] 5 . ;flxTosf sljtf, syf, lgaGw, 

sxfgL, pkGof;x¿df Jo~hgf k|wfg / k|tLsfTds k|j[lQ al9/x]sf] sf/0fn] ;flxTodf af}l4stf 

cfPsf] 5 . o; af}l4stfdf 1fg–lj1fgsf cg]s zfvfx¿sf] of]ubfg 5 . ;flxTosf ljBfyL{n] 

s]jn ;flxTo k9\b}df p;sf] ;flxlTos hfgsf/L a9\5 eGg ;lsb}g . ;dfhzf:q, Oltxf;, bz{g, 

dgf]lj1fg Pj+ 1fglj1fgsf cGo zfvfx¿af6 klg kl/lrt x'g cfjZos 5 . 1fg–lj1fg cg]s 

zfvfdf ljeQm b]lvG5 . cg';Gwfgstf{nfO{ cGj]io ljifo ;flxTodf slt k|ltljlDat ePsf] 5 eGg] 

geO{ ;flxToåf/f cGj]io ljifosf ;DaGwdf s'g k|sf/sf] af]w x'G5 eGg] xf] . csf]{ s'/f ;flxTosf 

pks/0fsf ;DaGwdf 5 . n]vsn] ;flxTosf pks/0fsf] s;/L pkof]u u¥of] < To;n] slt;Dd 

;kmntf k|fKt u¥of] < eGg] k|Zg;Fu} cg';GwfgfTds ljifoj:t'sf] cGj]if0f ;flxTodf x'g] u/]sf] 

https://doi.org/10.3126/ej.v4i1.86175
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kfOG5 . xfn cGt{ljifos cg';Gwfgdf ;flxlTos ljifosf] lrq0f s;/L ePsf] 5 eGg] ge} 

;flxToåf/f logsf ;DaGwdf s'g k|sf/sf] af]w k|fKt x'G5 eGg] xf] . ;flxTo lrGtgsf] cfwf/df 

;flxTosf sljtf, gf6s /+ud~r, pkGof;, syf, cfTdsyf, lgaGw, sxfgLdf cGt{ljifos 

cg';Gwfgsf] k|efj s:tf] /x]sf] 5 eGg] cg';Gwfg x'g cfjZos b]lvG5 . of] cGt{ljifos ;flxlTos 

cg';Gwfgsf] ;f}Gbo{zf:qLo, z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo :j¿k cfw'lgs cg';Gwfg 

/ ;flxTo;Fu s;/L s]lGb|t x'G5 eGg] s'/fsf] cWoog oxfF ul/Psf] 5  .  

;d:ofsyg 

;flxTosf] pkof]u Ps dfWod jf ;fwgsf ¿kdf dfq x'b}g, Tof] :jo+df Ps l;4 j:t' klg 

x'G5 . ;flxTodf snf km/s / snf afx\okIf x'G5 . ;flxTosf] of] bf];|f] snf afx\okIf 

cg';GwfgfWoogdf cGtM ;fIosf ¿kdf sfd cfpF5 . csf]{tkm{ ;flxTosf] snfk/s ¿k klg 

kl/k"0f{ :jfoQ, :jo+l;4 ePsf]n] :jtGq cWoog ug{ ;lsG5 . ;flxTodf 1fgsf cnu cnu 

cg'zf;g Pslqt ug]{ k|of; ug'{ h¿/L 5, ul/b} klg 5 . o:tf] PsqLs/0f ;flxTodf b]Vg     

;lsG5 . 1fgnfO{ krfpg g;lsPdf 1fg kf7ssf] ;+j]bgf c+z geP;Dd ;flxlTos 1fg a9\g 

;St}g . cfw'lgs ;flxTodf cg';GwfgnfO{ ;+lZni6 ¿kdf lrGg'kb{5 o; lrgf/Lsf] 1fg ug{sf 

nflu k|fylds ¿kdf ;flxTodf lglxt 1fg lj1fgsf zfvfx¿sf ;Gbe{sf] vf]h ug'{kb{5 . ;flxTo 

lrGtgsf] cfwf/df ;flxTosf sljtf, gf6s /+ud~r, pkGof;, syf, cfTdsyf, lgaGw, sxfgL 

h:tf ljBfx¿ /x]sf 5g\ . cGt{ljifos ;flxlTos cg';Gwfgdf ;f}Gbo{zf:qLo, z}nLj}1flgs, 

dgf]j}1flgs / ;dfhzf:qLo :j¿k;Fu cfw'lgs ;flxTo / cg';Gwfgsf] cj:yf s:tf] /x]sf] 5 

eGg] ;d:ofsf] sygdf of] cWoog s]lGb|t /x]sf] 5  .  

p2]Zo 

;flxTodf sljtf, gf6s /+ud~r, pkGof;, syf, cfTdsyf, lgaGw, sxfgL h:tf ljBf 

/x]sf 5g\ . oL ljBf;Fu hf]l8g cfpg] cfw'lgs ;flxTos / cg';Gwfgsf ;f}Gbo{zf:qLo, 

z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo cGt{ljifos :j¿ksf] cj:yf klxrfg ug'{ g} of] 

cWoogsf] p2]Zo xf] .  

cWoogsf] cf}lrTo 

o; cWoogn] g]kfnL ;flxTozf:q g]kfnL ;flxlTos /rgfx¿sf cfwf/df n]lvg'kg]{ t/ 

cfh klg ;+:s[t ;flxTozf:q Pj+ c+u|]hL ;flxTozf:qdf clwstd lge{/ 5 . o; sdLnfO{ x6fpg 

;flxlTos cg';Gwfg cfjZos 5 . ;flxlTos lrGtgsf] cfwf/df ;flxTodf sljtf, gf6s /+ud~r, 

pkGof;, syf, cfTdsyf, lgaGw, sxfgL h:tf ljifo kg{ cfpF5g\ . oL ljifo;Fu ;f}Gbo{zf:qLo, 

z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo cGt{ljifos :j¿k ;dfj]z ePsf x'G5g\ . of] cWoogn] 

cfw'lgs ;flxTo / cg';Gwfg;Fu ;f}Gbo{zf:qLo, z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo 

cGt{ljifos :j¿ksf] cj:yf klxrfg ug{] cfwf/nfO{ Jojl:yt / :t/Lo t'Nofpg] 5 . o;n] 

cGt{ljifos :j¿ksf] cj:yf klxrfgnfO{ ;d]t ;xof]u k'¥ofpg] x'Fbf cWoogsf] cf}lrTo /x]sf]    

5 .  
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;fdu|L ;ª\sng ljlw 

;d:of sygdf pNn]v ul/Psf] ;d:ofsf] k|dfl0fs ;dfwfgsf nflu b'O{ k|s[ltsf ;fdu|Lsf] 

;ª\sng ul/Psf] 5 . klxnf] k|s[ltsf sljtf, gf6s /+ud~r, pkGof;, syf, cfTdsyf, lgaGw, 

sxfgLdf ;f}Gbo{zf:qLo, z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo ;fdu|LnfO{ k|fylds ;fdu|Lsf 

¿kdf lnOPsf] 5 . ljleGg ljåfg\x¿sf ljrf/nfO{ låtLos ;fdu|Lsf ¿kdf lnO{ cWoog ul/Psf] 

5 . cfjZos ;fdu|L k':tsfno ljlwaf6 ;ª\sng ul/Psf] 5 .  

;fdu|L ljZn]if0f ljlw  

;fdu|L ljZn]if0f ljlwdf ;flxTo / cg';Gwfg;Fu ;Da4 l;4fGtx¿nfO{ cfwf/ dflg 

cfjZos ljj/0f ;ª\sng u/L JofVofTds ljlwsf] pkof]u ul/Psf] 5 .    

;}4flGts cfwf/  

;fdu|L ljZn]if0f ;}4flGts cfwf/sf nflu ljleGg ljåfg\x¿åf/f ;flxTosf sljtf, syf, 

lgaGw, sxfgL, pkGof;x¿df ;dfhzf:q, dgf]j}1flgs, efiff–j}1flgs, z}nLj}1flgs cfw'lgs 

;flxTosf] cg';Gwfg :j¿ksf] cj:yf klxrfg ug{] l;4fGtx¿nfO{ cfwf/ dflgPsf] 5 .  

cfw'lgs ;flxTosf] ;aeGbf 7"nf] ;d:of k|]if0fLotf xf] . o;nfO{ ;ldIff of cg';Gwfg dWo] 

s]n] k|]if0fLo agfpF5 < ;flxTosf] lrgf/L gxf]pGh]n d"NofÍg / cg';Gwfg b'j} ug{ ;lsb}g . 

cfw'lgs ;flxTonfO{ k|]if0fLo agfpg cfjZos ;Gbe{ lbg' h¿/L 5 . of] cfjZos ;Gbe{ Ps cy{df 

;flxTosf] ;[hgf k|lqmofsf] efu xf] . o; cfjZos ;Gbe{df cfw'lgstf 5 . klxnf] sfd ;flxTodf 

hfgsf/L a9fpg' xf] . ;flxTodf h'g k|sf/sf] efiffsf] pkof]u x'G5 To; efiffsf] ;+:sf/ k|fKt 

geP;Dd ;+j]bgf lj:tf/ x'b}g . ;flxTosf] dfWodaf6 g} kf7ssf ;+j]bgf lj:tf/ x'G5g\ -/fh'/s/, 

!((&, k[= (_ . csf]{ cy{df efiff j:t', kfq, ;+jfb, jftfj/0f h:tf  तत्व /rgfsf c+u x'g\ . /rgf 

t Ps hLljt PsfO x'g\ To;df oL c+uåf/f /rgfsf/sf] hLjgfg'e"lt cleJoQm x'G5 . h'g k|sf/ 

hLjgsf] r]tgf a|Xd r]tgfsf ¿kdf JoQm x'G5 ToxL k|sf/ /rgfsf/sf] cg'e"lt r]tgf ljleGg 

;flxTo ¿kx¿sf] dfWodaf6 cleJoQm x'G5 -rn]/, !((&, k[= !(&_ . r]tgfsf] u|x0f ;flxTo ¿ksf] 

;du|tfåf/f g} ;Dej 5 .  

;flxTo d"ntM cfTdrl/qfTds x'G5 . of] cfTdrl/qfTdstf d'VotM cleJolQmsf nflu 

Nofpg] cg'ejx¿sf] ;+j]bgfTds  महत्व af]w xf] . n]vs;Fu ;+j]bgfTds  महत्व af]w gePdf of 

IfL0f ePdf tL ljlzi6 cg'ejx¿sf] cleJolQm If|L0f x'G5 -uhfgg, !(*(, k[= (#_ . k|oTg cw'/f 

x'G5g\ . lognfO{ :ki6 ugf{n] dfgjLo d"No klg :ki6 x'G5g\ . cfw'lgstfsf ;Gbe{nfO{ klxrfg 

u/]/ ;flxTosf/sf] ;+j]bgfTds p2]Zo atfpg ;lsG5 / To; l:yltdf g} ;flxlTos cg';Gwfgsf] 

k|of]hg x'g ;S5 . ;flxlTos ljifodf cg';Gwfg ubf{ 1fg–lj1fgsf cGo zfvfx¿df lgTo eO/x]sf 

sfo{af/] ljrf/ ug'{kb{5 . ;djuL{ zfvfx¿sf pknlAwx¿sf] kl/rosf] cefjdf cfw'lgs ;flxTodf 

cg';Gwfg ;Dej b]lvb}g -/fh'/s/, !((&, k[ v_ . ;flxTosf] ;DaGw ljrf/x¿sf] ck]Iff efj;Fu 

a9L 5 . uBljrf/ k|wfg x'G5 efj k|wfg xf]Og . uB kBsf] ljefhg :jo+df ljrf/ k|wfg tyf 

efj k|wfg ¿kdf x'G5 .  

 cfw'lgs sfndf …sljtfÚ z'4 ;flxTosf] ljwf /x]sf] 5 . cfw'lgs ;flxTosf k|j[lQ cfh uB 

;flxTosf] ck]Iff sljtfsf ;fy a9L hf]l8Psf] 5 . s'g} ++++++++++++++++++++++++++++jfb jf cfGbf]ngsf] ;DaGw uBsf] ck]Iff 
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kBsf ;fy a9L dfGg'kb{5 . o;sf] sf/0f cfh sljtf ;flxTosf] ablng] k|ltdfg a'‰g ;xfos 

x'G5 -/fh"/s/, !((&, k[ v_ klxn] ;a} ljifo kBdf n]lvGy] ;flxTo]t/ ljifo klg kBdf n]lvGy] . 

uBsf] k|rf/ ePkl5 ;flxTo Ot/ ljifonfO{ kBaf6 d'lQm ldNg uPsf] 5 . uB, kBsf] :y"n 

ljefhgsf] sf/0f cfw'lgs sfnsf ;flxTodf kBsf] ;DaGw ;flxTo;Fu /x]sf] 5 . o; qmddf 

cfw'lgs sfndf sljtf z'4 ;flxlTos ljwf /x]sf] 5 . z'4 sljTjsf] ;fwgsf] cg'kftdf cGt/f{li6«o 

sfJodf b'¿xtfsf] j[l4 ToxL cg'kftdf x'Fb} cfPsf] 5 . sljtfn] bz{g, Oltxf;, ;dfhzf:q, wd{, 

g}ltstf 5f]8]/ z'4tflt/ a9\bf ;fdflhstf, ;'v, b'Mv, efjgf, ;d:ofnfO{ kf7sn] cgfjZos 

dfg]/ To;lt/af6 d'v df]8]sf 5g\ / c¿ s;}sf nflu geO{ cfˆgf nflu n]Vg'k/]sf] 5 -/fh"/s/, 

!((&, k[= 5_ . o;af6 cfw'lgs ;flxTodf cg';Gwfgstf{n] oL s'/fsf] pQ/ vf]Hg' h¿/L 5  .  

 cfw'lgs sfnnfO{ uB k|wfg elgG5 . uBsf cg]s ljwfx¿sf] ljsf; oL lbgdf eO/x]sf 

5g\ . sxfgL, pkGof;, PsfÍL, lgaGw, 8fo/L, l/kf]tf{h, hLjgL, ;+:d/0f cflb k|d'v uB ljwf x'g\ 

. oL ljwfx¿sf c¿ klg e]b 5g\ . uBsf oL ljwfx¿sf] ;DaGw 1fg lj1fgsf ;d:t zfvfx¿;Fu 

5 . lgaGw uBsf] s]Gb|Lo ljwf xf] . sljtf rflxF ;flxTos} s]Gb|Lo ljwf xf] -/fh"/s/, !((&, k[= 

v_ . 1fg lj1fgsf ;flxTo]t/ zfvfx¿ uB;Fu ;DaGw /fV5g\ / uB d"ntM ljrf/k|wfg 5 . uBsf 

ljwfx¿nfO{ 5f8]/ kBdf g} ljrf/ u/]df klg s] k|tLt x'G5 eg] cfhsf] sljtf uBaf6 k|efljt 

e}/x]sf] 5 . sljtf :jo+ uBdo eO/x]sf] 5 . o:t} uB–;flxTo hf] clws /fudoL Pjd\ nflnToo'Qm 

5 kBdo eO/x]sf] 5 . klxn] sljtf uLto'Qm ePklg uBsf] k|efjaf6 sljtf uLtaf6 cnu ePsf] 

5 . 7Ls oxL k|sf/ uLtsf] k|efj uBdf klg k/]sf] 5 / uB–uLt n]lvO/x]sf] 5 . cfw'lgs sfndf 

;flxTosf ljleGg ¿ksf] ljsf; ePsf] 5 . of] uB / kB b'j}df ePsf] 5 -/fh"/s/, !((&, k[= 5_. 

oL ¿kx¿sf] k|fljlws lrgf/Lsf ;fydf cfw'lgs ;flxTo / cg';Gwfgsf] sfo{ hf]l8Psf] 5 . 

cfw'lgs ;flxTosf sljtf, gf6s /+ud~r, pkGof;, syf, cfTdsyf, lgaGw, sxfgLx¿df 

;f}Gbo{zf:qLo, z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo cWoog ug{ ;lsg] cfwf/ lgdf{0f ePsf] 

5 . 

;Ldfª\sg 

k|:t't cWoogsf] d'Vo p2]Zo ;flxTosf sljtf, gf6s /+ud~r, pkGof;, syf, cfTdsyf, 

lgaGw, sxfgLdf ;f}Gbo{zf:qLo, z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo cfw'lgs ;flxTosf] 

cg';Gwfg :j¿ksf] cj:yf klxrfg s:tf] /x]sf] 5 To;sf] dfq ljZn]if0f ug'{ o;sf] ;Ldf /x]sf] 

5 .  

glthf tyf laZn]if0f 

यस खण्डमा cfw'lgs ;flxTo / cg';Gwfg का सन्दर्भमा lgDgfg';f/sf pkzLif{sdf s]lG›t 

/xL नततजा तथा  ljZn]ifण प्रस्ततु ul/Psf] छ। 
;f}Gbo{zf:qLo cg';Gwfg 

cfw'lgs o'udf 1fgsf] ljlzi6tf ePsfn] 1fgdf sltko gofF zfvfx¿ ;f}Gbo{zf:qLo 

cg';Gwfgsf ¿kdf pbo ePsf 5g\ . of] gofF ;f}Gbo{zf:qLo cg';Gwfgsf kl/k|]Iodf ul/Psf] 

;flxlTos cg';GwfgnfO{ cGt{ljifofTds cg';Gwfg elgG5 . ;f}Gbo{zf:qh:tf] cfw'lgs cfwf/df 

ul/Psf] ;flxlTos cg';GwfgnfO{ ;f}Gbo{zf:qLo cg';Gwfg elgG5 . afns[i0f kf]v|]n / cGon] 
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;f}Gbo{nfO{ /fd|f] agfpg]  तत्व, ;'Gb/ x'gfsf] efj, ;'Gb/tfsf b[li6n] j:t'nfO{ u|x0f ug]{ r]tgfM 

;flxTosf If]qdf k|uf9 e"ldsf v]Ng] r]tgf, ;'Gb/ / c;'Gb/sf aLrdf /x]sf cGtaf]{w, nflnTo, 

sf]dntf, lzi7tf, dfw'o{ cflb tkm{sf] e'msfp, ljz'4 ;'Gb/tfsf] k|flKtnfO{ lnPsf 5g\  -kf]v/]n, 

@)$), k[= !#*)_ . ;flxTo ;fdflhs Pj+ ;f+:s[ltstfsf k[i6e"ldaf6 k|fKt ;flxTosf/sf] ;+Zn]lif 

t/ lghL cleJolQm ePtfklg o;sf] n]vg lglZrt lgod / cg'zf;gåf/f lgb]{lzt x'G5 . o:tf] 

k|sf/sf] n]vg k|lqmofsf] cg'zf;g / lgod g} ;flxTodf ;f}Gbo{zf:q xf] . ;flxTo n]vgsf] 

Jofjxfl/s kIf, o;n] kfg]{ ;fdflhs k|efjsf] ljZn]if0f / d"Nof+sgaf6 g} ;flxTo ;f}Gbo{zf:qsf 

lgodx¿ :yflkt x'g] ub{5g\ .  

;f}Gbo{ zf:qLo zf]wsf] If]q Jofks 5 . o;df hLjgsf ;a} dfgjLo, cfWoflTds, g}lts / 

k|fs[lts kIf cfpF5g\ . ;flxTo jf sljtfdf efj, sNkgf / cleJolQm  तत्वx¿df ;fd~h:otf 

/xG5 -l;+xn, !((&, k[= !^)_ . s8j]n sljtfnfO{ dfgj dgsf] k|fylds ;f}Gbo{Jofkf/ dfGb} 

Oltxf;, wd{, hfb", 6'gf / ljlwnfO{ klg o; cGtu{t clwu[xLt ePsf] dfGb5g\ - ;Lbf/f]j, !(*&, 

k[= !)_ . ;f}Gbo{zf:q ;f}Gbo{sf] cWoogstf{ zf:q xf] . ;flxTodf ;f}Gbo{ ;flxlTos s[ltsf] k|f0f 

cyjf r]tgfsf ¿kdf /xG5 . sf]r]sf cg';f/ ;f}Gbo{zf:qnfO{ lnlvt snfsf] bz{g dflgG5 . olt 

eP/ klg ;f}Gbo{zf:qLo cWoog cfjZos x'G5 . ;flxTo ;j{>]i7 snf ePsf] ;j{ljlbt 5 . o;}n] 

;f}Gbo{zf:qnfO{ snf lj1fgsf] snfzf:q dflgG5 . h]D; 8]j/ o;nfO{ ;'Gb/ c;'Gb/sf] j}1flgs 

tyf bfz{lgs cWoog dfGb5g\ -P l8S;g/L ckm ;fOSnf]hL,  !(*#,  k[= !)_ . ;f}Gbo{zf:qsf] 

;f}Gbof{g'ej cGo ef}lts cg'ejx¿;Fu leGg 5 - hh{ Pn]g / cGo, !(&(, k[= @–#_ . hLjgdf 

o;sf] d"No ljj]rgf ug'{ kb{5 .  

cGt{ljifofTds cg';GwfgcGtu{t ;f}Gbo{zf:qLo b[li6n] ;flxTodf cg';Gwfg x'g' cfjZos 

5 . ;f}Gbo{zf:qLo jf cGt{ljifofTds :t/sf] cg';Gwfg l;4fGt kIfsf nflu klxn] cg';Gwfg 

/rgfsf] :j¿k af]wdf Wofg lbg h¿/L x'G5 . snf, snf/rgf, snfs[ltsf] bz{g, dLdf+;f, Oltxf; 

/ cf;onfO{ ;+of]lht ug]{ ljBf tyf lj1fgnfO{ ;f}Gbo{af]wzf:q elgG5 -8f= /d]z s'Gtn_ . 

;f}Gbo{;QfnfO{ ;Ldfa4 ug{ ;lsb}g . k|s[lt / dfgj hLjg tyf dfgjsf ;a} ;[hgfTds 

lqmofsnfk ;f}Gbo{ x'g\ . oL ;f}Gbo{sf cefjdf snfTds ;f}Gbo{sf] JofVof c;Dej g} dflgG5 . 

o;}n] ;f}Gbo{zf:qsf] ljifo Tof] ;du| ;f}Gbo{sf] JofVof xf] h'g k|s[lt dfgj hLjg / snfx¿df 

cleJoQm x'G5 . ;flxTosf] ;f}Gbo{zf:qLo cg';Gwfgdf cg'e"ltut / cleJolQmut ;f}Gbo{sf] 

cWoog x'G5 -l;+xn, !((&, k[= !%(_ . o; k|sf/ ;f}Gbo{ zf:qLo cg';Gwfg cGtu{t cfˆgf 

cg'e"lt, k|ToIf :d[lt, sNkgf, cflbåf/f cfgGb pTkGg ug]{ j:t'sf u'0f, k|s[lt dfgj hLjg tyf 

nlnt snfx¿sf] cfgGb bfos u'0f cyjf :y"n of ;"Id hut\df cfTdfsf] cleJolQmsf] cWoog 

ul/G5 .  

;flxTosf/sf] b[li6 ;f}Gbo{lt/ clgjfo{ dflgG5 rfx] Tof] j:t'x¿sf] /+u ¿kdf xf];\ jf 

dg'iosf dg jrg / sd{df xf];\ . o; k|sf/sf efjsf] ;f}Gbo{af6 bLKt zAb cy{sf] ;f}Gbo{ ;flxTo 

aG5 . cg'e"lt ;f}Gbo{df efj sNkgfsf] ljj]rg cfpF5 / cleJolQmdf cn+sf/, laDa–k|tLs 5Gb 

/ efiffut ;f}Gbo{ cfpF5 . o;sf ;fy} dfgj / k|s[ltsf] cfnDjg ¿k ;f}Gbo{ klg cGt/ / afXo 

cfwf/df ;f}Gbo{zf:qLo cWoogdf u|x0f ul/G5 . afXo ;f}Gbo{df zf/Ll/s u7g, j0f{g, d'b|fx¿sf] 

;f}Gbo{ b]vfOG5 eg] cfGtl/sdf hLjgnfO{ ;f}Gbo{tf k|bfg ug]{ u'0fx¿sf] ;f}Gbo{ x]l/G5 . o; k|sf/ 

;flxTodf cGt{ljifofTds cg';Gwfg x'g' cToGt cfjZos 5 . ;f}Gbo{zf:q jf cGt{ljifofTds 



Educational Journal, May, 2025, Volume-4, Issue-1 

112 
 

:t/sf] s'g} klg cg';Gwfgdf l;4fGt kIfsf nflu cg';Gwfg /rgfdf pknAw af]wdf Wofg lbg' 

h¿/L 5 .  

z}nLj}1flgs cg';Gwfg 

z}nLsf] cWoog g} z}nLj}1flgs cg';Gwfg xf] . ;flxlTos /rgfdf n]vssf] JolQmTj 

ljz]ifsf] 5fk lbg] jf ljifoj:t'sf] cg's"n efj cleJoQm x'g] vf; 9fFrf z}nL xf] -kf]v|]n, @)$), 

k[= !@^&_ . ljrf/  तत्व jf cg'e"lt /rgf ¿kdf ¿kflot x'gf;fy z}nLsf] pbo x'G5 . cleJoQm 

ljrf/  तत्वdf ;f/f kl/j]z ;Gbe{, kl/l:ylt k|:t't ug{ z}nLsf] ;fdYo{sf] lge{/tf /xG5 . efiffsf] 

;+/rgfTds JofVofnfO{ lnP/ sfJozf:q / efiff lj1fgsf] k/Dk/fdf z}nL lj1fg Ps gjLgtd 

lj1fg xf] . ;flxTosf] z}nL tflTjs cWoog efiffsf] efiff–j}1flgs ljZn]if0fsf] ljlw;Fu k'i6    

/xG5 . z}nLj}1flgssf nflu efiff j}1flgs x'g' clgjfo{ 5 . efiff j}1flgs z}nLj}1flgs ;flxTosf] 

;+/rgfTds JofVof ug{ ;Ifd x'G5 .   

z}nL efiff tyf cleJolQmsf] p2]Zo / k|;+u hf]8\g] ;"qsf] gfd xf] . oxfF efiff kIfsf] ck]Iff 

;flxTokIfsf b[li6n] z}nL a'‰g'kb{5 . ;flxlTos /rgfdf z}nLsf] cfwf/e"t  महत्व /xG5 . z}nL 

ljz]ifn] s'g} klg /rgf ;flxlTos aGb5 . o;/L ag]sf] ;flxlTos s[lt tyf To;sf] ;flxlTos 

;+:s[ltsf] ;f}Gbof{Tdstfn] kf7s ;dLIfsnfO{ cg'ej u/fpFb5 . o; k|sf/ ljifo / ¿ksf] ;dlGjt 

syg e+ludf z}nL xf] . ;flxlTos kIfsf] b[li6af6 z}nLj}1flgs cg';Gwfg a'‰g n]vs of jQmf 

kf7s jf >f]tfsf] b[li6af6 klg z}nLsf] kl/efiff x]g'{ kb{5 . n]vssf] b[li6af6 z}nL cfTd;+:sf/jfbL 

j:t'lgi7 k|sf/sf] x'G5 . cfTd;+:sf/jfbL ¿kcg';f/ JolQmåf/f cfˆgf ljrf/x¿sf] Joj:yf / ult  

cyjf cGtM s/0fsf] jfXo cfs[ltsf] gfd z}nL xf] . j:t'lgi7 cfwf/df z}nL efiff ;fdfGosf] 

Joj:yf e+uåf/f cy{sf] e+ludfx¿df ;d[l4sf] gfd xf] . >f]tf kf7s ;dLIfssf] kl/efiff sygsf] 

eJo pbfQ ¿knfO{ nlIft ub{5 . cfw'lgs z}nL jf z}nL lj1fg lj:tf/} ljsl;t x'Fb} cfh ;flxlTos 

/rgfsf ;Gbe{df n]vs / kf7snfO{  महत्व glbP/ kf7nfO{  महत्व lbG5 . ca z}nLaf6 efiffsf] 

z}nL of n]vssf] z}nL h:tf] s'g} cy{ u|x0f ul/b}g . z}nLsf] cy{ t kf7sf] z}nL;Fu 5 . cj kf7sf] 

;Ldfleq jfSosf aLr kfOg] ;DaGwnfO{ z}nL elgG5 -l;+xn, !((&, k[= !^&_ . ;flxlTos s[ltsf 

kl/k|]Iodf efiff z}nLsf] ljno ;flxTo z}nLdf x'G5 .  

z}nL cd"t{ x'G5 . o;sf] u|x0fdf efiffsf :t/df efiff–;+/rgfsf] ljZn]if0f / zAb af]w 

;xfos x'G5g\ ToxL kf7sf :t/df cleJolQmsf p2]Zo / k|;+usf] ljZn]if0f klg ;xfos x'G5g\ . 

z}nLj}1flgs cg';Gwfgdf kf7sf cfwf/df cleJolQmsf] p2]Zo / k|;+usf] ljZn]if0f g} k|d'v x'G5 . 

efiffsf :t/df z}nL cGtu{t efiffsf ljleGg pk–Joj:yfx¿ tyf ;fdflhs, zf:qLo, ;flxlTos 

cflb Jojxf/x¿df cleJolQmsf] k|;+u of p2]Zo cg'¿k 5flgPsf efiffut / z}nLut pks/0fx¿sf] 

efiffz}nLsf ¿kdf cWoog ul/G5 . o; ljk/Lt ;flxlTos :t/df z}nLj}1flgs cWoog 1fgcGtu{t 

;flxlTos ;+/rgfsf ljleGg 36s, ltgsf ljz]iftf tyf ltgdf ljikGg ;f}Gbo{ u'0f cg'¿k efiffut 

z}nLut pks/0fx¿sf] cWoog ul/G5 .  

z}nLj}1flgs cg';Gwfgdf syg e+ludfaf6 k|;+unfO{ vf]Hb} p2]Zosf] lrgf/Lsf nflu 

;flxTosf] cWoog ul/G5 . e+ludfsf] ljZn]if0f ;+Zn]if0fåf/f ;flxlTos /rgfsf efj x[boud ug]{ 

k|lqmof, z}nL lj1fg xf] -l;+xn, !(*!, k[= &^_ . o; k|sf/sf] cWoog Ps kf7, Ps s[lt, Ps 

ljwf, Ps n]vs / Ps o'u dWo] s;}sf] klg cWoog x'g ;St5 .  
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efiffj}1flgs cg';Gwfg 

efiffsf] cWoog g} efiffj}1flgs cg';Gwfg xf] . efiff lj1fg efiffsf] pTklQ, ljsf;, 

kl/jf/, ;+/rgf kl/jt{g cflbnfO{ ;"Id lsl;dn] cWoog ul/g] zf:q xf] -kf]v|]n, @)$), k[=   

!)!!_ . efiff lj1fg efiffsf] ;+/rgf / To;sf] :j¿ksf] ljZn]ifs lj1fg xf] . ;flxTosf/ n]vssf] 

efiffsf] ;+/rgfsf] ljZn]if0faf6 p;sf] dfgl;s ;+/rgfsf] hfgsf/L x'g] ub{5 . ;flxTosf/sf] 

efiffdf zAb Pj+ cy{ k/:k/ ;+o'Qm x'G5g\ . ;flxTodf k|o'Qm efiffdf lglxt cy{ hfGgsf nflu 

;flxTosf] efiffj}1flgs cWoog ck]lIft x'G5 . cg';Gwfgsf b[li6n] ;flxTonfO{ df]6fdf]6L efiff / 

cleJoQm ljifo u/L b'O{ efudf af8\g ;lsG5 . oL b'j}sf] cGof]Gofl>ttfnfO{ x]bf{ of] ljefhg 

cfTolGts xf]Og . of] ;flxTonfO{ a'‰g ;'udtfsf b[li6n] ul/Psf] xf] . oL b'O{ ju{nfO{ k[ys ¿kdf 

k|wfgtf lbb} ;flxTosf] cWoog ubf{ k|fKt x'g] ljlzi6 hfgsf/Lsf]  महत्व cIf'00f 5 . cleJoQm 

ljifo of cy{nfO{ k|wfg dfg]/ u/fOg] cg';Gwfg jf cWoog ;flxTosf k|j[lQx¿, ljrf/wf/fx¿, 

efje+ludfx¿ hfgsf/L x'G5 . efiff of zAbnfO{ k|wfg dfg]/–;flxTosf/sf] dfgl;s ;+/rgf / 

p;sf] cleJolQm kIfsf] ;"Idflt;"Id cy{ 5fFof a'lemG5 . o; k|sf/sf] cg';Gwfg jf cWoog 

;flxTosf] efiffj}1flgs cg';Gwfg xf] -l;+xn, !(*!, k[= !^$_ . efiff lj1fg Ps :jtGq ljifo   

xf] . o;sf] cWoog If]qnfO{ af]nL, ljefiff, efiff tyf efiffx¿sf] cWoog, nf]s ;flxTosf] cWoog, 

;flxTosf] cWoog u/L tLg efudf ljefhg ug{ ;lsG5 . efiff lj1fg 1fgcGtu{t klxnf]df efiff 

zf:qLo b[li6af6 efiffsf] ;+/rgfdf ;xfos ;a} zfvfx¿nfO{ cfwf/ agfP/ cWoog ul/G5 . oL 

zfvfdf :jg lj1fg, :jlgd lj1fg, ¿lkd lj1fg, zAb ¿k k|lqmof, jfSo lj1fg kb{5g\ . bf];|f]df 

efiffnfO{ Jofjxfl/s ¿k lbg] efifflj1fgsf ;a} zfvf k|zfvfnfO{ :yfg lbOG5 . o;df cy{lj1fg, 

n]vlj1fg, zAbfy{lj1fg, zAbsf]z lj1fg, efiff e"uf]n, ;dfh efifflj1fg, efiff lzIf0f, cg'jfb 

cflb kb{5g\ . z}nL lj1fg / kf7fnf]rg rflxF o; 1fgcGtu{t ;fljsdf /x] klg cj cWoogsf 

k[ys zf:q ag]sf 5g\ .  

efiffsf] o; k|sf/sf] efiffj}1flgs cWoogsf k4lt j0f{gfTds, P]ltxfl;s, t'ngfTds, 

k|of]lus u/L rf/ 5g\ . j0f{gfTds k4ltcGtu{t efiffsf] /rgf k|lqmofsf] ;dsflng ljZn]if0ffTds 

ljj]rgf ul/G5 . P]ltxfl;s k4ltcGtu{t s'g} efiffsf] ljsf;sf] z[ª\vnfsf] cGj]if0f ul/G5 . 

t'ngfTds k4ltdf s'g} Ps efiffsf] ;dsflns efiff of efiffx¿sf ;fy ;+/rgfTds 

ljz]iftfx¿sf] t'ngfTds cfwf/ ljZn]if0f ul/G5 . k|of]ufTds k4ltdf efiffsf] cGoq pkof]u 

h:tf oflGqs pks/0f zAbsf]z lgdf{0f, lnlk ;'wf/ OToflbdf ljrf/ ul/G5 . efifflj1fgsf] o; 

k|sf/sf] cWoognfO{ :jtGq If]qLo cWoog g} elgG5 . h'g efiffnfO{ lnP/ of] cWoog ul/G5 ToxL 

efiff ljz]ifsf] cWoog klg elgG5 . cg';Gwfgsf :t/df efiffsf] o; k|sf/sf] cWoog ;flxTonfO{ 

cfwf/ agfP/ ubf{ To;df kof{Kt cGt/ cfpF5 . cWoog k|0ffnLdf c+zdf s]xL ;dfgtf eP/ klg 

To; ;do cWoogsf] nIo k|ToIftM efiffsf] cWoog geP/ ;flxTosf/ jf s[ltsf] cWoog x'G5 . 

o; k|sf/sf] cWoogåf/f efiffsf] ljZn]if0f cleJolQm ljifosf cy{ 5ljx¿sf] pb\3f6g x'G5 . 

o;af6 ;flxTosf/sf] dfgl;s ;+/rgf a'‰g ;lsG5 . nf]s ;flxTosf ;Gbe{df o; k|sf/sf] 

hfgsf/L ;fd"lxs cflbd nf]sdfg;sf] ;+/rgfsf af/]df nufOG5 . o;k|sf/ efiff j}1flgs 

cg';Gwfgsf] ;flxlTos ljZn]if0fåf/f ;f+:s[lts, ;fdflhs, dgf]j}1flgssf] cWoog x'g] ub{5 . 

efiffj}1flgs cg';GwfgnfO{ zAbfjnLsf] ;|f]t / Jo'TklQ k/ssf b[li6n] klg cWoog ug{ ;lsG5 .  
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dgf]j}1flgs cg';Gwfg 

dgsf] cWoog g} dgf]j}1flgs cg';Gwfg xf] . cfw'lgs sfndf 1fg lj1fgsf cg]s If]q 

cnu cnu ePsf 5g\ / ;a}sf] ljsf; :jtGq ¿kn] eO/x]sf] 5 . k|frLg, dfWolds / cfw'lgs 

sfnsf ljz]if1 cnu cnu kfOG5g\ . ;flxlTos cg';Gwfgsf nflu lgoldt k7gsf ;fy dgg / 

tbg';f/ n]vg sfo{sf] cfjZostf /xG5 . a6]{08 /;]n eljiodf zlQmsf] dgf]efjn] k|]dsf] dgf]efj 

k"/f k/flht ug]{ ub{5, eG5g\ . /;]n k|]dL, slj / /x:ojfbLnfO{ k|fKt x'g] ;Gtf]if To;sf] cg'e"lt 

zlQmsf cGj]ifLnfO{ sbflk gx'g] 7fG5g\ . ;flxlTos cg';Gwfgdf vf; u/]/ cfw'lgs hLjgsf] 

kl/k|]IonfO{ k"/f ug]{ k|oTg ug'{ kb{5 . o; ;Gbe{df /;]nn] vf]h]sf] ;d:ofsf] dgf]j}1flgs ;dfwfg 

vf]Hg' cfjZos 5 . ;dsflng n]vg ;fdflhs ;Gbe{nfO{  महत्व lbG5 . o; k|oTgdf JolQm / 

;dfh b'j} d'Qmefjaf6 lgs6 cfpg' kb{5 -/fh'/s/, !((&, k[= `) . cg';Gwfgstf{x¿sf] sfo{ 

hLjgsf] hl6ntf / b'¿xtfnfO{ af}l4s cfwf/ lbg' xf], hf] 5 To;nfO{ :ki6 ¿kdf a'emfP/ eGg' 

xf] . 

dgf]j}1flgs :t/df cGt{ljifofTds cg';Gwfg Ps clgjfo{ / ck]Iffs[t clws Jofks 5 . 

dgf]]lj1fg dflg;sf dgsf] k|s[lt, p;sf ljleGg cj:yf tyf lqmof / To;sf] k|efj cflbsf] 

cWoog ljZn]if0f ug]{ lj1fg jf zf:q xf] . dgf]ljZn]if0fn] dgsf] ljZn]if0f ub{5 -kf]v|]n, @)$), 

k[= !)$*_ . dgf]lj1fg dgsf] ;+/rgf lqmof / Jojxf/sf] cWo]tf lj1fg xf] . o; cWoog1fgcGtu{t 

dg'iosf Jojxf/nfO{ a'‰g', To;sf efjL ¿knfO{ kQf nufpg' / To;df lgoGq0f ug'{ kb{5g\ . 

k|frLgsfndf oL ;a} cWoognfO{  तत्व 1fgcGtu{t 7flgGYof] . cfh o; dgf]lj1fgnfO{ gLltzf:q 

h:tf] cfbz{jfbL dflgb}g, lsgls j:t'lgi7tf / k|fof]lus k4lt;Fu afFlwPsf] sf/0f o;nfO{ lj1fg 

dflgG5 .  

dgf]lj1fg zAbsf] ;j{k|yd k|of]u ;qf}+ ztfAbLdf kfOPtfklg o;k"j{ g} dfgjsf dfgl;s 

lqmof Jofkf/ jf Jojxf/df ljrf/ ul/Psf] kfOG5 . CUj]bdf dfg; x[b -x[bo_ zAbsf] k|of]u kfOG5 

-rn]/, !((&, k[= !)_ . j}lbs Clif dgl:yltx¿sf ljleGg w/ftnaf6 ljleGg k|sf/sf sljtf 

hGdG5g\ eGg] s'/f;Fu ;a} cjut lyP -l;+xn, !(*!, k[= !^!_ . 8f= xl/rGb| jdf{sf] vf]h cg';f/ 

æk|mfo8åf/f k|jlt{t cfw'lgs dgf]ljZn]if0f zf:qdf ePsf] ljj]rgfsf] Jofjxfl/s pbfx/0f CUj]bdf 

;'ne 5  -rn]/, !((&, k[= $(_ . ef/tLo bz{gsf ;f+Vo, Gofo, j}z]lifs, j]bfGtdf dgf]j}1flgs 

k|Zgsf ulx/fO;Dd ljrf/ ul/Psf] 5 .  ;Vofdf dgsf] cWoog / d'08sf]klgifb x[bo u|lGy / 

u'xfu|lGy zAbsf] k|of]u, uLtfdf dg, a'l4, cx+sf/, lrQ, /fu, å]if, u'0f, >4f, x[bo–bf}a{No, åGå, 

åGbftLt, x[bou|lGy, sfd, qmf]w, cx+sf/ cflb k|z:t dgf]j}1flgs zAb k|o'Qm 5g\ -l;+xn, !(*!, 

k[= !^!_ . cfw'lgs sfndf cfP/ ljifo / zf:q dWo] dgf]lj1fg klg Ps xf] . of] Ps o:tf] zfvf  

h;sf] ;flxTo;Fu w]/} 3lgi6 ;DaGw 5 . lsgls ;flxTon] dfgjLo dg / lqmofsnfknfO{ lrq0f 

ub{5 / dgf]lj1fgn] To;sf] ljZn]if0f ub{5 .  

dgf]lj1fg g} Ps o:tf] ljBfzfvf xf] hf] elQm, /x:ojfb, wd{ bz{g, cfWoflTdstf / ;f}Gbo{ 

zf:qLo JofVofsf If]qdf ;d]t pkof]uL 5 -l;+xn, !(*!, k[= !^@_ . dgf]lj1fgsf s}of} zfvfx¿ 

/ ;+k|bfo ljsl;t ePsf 5g\ . ltgdf afn dgf]lj1fg, c;fdfGo dgf]lj1fg jf dgf]ljs[lt lrlsT;f 

dgf]lj1fg, cf}Bf]lus dgf]lj1fg k|d'v 5g\ . ;flxlTos cg';Gwfg oL ;+k|bfo jf zfvfsf cwLg 
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Tolt ck]lIft 5}g hlt dgf]lj1fgsf] ;dj]t ¿k;Fu 5 . ;flxTodf efjx¿ / dgf]j]ux¿sf] lrq0f 

x'G5 / efj tyf dgf]j]usf] cWoog dgf]lj1fgsf] s]Gb|ljGb' xf] . o;}n] dfgjLo Jojxf/sf] oyfy{ 

:j¿ksf] lrgf/Lsf nflu ;flxTosf] dgf]j}1flgs cWoog clgjfo{ 5 . xj{6{/L8sf cg';f/ 

dgf]j}1flgs dfgl;s k|lqmof;Dd k'Ugsf nflu /rgfsf] ljZn]if0f u5{ o; b[li6n] snf Tolt  
महत्वk"0f{ 5 - u'Ktf, !(^&, k[=$)_ . o; k|sf/ dgf]j}1flgs cg';Gwfg ;flxTozf:qLo l;4fGtx¿df 

klg s]xL g s]xL gofF hf]8\g] Ifdtf /fVb5 .   

;flxTosf] dgf]j}1flgs cg';Gwfgsf s}of}+ k|sf/sf cfwf/ x'g ;S5g\ . ;flxTodf 

k|tLsx¿sf] w]/}  महत्व x'G5 . dgf]lj1fgsf k|tLsx¿n] d"n pb\ud;Dd k'u]/ ltgnfO{ ljZn]if0f  

u5{ . o;k|sf/ ;flxTo dgf]ljZn]if0fsf nflu hLjg k|jfxaf6 d"n ljDa / ;xh cg'ejx¿df jfx\o 

oyfy{sf ;dfhk/s JofVofsf] cfwf/ h'6fp5 . dgf]lj1fgn] sfJo k|]/0ffnfO{ klg JofVof u5{ . 

dgf]lj1fg cg';f/ k|]/0ffsf ;Gbe{df snfsf/ Ps :t/df cfˆgf] r]tg lgoGq0faf6 d'Qm eP/ cfB 

dfg; cjr]tgfdf k|j]z u5{ hxfFaf6 To;nfO{ gofF tflTjs zlQm k|fKt x'G5 . of] c;+a4 clt 

sNkgf eP/ klg ;d[4 x'G5 . o;k|sf/ dgf]lj1fgn] snfsf/sf dgsf] /f]dfl06l;Hd / 

Snfl;l;Hdsf] åGånfO{ klg JofVof u5{ . o:t} dgf]lj1fgn] ldysLo ljZn]if0fåf/f ldysLo 

cfnf]rgfsf] lgwf{/0fdf of]ubfg lbG5 .  

;dfhzf:qLo cg';Gwfg 

;dfhzf:qLo cg';Gwfg ;dfh / o;sf ;+/rgfsf] ;}4flGts cWoog ug]{ ljwf xf] . dfgj 

;dfh tyf ;+:s[ltsf] pTklQ, ljsf; cflbsf] ljj]rgf ul/Psf] zf:q ;dfhzf:q xf] -kf]v|]n, 

@)$), k[= !#)&_ . ;dfhzf:q zAb c+u|]hLsf] ;f];f]nf]hLsf] g]kfnL ¿kfGt/0f cg'jfb xf] . of] zAb 

Nofl6gsf] ;f]lzod, lu|ssf] nfu;;Fu ldn]/ ag]sf] 5 . ;dfhzf:qdf ;dfhsf d"n ;+/rgf tyf 

;dfhsf b'j{n jf ;+ul7t ug]{ ;a}  तत्वsf] cWoog ul/G5 . ;fdflhs ;DaGw jf ;dfhnfO{ 

k|efljt ug]{  तत्वx¿sf] s]xL cWoog cy{zf:q, dgf]lj1fg / cGo ;dfhlj1fgdf klg x'G5 . 

To;f] eP tfklg ;dfhzf:q Ps ;j{yf :jtGq lj1fg jf zf:q xf] -l;+xn, !((&, k[= !^_ . 

;dfh;Fu ;DalGwt ;a} zf:q s'g} g s'g} ¿kdf ;dfhzf:qsf C0fL x'G5g\ . s'g} If]q ljz]ifsf] 

cWoogsf nflu s]xL l;4fGt lglZrt ePdf To; k|sf/sf l;4fGtfjnLnfO{ To; If]qsf] zf:qsf] 

;+1f      lbOG5 . ;dfhzf:qdf ;dfhsf] cWoog ul/g] l;4fGt /xG5 . zf:qLo cWoog ;b}j 

j}1flgs cWoog x'g] ePsfn] ;dfhzf:qLo cWoog klg ;dfhsf] j}1flgs cWoog g} x'G5 .  

  ljZjsf ;a} ef}lts cef}lts j:t'x¿sf] Ps :j¿k x'G5 / o; :j¿ksf] lgdf{0fdf cg]s 

cGtj{:t'sf] of]ubfg /xG5 . ;dfhsf ;Gbe{df k|lt:kwf{, ;xof]u, clwgtf, >dljefhg cflb 

;DaGwsf s]xL :j¿k ePsf 7fpFdf /fhgLlt, wd{, cy{, bz{g cflb cGtj{:t'x¿;Dd ;Lldt      

x'G5 . ha ls ;dfhzf:qdf ;fdflhs ;DaGwsf] :j¿ksf] klg cWoog ul/G5 . k|:t't oL cWoog 

k|d'v x'G5g\ . ;dfhzf:qsf] o; cWoog k|0ffnLnfO{ ;Dk|bfo cGtu{t u|x0f ul/G5 .  

 ;dfhzf:qsf] csf]{ ;Dk|bfo ;dGjofTds ;Dk|bfodf cGo ;dfh lj1fgdf cWoog ul/g] 

cGtj{:t'x¿sf cltl/Qm o:tf] kl/l:yltnfO{ klg cWoog ul/G5 . h;sf] cWoog cGo ;dfh 

lj1fgdf ul/Fb}g . ;dGjofTds ;Dk|bfosf] cWoog If]qdf cfpg] cWoog ;fdu|LnfO{ ;fdflhs 

;+/rgfzf:q, ;fdflhs b}lgsL, ;fdfGo ;dfhzf:q u/L tLg efudf afF8\g ;lsG5 . ;fdflhs 

;+/rgfzf:qdf ;fdflhs ;+u7gnfO{ k|efljt ug]{ ljleGg k|sf/sf ef}uf]lns cfwf/nfO{ cWoog 
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ul/G5 . ;fdflhs b}lgsL cGtu{t wd{, bz{g, /fhgLlt cflbnfO{ ;dfhsf] ljljw cË dfg]/ ltgnfO{ 

cWoog ul/G5 . ;fdfGo ;dfhzf:q kIf cGtu{t ;dfhsf ljleGg cËdf JofKt ;fdfGo tYox¿ 

vf]h]/ ltgnfO{ cWoog ul/G5 . ;flxTodf ;dfhzf:qLo cg';Gwfg clgjfo{ 5 . ;flxTo JolQm, 

;d'bfo, kl/jf/, ;+:yfx¿ / d"Nox¿sf] x|f;, lj36g tyf ;f+:s[lts k|efj lnP/ lxF8\5 . ;fdflhs 

kl/jt{g hxfF ;fdflhs ;+/rgf, kl/jt{g / To;sf] gju7g u5{ . ToxL ;flxTo cfˆgf] bfloTj o; 

j:t'l:yltsf] efjfTds lrq0f u5{ .  

 ;dfhzf:qLo cg';Gwfgsf] k|lqmof cGt{ljifofTds cg';Gwfg cGtu{t cfpg] s'g} klg 

cg';Gwfgb[li6df tYofl>t x'G5 . cg';Gwfgstf{n] klxn] cg";Gw]o, /rgfx¿df ;DefJo  
तत्वx¿sf] k|sf/df ;dfhzf:qsf] cWoog ub}{ cfˆgf] cg';Gwfgsf] l;4fGt kIf tof/ ug'{ kb{5 

. o;sf nflu To;sf] cWoog cToGt ;"Id / ulDe/ x'g' kb{5 . lsgls o;}sf cfwf/df kl5 

cg';Gwfg k|:t't ug'{ kb{5 .   

lgisif{ 

of] cg';Gwfg cfw'lgs ;flxTo / cg';Gwfg;Fu ;Da4 ljifodf s]lGb|t /x]sf] 5 . cGt{ljifos 

;flxlTos cg';Gwfgdf ;f}Gbo{zf:qLo, z}nLj}1flgs, dgf]j}1flgs / ;dfhzf:qLo :j¿k;Fu 

cfw'lgs ;flxTo / cg';Gwfgsf] cj:yf s:tf] /x]sf] 5 eGg] ;d:of;Fu ;DalGwt eP/ of] 

cg';Gwfg ul/Psf] 5 . o;df JofVofTds ljlwsf] pkof]u ul/Psf] 5 . cfw'lgs ;flxTo cg';Gwfg 

k4lt j}1flgs k4lt xf] . o;sf] cWoog ax'ljifos / ax'ljlwsf] ;dfof]hgsf ¿kdf ul/G5 . x/]s 

ljifosf aLrdf ljleGg cGt{ljifos kIf ufFl;Psf x'G5g\ . ;fdflhs, cfly{s, /fhgLlts, bfz{lgs, 

;flxlTos h:tf s'g} klg ljifosf] csf{] ljifo;Fu ;x;DaGw /fv]/ dfq k'gM cWoog ug{ ;lsG5 . 

Pp6f ljifo dfq geP/ cGt{ljifofTds k4ltaf6 cfhsf] cWoog cl3 a9fOg] ePsfn] hl6n 

ldl>t ljlzli6s[t cWoog cg';Gwfgsf ¿kdf cfw'lgs ;flxTo cg';GwfgnfO{ lng ;lsG5 . o;} 

cfwf/df ;flxTosf] cWoog jf cg";Gwfg ubf{ ;f}Gbo{zf:qLo, z}nLj}1flgs, efiffj}1flgs, 

dgf]j}1flgs, ;dfhzf:qLo h:tf ljleGg jf tLdWo] s'g};Fu ;DalGwt eP/ cWoog ug{ ;lsg] / 

To;af6 g} cWoogdf k"0f{tf cfpg ;S5 eGg] o;sf] k|flKt / lgrf]8 /x]sf] 5 .  

 

;Gbe{;fdu|L 

uhfgg, dfwj -!(*( O{=_, ;dLIff sL ;d:ofPF, bf];|f] ;+=, gofF lbNnL /fhsdn k|sfzg . 

u'Ktf, Pg= bf; -!(^& O{_,= OËln; ln6\/]r/ ckm 6\j]G6Ly\ ;]Gr'/L, UjfnLo/M lstfj3/ . 

u'Ktf, P=Pg / u'Ktf ;tLz -!(*# O{=_, P l8Szg/L ckm ln6/6L 6d;{, j/]nL k|sfzg a'S; l8kf]. 

u'Ktf, ;'/]zrGb| -!(^& O{=_, zf]w ;dLIff, cfu/fM k|sfzg .  

rn]/, hgfb{g /fj -!((& O{=_, cfw'lgs ;flxTo cf}/ cg';Gwfg  . 

hh{, Pn]g / cGo -!(&( O{=_, l8Szg/L ckm jN8{ ln6/]6L 6D;{, ;+Dkf=l;Kn] hf];]km 6L, n08g . 

kf]v|]n, afns[i0f / cGo -@)$)_, g]kfnL j[xt\ zAb sf]z, sf7df8f}FM g]/fk|k| . 

aGw', v]dgfy -@)##_, cg';Gwfg kl/ro, sf7df8fM}F gf}nf] g]kfnL  k|sf;g .  

aGw' r"8fdl0f -@)%@_, cg';Gwfg tyf k|ltj]bg n]vg, sf7df8f}FM /Tgk':ts e08f/ . 

a/fn, Clif/fh -@)%%_, pkGof;sf ;f}Gbo{zf:q, sf7df8fM}F ;femf k|sfzg .  

/fh'/s/, af]/f -!((& O{=_, cfw"lgs ;flxTo cf}/ cg';Gwfg, /fhdxn . 
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zdf{, df]xg/fh -@)$*_, z}nL lj1fg, sf7df8f}FM g]/fk|k| . 

zdf{, df]xg/fh -@)%%_, ;dsfnLg ;dfnf]rgf l;4fGt / k|of]u, sf7df8f}FM g]/fk|k| .  

l;x+n, zlze"if0f -!(*! O{=_, lxGbL ;flxTo ljwfP] cf}/ lbzfP, lbNnL M k|jL0f k|sfzg . 

l;+xn, j}hgfy -!((& O{=_, cfw'lgs ;flxTo cf}/ cg';Gwfg, lbNnLM g]zgn klAnl;Ë xfp; . 

;Lbf/f]j, o -!(*& O{=_, ;flxTo cf}/ ;f}Gbo{ zf:q, gO{ lbNnLM ;flxTo csfbdL . 
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n]v;f/ 

k|:t't n]v g]kfnL d'Qmssf] l;4fGt / k/Dk/fdf cfwfl/t /x]sf] 5 . o;df d'Qms 

kl/rofTds:j¿k klxNofOPsf] 5 . o;}u/L g]kfnL d'Qms n]vg k/Dk/f / o;sf ;+/rs 

tTjx¿af/] ljZn]if0f ul/Psf] 5 . o;df d'Qmssf] ;}4flGts :j¿k tof/ kfbf{ ljleGg 

ljåfgåf/f n]lvPsf k':ts, n]v, /rgf tyf pgLx¿sf wf/0ffnfO{ cfwf/ agfOPsf] 5 . o;sf] 

p2]Zo d'Qmssf] ;}4flGts :j¿k klxNofpg', k/Dk/f lg¿k0f ug'{ / ;+/rs tTjx¿sf] 

ljZn]if0f ug'{ /x]sf] 5 . n]vdf u'0ffTds cg';Gwfg 9fFrfsf] k|of]u ul/Psf] 5 . k':tsfnoLo 

sfo{af6 ;fdu|L ;ª\sng ul/Psf] 5 . o;qmddf ;fdu|L ;ª\sng låtLos ;|f]taf6 ;ª\sng 

ul/Psf] 5 . o;df cfudgfTds ljlwnfO{ cjnDjg ul/Psf] 5 . n]vdf ;flxTosf] kBfTds 

/rgf dflgg] d'Qmssf] d"n lrgf/L rt'ikbL xf] elgPsf] 5 . jt{dfgdf lgs} nf]slk|o ljwfsf 

¿kdf :yflkt d'Qms;DaGwL rrf{ ;+:s[t ;flxToaf6 ePsf] xf] eg] n]vg sfo{ zlStaNne 

cHof{nsf] …tgxF" es'08f]Ú af6 ePsf] tYo k|fKt ePsf] 5 . d'Qms P, P, la, P sf] ;+/rgfdf 

tof/ kfl/g], ljifoj:t', efj jf ljrf/, efiffz}nL, ;+/rgf, p2]Zo, no, laDa, k|tLs / 

cnª\sf/, cg'k|f; cflbsf] plrt ;+of]hgaf6 d'Qms tof/ kfl/g] s'/f pNn]v ul/Psf] 5 . 

o:t} cfofdsf b[li6n] n3'td eP klg of] cfk}mdf k"0f{, sl;nf], rf]l6nf], k|efjsf/L tyf 

x[bonfO{ rdTs[t ug]{ vfnsf] x'g] s'/f lgisif{sf ?kdf  k|:t't ul/Psf] 5 . k|:t't cWoogn] 

;DalGwt If]qdf cWoog, cg';Gwfg ug{ rxg] tyf o; ljifo If]qk|lt ?lr /fVg] ;/f]sf/jfnf 

;Dk"0f{nfO{ ;xof]u k'¥ofpg] ck]Iff ul/Psf] 5 .  

d'Vo zAbfjnL M ;flxTo, n3'td, rt'ikbL, cg'k|f;, d'Qmno, a4no, ;+/rs tTj   

cWoogsf] k[i7e"ld 

5Gbsf ljljw k|sf/dWo] d'Qms cGob]zLo 5Gb cGtu{t kb{5 . of] sljtfsf] n3'td 

¿k xf] . of] Ps Znf]sdf n]lvPsf] sljtfsf] ;fgf] t/ cfkm}df k"0f{, :jtGq / dfjg x[bonfO{ 

https://doi.org/10.3126/ej.v4i1.86178
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Educational Journal, May, 2025, Volume-4, Issue-1 

 

119 

 

ljz]if k|efj kfg]{ /rgf xf] . g]kfnL d'Qms cª\u|]hLdf k|rlnt Sjf6«]g;Fu glhs b]lvG5 eg] 

c/aL–kmf/;Lsf] ?afO{;Fu ldN5 -uf}td, @)*!, k[= %!_ . sljtf ljwf cGtu{t kg]{ eP klg 

o;sf] cfˆg} vfnsf] ;+/rgf 5 . yf]/}df w]/} eGg ;Sg' / cfg'k|fl;s em8\sfn] kf7ssf dgdf 

ljB'tLo t/ª\u pTkGg u/fpg ;Sg' d'Qmssf] ljz]iftf xf] -g]kfn, @)&*, k[=@^_ . d'Qmsdf 

olt g} kª\lSt x'g' k5{, x/]s kª\lStdf olt g} cIf/ x'g' k5{ eGg] vf; lgod t e]l6b}g 

tyflk hDdf rf/ kfpdf ;+/lrt x'g' / ;a} kª\lStdf cIf/ut ;dfgtf x'g' ;'Gb/ dflgG5 . 

d"ntM d'QmsnfO{ rt'ikbLo /rgf dflgG5 . d'Qmssf] cfbz{ jf dfgs ¿k rt'ikbL g} xf] -

k/fh"nL, @)^&, k[=$_ . rf/ x/kmdf ;+/lrt x'g', klxnf], bf];|f] / rf}yf] x/kmdf 

cg'k|f;÷sflkmof x'g', t];|f] x/km :jtGq x'g', Ps cfj[lQdf efj ;Dk|]if0f ug{ ;Sg', yf]/}df klg 

w]/} s'/f eGg ;Sg', ;f/ule{t s'/fn] d'6' Rjf:; 5'g ;Sg', dfgj ;'v, b'Mv, xif{, kL8f, 56k6L 

h:tf dfgj x[bosf efjx¿sf] ljlzi6 z}nLdf k|:t'lt /xg', cfˆg} cl:tTj x'g', sljtf 

ljwfdf 5'6\6} k|efj kfg{ ;kmn x'g' o;sf d"n ljz]iftf x'g\ .  

d'Qmssf] rrf{ ;+:s[t ;flxToaf6 ePsf] xf] . ;+:s[t ;flxTodf k|rlnt d'Qms / c/aL 

kmf/;L ;flxTodf k|rlnt ?afO{ cfk;df lgs6 b]lvG5 . ;+:s[t ;flxTodf k|rlnt d'Qms / 

pb'{ ;flxTodf k|rlnt ?afO{ larsf] ;+/rgfTds / efjljGof;ut lgs6tf /x]sf] :ki6} 

b]lvG5 -e§/fO{, @)&&, k[=!(_ . ;+:s[t / pb'{ kmf/;L ;flxTodf h:t} k|frLgsfnb]lv g} g]kfnL 

;flxTodf klg of] lgs} nf]slk|o dflgPsf] 5 . g]kfnL sljtf n]vg sfo{sf] yfngL eP;Fu} 

o;sf] klg yfngL ePsf] kfOG5 . tyflk d'Qms n]vgsf] k/Dk/f eg] clUgk'/f0f;Fu hf]l8g 

k'u]sf] e]l6G5 . k|f/Dedf k|]dhGo ljifodf d'Qms n]Vg] k|rng a9L kfOG5 . jt{dfgdf eg] 

ljljw ljifonfO{ cFufnL d'Qms n]lvPsf] e]l6G5 . ljz]iftM nfdf vfnsf /rgfdf kf7ssf] 

Wofg sd hfg yfn]kl5 ;d;fdlos wf/fdf o;n] km:6fpg] cj;/ kfPsf] b]lvG5 .  

o; ;Gbe{df g]kfndf ;flxTo;Fu ;DalGwt /x]/ y'k|} cWoog cg';Gwfg ePsf 5g\ . 

oBlk sljtfs} n3'td ¿k dflgg] d'Qms ;'?jftb]lv kl5Nnf] ;do;Dd ;a}sf] nf]slk|o 

dflgPsf] b]lvG5 . jt{dfgdf o;af/] cWoog cg';Gwfg / n]vg sfo{n] pRr :yfg kfpg 

yfn]sf] b]lvG5 . o;s|ddf lglb{i6 zLif{s ;Da4 cWoog cg';Gwfg eg] t'ngfTds ¿kdf 

sd} ePsf] kfOG5 . o;y{ To;sf] l/Sttfsf nflu o; n]vsf] cf}lrTo 5 eGg] ljZjf; 

ul/Psf] 5 . ;du|t M k|:t't n]vdf d'Qms kl/ro, k/Dk/f, ;+/rs tTj / ;flxTodf o;sf] 

:yfg af/] ljZn]if0f ul/Psf] 5   

k"j{sfo{sf] cWoog 

sljtf ljwf cGtu{tsf] d'Qms pkljwf ;DaGwL ljleGg cWoog, cg';Gwfg, k':ts 

k|sfzg, n]v jf /rgf k|sfzg ePsf 5g\ . d'/f/L -@)^&_, åf/f d'Qms dLdf+;f k':tsdf 

g]kfnL d'Qmssf cfsf/–k|sf/ zLif{s cGtu{t d'Qmssf] kl/ro, d'Qmssf cfsf/–k|sf/af/] 

rrf{ ul/Psf] 5 . o;}u/L ;f]xL k':tsdf g]kfnL d'Qms sljtfdf ;dsfnLg k|j[lQx¿ / 

ljleGg d'Qmssf/x¿ tyf ltgsf d'Qmsfl/tfaf/] lj:t[tdf ljZn]if0f ul/Psf] 5 . To;}u/L 

e§/fO{ -@)&&_, åf/f k|1f g]kfnL gf/L d'Qms k':tsdf d'Qmssf] kl/ro, k[i7e"ld / gf/L 

d'Qmssf/x¿ zLif{s cGtu{t d'Qmssf] kl/ro tyf k[i7e"ld, d'Qmssf] kl/efiff tyf dfGotf, 

d'Qmssf] P]ltxfl;s k[i7e"ld / k/Dk/faf/] rrf{ ul/Psf] 5 . g]kfn -@)&*_, åf/f n]vg lzNk 

k':tsdf d'Qms n]vg zLif{s cGtu{t d'Qmssf] ;}4flGts, o;sf] ;+/rgf, g]kfnL ;flxTodf 

d'Qms n]vg, d'Qms n]vg k|lqmofaf/] lj:t[t ¿kdf rrf{ ul/Psf] 5 . uf}td -@)*!_ åf/f 

k|fl1s ljdz{ gfds hg{ndf g]kfnL d'Qmssf] ;+/rgfTds ljZn]if0f zLif{sdf n]v k|sfzg 

ul/Psf] 5 . o; n]vdf d'Qmssf] kl/ro lbO{ d'Qmssf] ;+/rgfTds ljZn]if0f cGtu{t 
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d'Qmssf] ;+/rgf, g]kfnL d'Qmssf] /rgf ljwfg, d'Qmsdf efj÷ljrf/, d'Qmsdf efiffz}nLo 

ljGof;, d'Qmsdf no ljwfg, d'Qmsdf laDasf] k|of]u, d'Qmsdf k|ltssf] k|of]u, d'Qmsdf 

5Gbsf] k|of]u, d'Qmsdf cnª\sf/sf] k|of]uaf/] lj:t[t rrf{ ul/Psf] 5 .  

p2]Zo 

o; n]vsf] p2]Zo d'Qmssf] ;}4flGts :j¿k klxNofpg', o;sf] k/Dk/fsf] lg¿k0f ug'{ 

/ ;+/rgfTds tTjx¿sf] ljZn]if0f ug'{ /x]sf] 5 .  

cWoogsf] kl/;Ldf 

k|:t't n]v d'Qmssf] ;}4flGts :j¿k klxNofpg', o;sf] k/Dk/fsf] lg¿k0f ug'{ / 

;+/rgfTds tTjx¿sf] ljZn]if0f ug{df dfq s]lGb|t 5 .  

cWoog ljlw 

k|:t't n]vdf u'0ffTds cg';Gwfg ljlwsf] k|of]u ul/Psf] 5 . o;df k':tsfnoLo 

sfo{af6 ;fdu|L ;ª\sng ul/Psf] 5 . o;qmddf låtLos ;|f]taf6 ;fdu|L ;ª\sng ul/Psf] 

5 . o;df tYofª\ssf] ;ª\sng, juL{s/0f / ljZn]if0fsf nflu cfudgfTds ljlwsf] k|of]u 

ul/Psf] 5 . o;df ;fdu|L ;ª\sng ubf{ d'Qms ;DalGwt cflwsfl/s k':tsx¿nfO{ 

pkof]udf NofOPsf] 5 . o;sf ;fy} k|:t't ljifo;Fu ;DalGwt zf]wu|Gy, cg';Gwfgd"ns 

kqklqsfdf k|sflzt n]v tyf /rgfx¿nfO{ klg låtLos ;|f]tsf ¿kdf pkof]u ul/Psf] 5 .  

glthf tyf laZn]if0f 

;}4flGts kl/ro  

;flxTo x[bonfO{ rdTs[t t'Nofpg ljlzi6 z}nLdf n]lvPsf] /rgf xf] . sljtf, 

cfVofg, gf6s, lgaGw ;flxTosf d'Vo ljwf x'g\ . o; ;Gbe{df sljtf ;flxTosf] ;j{k|frLg, 

;d[4 / nf]slk|o ljwf xf] . g]kfnsf cg';f/ sljtfsf n3'td\, n3', dWod, a[xt\ / a[xQ/ u/L 

kfFrcf]6f ¿kx¿ kfOG5g\ -@)&*, k[=@!_ . To;dWo] d'Qms cfsf/sf b[li6n] sljtfsf] n3'td 

ljwf cGtu{t kb{5 . of] d"ntM Ps Znf]sdf ;+/lrt x'G5 . ;+/rgfTds ¿kdf d'Qms 5f]6f] 

eP klg cf]hk"0f{ / ;f/ule{t x'G5 .  

d'Qms tT;d zAb xf] . of] sljtfsf] n3'td ¿k cGtu{tsf] Ps nf]slk|o / k|l;4 

ljwf xf] . d'Qm zAbdf sg nfu]/ d'Qms zAbsf] lgdf{0f ePsf] xf] . g]kfnL a[xt\ zAbsf]z -

@)^(_ df æk"jL{o sfJozf:q cg';f/ ;df;/lxt uBÙ syf ;"qdf cfj4 gePsf], x[bosf 

lg/k]If :jtGq sljtfÙ 6'qm] sljtfÆ nfO{ d'Qmssf ¿kdf lrgfOPsf] 5 -k[=!)@)_ . kfZrfTo 

;flxTodf klg o;;Fu ldNbf] ¿k kfOG5 . d'Qmsdf PskbL, låkbL, lqkbL, rt'ikbL, k~rkbL 

/ if6\kbL;Ddsf sljtf ¿k kfOG5g\ . o:tf ljleGg ¿ksf sljtfnfO{ ToxfF leGgleGg gfd 

lbOPsf] 5 tfklg cª\u|]hL Sjf6«]g -Quatrain_ elgg] rt'ikbL sljtf g} k"jL{o d'Qmssf] 

glhs b]lvG5 -e§/fO{, @)&&, k[= !&_ .   sljtfsf] n3'td ¿k eP lg of] x[bosf efjnfO{ 

k|efjsf/L ¿kdf cleJoSt ug]{ tyf dgdf ljB'tLo em6\sf dfg]{ ;Gbe{df jt{dfg ;dodf 

o;sf] nf]slk|otf a9\bf] 5 .  

d'Qms kBfTds /rgf xf] . uf}tdsf cg';f/ of] r6gLsf] :jfb lbg] sljtfsf] ¿k xf] . 

cfsf/sf b[li6n] d'QmsnfO{ låkbL, lqkbL, rt'ikbL x'Fb} ;KtkbL;Dd juL{s/0f ul/Psf] kfOG5 . 

xfn k|rngdf /x]sf g]kfnL d'QmsnfO{ cfsf/ut b[li6n] rf/ :j¿df /fv]/ x]g{ ;lsG5 . tL 

o; k|sf/ 5g\ M 
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-s_ n3'td d'Qms M b'O{ jf tLg r/0f;Dd lj:tfl/t 

-v_ dfgs d'Qms M rf/ r/0fsf 

-u_ lj:tfl/t d'Qms M kfFrb]lv ;ft r/0f;Dd lj:tfl/t 

-ª_ cltlj:tfl/t d'Qms jf cd'Qms M ;ft r/0feGbf dfly -k/fh'nL, @)^&, k[=^*_ 

o;/L cfsf/ut b[li6n] d'QmsnfO{ ljleGg ¿kdf ljefhg u/] klg jt{dfgdf eg] 

rt'ikbL /rgf g} o;sf] d"n lrgf/L xf] . ljleGg ;Gbe{df ;fdfGotM d'Qmsx¿ rf/ x/kmb]lv 

cf7 x/km ;Ddsf x'G5g\ egL kl/eflift ul/P klg d"ntM d'Qmssf] ;+/rgf rt'ikbL g} xf] -

g]kfn, @)&*, k[= ^@_ . 5Gbsf zf:qLo, nf]s jf hftLo, cfuGt's / d'St u/L rf/ k|sf/dWo] 

d'Qms cfuGt's 5Gbsf] ljlzi6 ¿k xf] . o;df dgdf xif{, lj:dft\, v';L, b'MvL, ldng, 

lj5f]8sf efjgfx¿ v]ln/x]sf x'G5g\ . d'Qmsdf ltg} efjnfnfO{ 5f]6f] t/ ;f/k"0f{ tl/sfn] 

k|:t't ul/Psf] x'G5 . cfsf/sf b[li6n] of] 5f]6f] x'G5 t/ :jod\df k"0f{ x'G5 . o;n] vf; cy{ 

jf ;Gb]z k|jfx ug{ ;Sg] Ifdtf /fv]sf] x'G5 .  

d'Qmsdf ljifoj:t', efj, efiffz}nL, p2]Zo, no, laDa, k|tLs, cnª\sf/, cg'k|f; 

cflbsf] plrt ;+of]hg e]l6G5 . cg'k|f;sf] t o;df clgjfo{tf g} /xG5 . k|f/Dedf k|foM 

k|0fo jf dfof, k|]d, lj5f]8 h:tf ljifon] d'Qmsdf a9L :yfg kfP klg cfhef]ln ;fdflhs, 

/fhgLlts, k|fs[lts, wfld{s, ;f+:s[lts, z}lIfs, cfly{s h'g;'s} ljifodf d'Qms n]Vg ul/G5 . 

d'Qms h:t} ?jfO{ klg rt'ikbL jf Ps Znf]ssf] x'g] / To;df klg PPlaPs} ;+/rgf e]l6g] 

x'Fbf sltkon] d'Qms / ?afO{nfO{ p:t} ¿kdf lng] u/]sf 5g\ . sltkon] rflxF oL b'O{nfO{ 

km/s ¿kdf lrgfPsf] kfOG5 . g]kfn -@)&*_ sf cg';f/ oL b'O{df ;+/rgfut leGgtf 5 . 

pgsf ljrf/df d'Qms a4no / d'Qmno b'j}df n]lvG5 t/ ?afO{ a4no dfq x'G5 . To;}n] 

;a} ?afO{ d'Qms x'g ;S5g\ t/ ;a} d'Qms ?afO{ x'g ;Sb}gg\ -k[=@^_ . h]xf];\ ?afO{ zf:qLo 

5Gbdf dfq n]lvg] t/ d'Qms a4 jf :jtGq nodf klg n]lvg ;lsg] x'Fbf oL b'O{nfO{ s]xL 

leGg dfGg ;lsG5 .  

d'Qmssf x/]s x/kmdf olt g} cIf/ x'g' kg]{ dfGotf t e]l6b}g tyflk ;a} x/kmdf 

cIf/ut ;dfgtf ;'Gb/ dflgG5 . PsZnf]sdf ;+/lrt x'g] d'Qmsdf ;du| efj ;Dk|]if0f ug{ 

;lsG5 . PPlaPsf] ;+/rgfdf tof/ kfl/g] d'Qmsdf] ;'?sf] kfpn] ljifosf] p7fg u5{ . o;sf] 

bf];|f] kfpn] klxnf] kfps} ljifosf] ;dy{gdf hf]8 lbG5 . o;sf] t];|f] kfp :jtGq x'G5 . 

clGtdsf] rf}yf] kfp zlStzfnL jf jhgk"0f{ x'G5 . clGtdsf] rf}+yf] kfpn] d'6'df em8\sf xfG5 

. oL rf/ kfpdWo] klxnf], bf];|f] / clGtd jf rf}+yf] x/kmdf cg'k|f;sf] k|of]u clgjfo{ dflgG5 

. P, P, aL, P sf] ;+/rgf / efjut pGgognfO{ g]kfnn] e"lk z]/rgsf] /rgfnfO{ cfwf/ 

agfP/ o;/L :ki6;Fu a'emfpg vf]h]sf 5g\ M 

P Ö k|To]s kx]Fnf] wft'nfO{ ;'gsf] uh'/ eGg dg nfU5 

P Ö k|To]s kG5LnfO{ jgsf] dh'/ eGg dg nfU5 

aL Ö rfs/L ubf{ ubf{ o:tf] eO;lsof] ls 

P Ö af6fdf e]l6Psf] uwfnfO{ klg xh'/ eGg dg nfU5 .  -@)&*, k[=^#_ .  

;+/rgfsf b[li6n] hDdf rf/ kfpsf] eP klg o;n] hgdfg;df vf; ;Gb]z k|jfx u5{ 

. o:tf /rgfdfkm{t dfgj hLjg ef]ufOnfO{ :k:6 ¿kdf lrq0f ul/g'sf ;fy} ;fdflhs, 
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/fhg}lts, ;f+:s[lts, z}lIfs, k|zf;lgs cflb If]qsf ljs[lt, lj;ª\ult, e|i6frf/ k|lt ltvf] 

Joª\Uo k|xf/ ul/G5 . ;fy} ;'wf/sf] ck]Iff klg ul/G5 .  

 

g]kfnL d'Qms n]vg k/Dk/f 

g]kfnL sljtf n]vg k/Dk/fsf] ;'?jft lj=;+ !*@^ lt/af6 ePsf] kfOG5 . k|fylds 

sfndf n3'td, n3', demf}nf / a[xt\ cfsf/sf sljtf n]lvPsf] e]l6G5 . o;y{ sljtf n]vg 

sfo{sf] ;'?jft;Fu} d'Qms n]vgsf] klg ;'?jft ePsf] xf] eGg ;lsG5 . o;sf] n]vg Oltxf; 

k'/fgf] 5 . g]kfndf d'Qms n]vgsf] Oltxf; sl/a b'O{ ;o jif{ k'/fgf] kfOG5 -e§/fO{, @)&&, 

k[=@@_ . k/fh'nLsf cg';f/ zlStaNne cHof{nn] n]v]sf …tgxF" es'08f]Ú zLif{ssf b'O{ Znf]s 

g]kfnL efiffdf e]l6Psf ;aeGbf k'/fgf d'Qms x'g\ . To;sf/0f …tgxF" es'08f]Ú zLif{ssf oL b'O{ 

Znf]s g]kfnL cflb d'Qms x'g\ / zlStaNne cHof{n g]kfnL cflbd'Qmssf/ x'g\ -@)^&, 

k[=$@_ . x/]s kfpdf cg'k|f; e]l6g] d'Qms :j¿kdf n]lvPsf] pgsf] /rgf o; k|sf/sf] lyof]  

 wfosf] 5 ndh'+u ds'08f] 

 sf:sL afFw ;'gsf] 5 if's'08f] 

 kLp7fgL sg b]p ;'s'08f] 

 dfl/ n]p tgx"F t es'08f] . -k/fh'nL, @)^&, k[=$#_ 

k|fyldssfnLg g]kfnL slj zlStaNne cHof{nnfO{ cflbd'Qmssf/sf ¿kdf lrgfpg] 

ul/P klg o;sf af/]df rrf{ eg] clUgk'/f0faf6 gfds u|Gyaf6 ePsf] e]l6G5 . d'Qmssf 

af/]sf k|i6 wf/0ff lbg] klxnf] u|Gy clUgk'/f0f xf] -k/fh'nL, @)^&, k[=^^_ . d'QmsnfO{ 

;a}eGbf klxn] kl/eflift ug]{ sfd …clUgk'/f0fÚ n] u/]sf] 5 . …clUgk'/f0fÚ n] x[bonfO{ rdTs[t 

kfg]{ /rgfnfO{ d'Qms eg]sf] 5 eg] clegj u'Ktn] cGo Znf]s;Fu c;Da4 eP/ klg :jtGq 

¿kdf kf7snfO{ /;f:jfbg u/fpg] /rgfnfO{ d'Qms egL lrgfPsf 5g\ -g]kfn, @)&*, k[=^!_ 

. h] xf];\ g]kfnL k|fylds sfnLg slj zlStaNne cHof{nkl5 u'dfgL kGt, /3'gfy kf]v¥ofn, 

efg'eSt cfrfo{, dfWoldssfnLg slj df]tL/fd e§, zDe'k|;fb 9'ª\Uofn nufotsf sljx¿n] 

d'Qms z}nLdf y'k|} /rgf l;h{gf u/]sf] e]l6G5 .  

d'Qms n]vg sfo{nfO{ ljleGg ;dodsf sljx¿n] cfcfˆg} tl/sfn] cufl8 a9fP klg 

sljtfsf] cfw'lgs sfnkl5 o;n] vf; :j¿k u|x0f u/]sf] kfOG5 . o; ;dosf d'Qmsdf 

ljifoj:t'ut ljljwtf, efj, no, efiffz}nL tyf ;+/rgfdf ;Gt'ngtf e]l6G5 . 

cfw'lgssfnsf sljx¿df n3'td ¿ksf sljtf n]vgk|lt ljz]if ?lr / kf7ssf] klg 

nfdfeGbf cfsf/sf b[li6n] 5f]6f /rgfk|lt cfsif{0f a9]sf];Fu} d'Qmsn] ;flxTodf ljz]if :yfg 

k|fKt cf]u6]sf] e]l6G5 . cfw'lgssfn To;df klg lj=;+= @)!) kl5 d'Qmssf] k"0f{ ;+/rgfnfO{ 

cFufnL o;sf] n]vg sfo{ ul/Psf] kfOG5 . o; ;dodf snd rnfPsf n]vgfy kf}8\ofn, 

afns[i0f ;d, nIdLk|;fb b]jsf]6f, dfwjk|;fb l3ld/], eLdbz{g /f]sf, e"kL z]/rg, s[i0fk|;fb 

k/fh'nL, ofbj v/]n, df]xg sf]O/fnf, df]xg lxdf+z' yfkf, j}/fuL sfOFnf, ;?eSt, xl/b]jL 

sf]O/fnf, piff z]/rg, 1fg'jfs/ kf}8]n, aF"b /fgf nufotsf w]/} d'Qmssf/n] d'Qmssf] ljsf; 

/ lj:tf/df pNn]Vo e"ldsf v]n]sf] 5g\ . dxfg\ x:tLx¿n] snd rnfPsf] x'Fgfn] sljtfsf] 

cfw'lgs  sfnnfO{ d'Qms n]vgsf] pj{/ sfn dflgG5 .  
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cfw'lgs sfn cGtu{t klg ;d;fdlos wf/fdf d'Qms n]vgsf] k|efj a9L e]l6G5 . 

;d;fdlos jf k/jtL{ wf/fdf a[xt\ / demf}nf cfsf/sf sljtfx¿ Tolt b]vf kb}{gg\ . d'Qms, 

uhn, k'm6s/ sljtf / uLtx¿s} afx'Notf o;df e]l6G5 -e08f/L / kf}8]n, @)^^, k[=#%_ . 

o; ;Gbe{df cfw'lgs sfnLg g]kfnL d'QmsnfO{ 5'§} ;+/rgfdf lrgfpg eLdbz{g /f]sfsf] 

of]ubfg ljz]if e]l6G5 . g]kfnL ;flxTodf d'Qms eg]/} d'Qms n]Vg] klxnf] d'Qmssf/ eLdbz{g 

/f]sf -!(*^–@)%(_ x'g\ . lj=;+= @)!) sf] k|ult -jif{ –!, cª\s–#_ df k|sflzt /f]sfsf …s]xL 

d'QmsÚ g} g]kfnL d'Qmsk/Dk/fnfO{ cfw'lgstfdf ¿kfGt/0f ug]{ sf];]9'ª\uf ;flat ePsf 5g\ 

-g]kfn, @)&*, k[= ^^_ . /f]sfåf/f /lrt d'Qmssf] Pp6f gd'gf o; k|sf/ 5 M 

/ft s]jn Ps k|x/ afFsL 5 

tLg k|x/sf] clGtd c;/ afFsL 5 

klZrd k'u]sL PSnL rfFbgLnfO{ 

s]jn Pp6f d]/} e/ afFsL 5 . -g]kfn, @)&*, k[= ^&_ 

eLdbz{g /f]sfsf] pSt /rgfkl5 ljleGg d'Qmssf/x¿n] d'Qms n]vg sfo{nfO{ cufl8 

a9fPsf] kfOG5 . o; ;Gbe{df lj=;+ @)!^ df 6]saxfb'/ …gjLgÚ sf] rf]O6f zLif{ssf] s[lt 

k|sfzg eof] . pgsf] of] s[lt g]kfnLdf k|sflzt klxnf] d'Qms ;ª\u|x dflGg5 . o;}u/L 

lj=;+= @)$@ df k|sflzt pgs} …d]/f s]xL rf]O6fx¿Ú d'Qms;ª\u|xn] d'Qms n]vg sfo{df 

ljz]if e"ldsf v]n]sf] kfOG5 . o;}u/L lj=;+= @)@$ df k|sflzt s[i0fk|;fb k/fh'nLsf] …;o 

yF'uf k"mnÚ gfds d'Qms;ª\u|xn] klg d'Qms n]vg k/Dk/fdf csf]{ gjLg prfO yKg] sfd 

u/]sf] kfOG5 . o; ;dodf dfly pNn]v ul/Psf afx]s df]bgfy k|l>t, /]0f'sf e§/fO{, b'a;' 

If]qL, k'ik clwsf/L …c~hnLÚ, k|s6 k+u]gL lzj, b]jL g]kfn, d'/f/L k/fh'nL, /d]zrGb| l3ld/], 

;Gtf]if cDufO{ nufotsf cGo y'k|} d'Qmssf/x¿af6 d'Qms n]vg / k|sfzg sfo{ eO/x]sf] 

kfOG5 .    

d'Qms n]vgsf] ljsf; / lj:tf/sf nflu ;do;dodf y'k|} JolStut tyf ;+:yfut 

k|of; ePsf 5g\ . ljleGg ;dodf ePsf] hgcfGbf]ng, ;flxlTos cfGbf]ng, nf]stGq, 

u0ftGqsf] :yfkgf cflbn] o;sf] ljsf;df k|ToIf k|efj kf/]sf] kfOG5 . /fli6«o tyf lhNnf / 

:yfgLo :t/df k|sflzt kqklqsf, n]v /rgf, o; ;DaGwL ePsf cWoog cg';GwfggfTds 

sfo{, /]l8of], Pkm= Pd=, 6]nLlehg cflbn] o;sf] ljsf;df pNn]Vo e"ldsf v]n]sf 5g\ . o:t} 

g]kfn k|1f k|lti7fg, g]kfn d'Qms k|lti7fgnufot g]kfnL efiff, ;flxTosf] ;d[l4sf nflu 

:yfkgf ul/Psf ;flxlTos k|lti7fgx¿, /fli6«o gfr3/, kf]v/]nL, o'jf ;f+:s[lts kl/jf/, 

;do ;dodf ul/g] uf]li7 tyf ;]ldgf/, o; ;DaGwL hf/L 3f]if0ff kq, d'Qms d~r u7g, 

ljljw ;flxlTos d~r u7g, ljleGg ;Gbe{df ;+:yfx¿df cfof]hgf ul/g] sfo{qmdx¿, d'Qms 

n]vg k|ltof]lutf, d'Qms jfrg, d'Qms ljz]iffª\s k|sfzg cflbn] d'Sts n]vg, k|sfzg, 

ljsf; / ;Da4{gdf pNn]Vo e"ldsf lgjf{x u/]sf 5g\ .  

d'Qmssf ;+/rs tTj 

;+/rs eGgfn] s'g} j:t'sf] lgdf{0fsf] cjoj, 36s jf To;sf] tTj eGg] a'lemG5 . 

d'Qmssf ;+/rs tTjx¿ eGgfn] d'Qms lgdf{0fsf nflu cfjZos kg]{ 36s eGg] x'G5 . h'g 

geO{ Tof] aGb}g, ToxL To;sf] tTj x'G5 -nfld5fg], @)&&, k[=!##_ . d'Qmsdf ljifoj:t', efj 

jf ljrf/, efiffz}nL, ;+/rgf, p2]Zo, no, laDa, k|tLs / cnª\sf/, cg'k|f;, sygk4lt 
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cflbsf] plrt ;+of]hg x'G5 . oxfF d'Qmssf d'Vo ;+/rs tTjx¿af/];ª\If]kdf rrf{ ul/Psf] 

5 M 

ljifoj:t' 

ljifoj:t' d'Qmssf] Ps ;+/rs tTj xf] . o;n] d'Qms h]sf af/]df n]lvG5 To;nfO{ 

af]w u/fpF5 . d'Qms h'g;'s} ljifodf n]Vg ;lsG5 . tyflk k|f/Dedf a9L k|0fo;Fu ;DalGwt 

eP/ d'Qms /rgf ul/Psf] kfOG5 . jt{dfgdf k|0fosf ;fy} ;fdflhs, /fhgLlts, k|fs[lts, 

wfld{s, ;f+:s[lts, z}lIfs, cfly{s, hLjgsf ofjt ef]ufO h'g;'s} ljifodf d'Qms n]Vg ul/G5 

. ;fy} pSt ljifoIf]qdf b]vfk/]sf ljs[lt, If]qsf ljs[lt, lj;ª\ult, cGofo, cTofrf/, 

e|i6frf/ k|lt ltvf] Joª\Uo k|xf/ ul/G5 .  

efj jf ljrf/ 

efj eGgfn] To;n] k|s6 ug{ vf]h]sf s'/f, a'emfpg vf]h]sf] ;Gb]z jf To;sf] ;f/tTj 

eGg] x'G5 . ctM of] dfgj x[bo;Fu lgs6 x'G5 . d'Qmsdf dfgj hLjg;Fu ;DalGwt psfnL–

cf]/fnL, ;'v–b'Mv, xif{–lj:dft, cfgGb–kL8f, dfof–k|Llt, ldng–la5f]8, hLjg ef]ufO jf 

cg'e"lt h:tf efj k|s6 ePsf] x'G5 . o:t} wd{, ;+:sf/, d]nfkft cflb;Fu ;DalGwt /x]/ 

ljrf/ cleJoSt ePsf] x'G5 / o;s} dfWodaf6 vf; ;Gb]z klg k|jfx ul/Psf] x'G5 .  

efiffz}nL 

ljifosf] ;Dk|]if0fsf nflu …efiffÚ rflxG5 eg] k|:t'ltsf] snfTdstfsf nflu …z}nLÚ sf] 

cfjZostf kb{5 -g]kfn, @)&*, k[=!#(_ . o; ;Gbe{df d'Qms cleJolStsf] dfWod efiff xf] 

eg] z}nL k|:t'ltsf] 9fFrf jf tl/sf xf] . o;y{ efiffz}nL d'Qmsn] h'g efj JoSt ug{ vf]h]sf] 

5 To;sf] dfWod / k|:t'ltsf] sf}zntf;Fu ;DalGwt x'G5 . d'Qmssf] efiff vlbnf], 

clewfeGbf a9L nfIfl0fs, nlnt, sf]dn, ljlzi6, af]wuDo / cfnª\sfl/s x'g' kb{5 . 

o;;Gbe{df cg'k|f;Lo kb jf kbfjnLsf] k|of]u clgjfo{ dflgG5 . k|:t'ltsf] z}nL cfsif{s, 

/f]rs / pT;'stf hufpg] vfnsf] x'g' kb{5 .  

p2]Zo 

x/]s sfo{ ug'{sf] cfˆg} p2]Zo eP em}F d'Qms n]vgsf] klg vf; p2]Zo x'G5 . d'Qms 

n]vgsf] p2]Zon] o;n] JoSt ug{ vf]h]sf] ;Gb]znfO{ a'emfpF5 . o;sf] p2]Zo ljljw ljifoaf/] 

1fg u/fpg', gLltr]tgf k|bfg ug'{, ljljw If]qdf b]lvPsf ljs[lt, lj;ª\ultk|lt Joª\Uo ug'{sf 

;fy} ;'wf/sf] ck]Iff ug'{, dgf]/~hg k|bfg ug'{ cflb x'g ;S5 .   

;+/rgf 

;+/rgf eGgfn] To;sf] agf]6 / a'gf]6 jf To;sf] cfofd, nDafO, rf}8fO / ulx/fO 

eGg] a'lemG5 . d'Qms sljtf ljwfs} Ps pkljwf eP klg o;sf] cfˆg} ;+/rgf x'G5 . 

rt'ikbL ;+/rgfdf lgld{t x'g' o;sf] afXo :j¿k xf] eg] a'gf]6df ;xefuL efj÷ljrf/, 

efiffz}nLo ljGof;, b[li6ljGb', p2]Zo cflb tTjx¿sf] ;x;DaGw cfGtl/s a'gf]6 xf] -uf}td, 

@)*!, k[= $%_ . d'Qms P, P, la, P sf] ;+/rgfdf d"ntM rf/ x/kmdf tof/ kfl/G5 . o;df 

klxnf], bf];|f] / rf}yf] x/km cg'k|f; o'St x'G5 t/ t];|f] x/km :jtGq x'g] ePsfn] cg'k|f; 

cfjZos kb}{g . o:t} klxnf] x/kmn] ljifosf] p7fg, bf];|f]n] klxnf] x/kmnfO{ ;dy{g / ljsf; 

u5{ eg] t];|f] x/kmn] rf}yf] x/kmnfO{ k|efjsf/L, cf]hgbf/agfpg / s't"xtnf hufpg agfpg 
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ljz]if e"ldsf lgjf{x ub{5 . rf}yf] x/kmn] d'6'df ljB'tLo df/ jf em6\sf k|xf/ u5{ / ;a}eGbf 

a9L cf]hgbf/ x/km klg oxL x'G5 .  

no 

sljtfdf no clgjfo{ dflgG5 . d'Qms klg sljtfs} n3'td ¿k ePsfn] o;df klg 

nosf] k|of]u ul/G5 . d'Qms a4no / d'Qmno b'j}df n]lvG5 -g]kfn, @)&*, k[=@^_ . 

uf}tdsf cg';f/ a4 no cGt{ut jfl0f{s, dflqs tyf nf]sno kb{5g\ eg] d'Qmno eg]sf] 

cfGtl/s no ljwfg ePsf] uBno xf] -@)*!, k[= $(_ . h]xf];\ a4no eGgfn] afFlwPsf] / 

d'Qm no eGgfn] :jtGq eGg] a'lemG5 . g]kfndf d'Qms a4 jf d'Qms dWo] s'g} Ps nosf] 

k|of]u u/L n]lvPsf] kfOG5 .  

laDa, k|tLs / cnª\sf/ 

laDa, k|tLs tyf cª\sf/ klg d'Qmssf] dxÎjk"0f{ ;+/rs tTj  xf] . o;sf] k|of]un] 

d'Qmssf] cf]h a9fpF5 . d'Qmsdf k|of]u ul/g] laDan] cb[Zo s'/fnfO{ b[Zojfg agfpg, 

cleJolStnfO{ lrqfTds agfpFg / efj ;Dk|]if0fdnfO{ ;/n agfpg d4t u5{ . o:t} k|tLsn] 

s'g} Ps j:t'÷ljifosf dfWodaf6 cs}{ j:t'÷ljifo a'emfpg dbt u5{ . cnª\sf/n] /rgfnfO{ 

;f}Gbo{ agfpg dbt u5{ . ;dutM d'Qmsdf JoSt ug{ vf]lhPsf] efjnfO{ ;"qfTds, 

k|efjsf/L agfpg, cb[Zo s'/fnfO{ a'emfpg tyf To;sf] ;'Gb/tf, df]xstf, rdstf clej[l4 

ug{ laDa, k|tLs tyf cª\sf/sf] k|of]u ul/G5 .  

cg'k|f; 

cg'k|f;sf] k|of]un] d'QmsnfO{ ;'Gb/ agfpF5, >'ltdw'/ / k|efjsf/L agfpF5 . d'Qms 

sf] klxnf], bf];|f] / rf}yf] kª\lStdf cg'k|f; clgjfo{ dflgG5 . t];|f] kª\lSt :jtGq x'g] ePsfn] 

o;df cg'k|f;sf] cfjZostf kb}{g . o;nfO{ sltkon] d"ntM uhndf k|of]u ul/g] sflkmofsf 

¿kdf ;d]t lrgfPsf 5g\ .  

lgisif{ 

d'Qms ;flxTosf] kBfTds /rgf xf] . of] sljtfs} n3'td ¿k xf] . ;+:s[t ;flxToaf6 

o;sf] rrf{ x'g yfn]sf] xf] . clUgk'/f0f u|Gydf o;sf] rrf{ eP klg zlStaNne cHof{nnfO{ 

cflbd'Qmssf/sf ¿kdf lnOG5 . of] cª\u|]hL ;flxTosf] Sjf6«]g tyf c/aL kmf/;L ;flxTodf 

k|rlnt ?afO{;Fu glhs b]lvG5 . sljtf n]vg sfo{;Fu} cufl8 a9]sf] d'Qms jt{dfgdf lgs} 

nf]slk|o ljwfsf ¿kdf :yflkt 5 . of] 5f]6f] x'G5 t/ cfk}mdf k"0f{, k|efjsf/L tyf x[bonfO{ 

rdTs[t ug]{ vfnsf] x'G5 . o:t} sl;nf] Pjd\ dgdf af0f xfGg] / x[bonfO{ cfgGb k|bfg ug]{ 

vfnsf] x'G5 . rt'ikbL d"n klxrfg ag]sf] d'Qms P, P, la, P sf] ;+/rgfdf tof/ kfl/G5 . 

o;df ljifoj:t', efj, efiffz}nL, p2]Zo, laDa, k|tLs, cnª\sf/, no, cg'k|f; cflbsf] 

;+of]hg e]l6G5 . of] ljljw ljifodf n]lvG5 . o; ;Gbe{df dfgj hLjg;Fu ;DalGwt 

psfnL–cf]/fnL, ;'v–b'Mv, xif{–lj:dft, cfgGb–kL8f, dfof–k|Llt, ldng–la5f]8, lrGtf, 56k6L 

h:tf hLjg ef]ufO jf cg'e"ltx¿nfO{ ;d]l6Psf] x'G5 . d'Qms n]vgsf] ljsf;, lj:tf/ / 

pGgogsf nflu ;do;dodf y'k|} JolStut tyf ;+:yfut k|of; ePsf 5g\ .  
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;Gbe{ ;fdu|L ;"rL 

cof{n, yfg]Zj/ -@)&(_, uhnsf ;+/rgfTds tTjx¿, a'6jn SofDk; hg{n  

-jif{–!, cª\s–%_, k[=@)&–@)@! . 

sf]O/fnf, wgklt -@)&$_, ;flxTozf:q / g]kfnL ;dfnf]rgf, sf7df8f}+ M zAbfy{ k|sfzg .  

uf}td, nId0fk|;fb -@)*!_, d'Qmsdf /x:osf] tLj|tf, d'Qms ofqf, d'Qms d~r, 

kf]v/f .  

uf}td, t'n;Lk|;fb -@)*!_, g]kfnL d'Qmssf] ;+/rgfTds ljZn]if0f, k|l1s ljdz{+  

  -jif{–^, cª\s–!@_, k[=$$–%@ .  

g]kfn, b]jL -@)&*_, n]vg lzNk, sf7df8f}+ M P]/fjtL k|sfzg k|f=nL= 

k/fh'nL, s[i0fk|;fb -@)%%_, …d'QmsÚ g]kfnL ;flxTo sf]z, ;Dkf=O{Zj/ a/fn / cGo, 

sf7df8f}+ M g]kfn /fhsLo k|1f k|lti7fg= .  

k/fh'nL, d'/f/L -@)^&_, d'Qms dLdf+;f, sf7df8f}+ M ljj]s l;h{gzLn k|sfzg k|f=nL= .  

kf]v/]n, afns[i0f, lqkf7L, jf;'b]j, k/fh'nL, s[i0fk|;fb, zdf{, uf]kLs[i0f / e§/fO{, 

xif{gfy -;Dkf_, -@)^(_, g]kfnL a[xt\ zAbsf]z -cf7f}+ ;+=_, sf8df8f}+ M g]kfn 

k|1f k|lti7fg .  

e§/fO{, /]0f'sf -@)&&_, k|1f g]kfnL gf/L d'Qms, sf7df8f}+ M g]kfn k|1f k|lti7fg . 

e08f/L, kf/ifdl0f / kf}8]n, dfwjk|;fb -@)^^_, g]kfnL sljtf / sfJo, sf7df8f}+ M 

ljBfyL{ k':ts e08f/ . 

nfld5fg], slknb]j -@)&&_, nf]s;flxTo l;4fGt, sf7df8f}+ M g]kfn k|1f k|lti7fg .  

zdf{, df]xg/fh -@)#*_, ;d;fdlos g]kfnL d'Qms M klxrfgsf s]xL a'Fbfx¿, dw'ks{, 

-jif{– !$ cª\s ^–&_, k[=!^!–!^$ .  
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लेखसार 

प्रस्ततु लेख व्यतिरेक िा अर्थभेदकता  सँग सम्बन्धित रहकेो छ । यस लेखमा स्िर िणण र व्यञ् जि 

िणणहरूको सूची ददिकुा सथै िी सबै िणणको वितभन्न व्यतिरेकी यगु्मको माध्यमले विश् लेषण गरी 
पररिेिगि वििरण गिुण यस लेखको मखु्य उदे्दश्य रहेको छ ।  प्रस्ततु लेखमा गणुात्मक अध्ययन 

न्िन्िको अिलम्बन गररएको छ । प्राथतमक स्रोि अन्द्िगणि िथ्याङ्कको सङ्कलि िमिुा छिोट वितधमा 
आधाररि छ । यस अन्द्िगणि अजयमेरू गाउँपातलकाका वितभन्न उमेर समूह, तलंग, जािजाति, 
पेिा, िगणका उदे्दश्यमूलक िमिुा छिोटमा परेका सूचकबाट िब्दसूची, प्रश् िािली, कुराकािी र 
अन्द्ििाणिाणबाट सामग्री सङ्कलि गररएको छ । यस भाषामा छ ओटा स्िरिणण र तिस ओटा व्यञ् जि 
िणण रहेका छि ्। स्िरिणण शजब्राको सवियिा, शजब्राको उचाइ र ओठको अिस्थाका आधारमा 
पदादद, पदमध्य र पदान्द्िमा व्यतिरेकी छि ्। व्यञ्जििणणमा कोमलिाल्व्य, प्रकशपपि र पाशवणक, 
स्िरयन्द्रमखुी र िर्त्स्यण, कोमलिाल-ुस्पिी र अल्पप्राण, िर्त्स्यण -स्पिणसङ्घषी र अल्पप्राण, िर्त्स्यण- 
स्पिी र अल्पप्राण, दन्द्र्त्य-स्पिी र अल्पप्राण, ओष्ठ्य-स्पिी र अल्पप्राण, कोमलिाल-ुस्पिी र 
अघोष, कोमलिाल-ुस्पिी र सघोष, िर्त्स्यण-स्पिणसङ्घषी र अघोष, िर्त्स्यण-स्पिी र अघोषमा पदादद, 
पदमध्य र पदान्द्ि गरी सबै िहमा व्यतिरेक रहेका छि ्भिे िातसक्यिणण पदाददमा व्यतिरेक 
देशखदैिि ्। िर्त्स्यण र शजह्वाफलक, स्पिणसङ्घषी र शजह्वाफलक, स्पिण र शजह्वाग्र, स्पिण र दन्द्र्त्य, 
िर्त्स्यण-स्पिणसङ्घषी र महाप्राण, दन्द्र्त्य-स्पिी र महाप्राण, िर्त्स्यण-स्पिणसङ्घषी र सघोष, िर्त्स्यण-स्पिी 
र सघोष, ओष्ठ्य-स्पिी र सघोषमा पदमध्य र पदान्द्िमा व्यतिरेक पाइँदैि । र्त्यसै गरी  िर्त्स्यण 
र शजह्वाग्र, दन्द्र्त्य, ओष्ठ्य, स्पिण र ओष्ठ्य, कोमलिाल-ुस्पिी र महाप्राण, िर्त्स्यण-स्पिणसङ्घषी र 
महाप्राण, ओष्ठ्य-स्पिी र महाप्राण, दन्द्र्त्य-स्पिी र अघोष, ओष्ठ्य-स्पिी र अघोषमा पदान्द्िमा 
व्यतिरेक पाइँदैि । 

िब्दकुञ्जी : व्यतिरेक, प्राण,् िणण, अथणभेदक, यगु्म 
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पररचय 

भाषा पररििणििील िस्ि ु हो । र्त्यसैले कुिै पति भाषा सबै ठाउँ र सबै शस्थतिमा 
एकिासले प्रयोग भएको पाइँदैि । भौगोतलक दूरी, सपपकण को अभाि, समयको लामो अन्द्िराल, 
वितभन्न भावषक समदुायसँगको सपपकण  आदीका कारणले एउटै भाषाका वितभन्न भेदहरू तिमाणण 
हिुे गदणछि ्। डडेल्धरुा शजल्लामा बोतलिे भाषा डडेल्धरेुली भाषा हो । यो भाषा डडेल्धरुा 
शजल्लामा बसोरबास गिे अतधकांि व्यशिहरूले बोल्दछि ्। यस भाषामा भतुिउँ गखाण, रुपाल 
गखाण, पश् च गखाण, तभरी मधेि र गड गखाण जस्िा क्षेरीय भावषक भेदहरू रहेका पाइन्द्छि ्। यो 
अध्ययि भतुिउँ गखाणमा बोतलिे भावषक भेदमा आधाररि छ र यस अध्ययिमा अजयमेरु कोटलाई 
केन्द्रतबन्द्द ुबिाई सामग्री सङ्कलि गरी विश् लेषण गररएको छ ।  

िणण भाषाको पवहलो एकाइ हो । यसका बारेमा बन्द्ध ु(२०५३) ले भाषाका आन्द्िररक 
रचिामा भाषाका िणण, व्याकरण र िब्दभण्डार आउँछि ् भने्न कुराको चचाण गरेका छि ्। 
संरचिािादी भाषािास्त्रीहरूले िणण र व्याकरणलाई भाषा विज्ञािको केन्द्रीय क्षेर र ध्िति र 
अथणलाई पररधीय क्षेर मािेका छि ्(न्द्यौपाि ेर अन्द्य, २०७३ प.ृ १२) । िणणको विश् लेषण 
गिणका लातग संरचिािादी भाषा िैज्ञातिकहरूले आिश् यक तसद्धान्द्ि बिाएका छि ् । वयिै 
तसद्धान्द्िलाई अफ्िाएर िणण विश् लेषि गिण सवकन्द्छ । िणण विश् लेषणका तसद्धान्द्िहरूमा व्येतिरेकी, 
पररपूरक वििरण र मिु पररििणिको तसद्धान्द्ि रहेका छि ्(बन्द्ध,ु २०५३,प.ृ ५६) । वयिै 
तसद्धान्द्िका आधारमा डडेल्धरेुली भाषाका व्यतिरेकी िणणहरूको विश् लेषण गिे उदे्दश्य राखेर यो 
अध्ययि गररएको छ । यस अध्ययिले िेपाली भाषामा रहेका व्यतिरेकी िणणगि वििेषिा 
पवहचाि गरेर डडेल्धरेुली भाषी ििालाई िेपाली भाषा तसकाइमा देखाइिे जवटलिा पवहचाि गिण 
सहज गिे छ । िेपालको संविधािमा पति मािभृाषामा शिक्षा पाउि सक्िे कुराको व्यिस्था 
गररएको छ । र्त्यसैले मािभृाषाका सामग्री अध्ययि अिसुन्द्धाि गिणमा प्रस्ििु अध्ययिले सहयोग 
गिे छ भन्ने विश् िास गररएको छ । डडेल्धरेुली भाषामा के कस्िा व्यतिरेकी िणणहरू रहेका छि ्
? व्यतिरेकी िणणहरूको वििरण अिस्था के कस्िो छ ? भने्न समस्याको समाधाि खोज्िे कायणमा 
केन्द्रीि रहेर यो अध्ययि गररएको छ । साथै िणण विश् लेषण तसद्धान्द्िका आधारमा डडेल्धरेुली 
भाषाका व्यतिरेकी िणण तिधाणरण गरी तििको वििरण प्रविया तिरूपण गिुण प्रस्ििु अध्ययिको 
मखु्य उदे्दश्य हो । यस प्रकाको अध्ययिले डडेल्धरेुली भाषाको िणण तिधाणरणमा महत्त्िपूणण भतुमका 
खेल्िे देशखन्द्छ । यसका अतिररि भाषा भावषका अध्ययि गिेहरूको प्राशज्ञक उन्नयिमा समेि 
यस अध्ययिले सहयोग गिे छ ।   

अध्ययि वितध 

गणुार्त्मक अिसुन्द्धाि ढाँचामा केन्द्रीि रहेर प्रस्ििु अध्ययि गररएको छ । िोध 
सामग्रीका लातग िथ्यहरूको सङ्कलि वििेषिः प्राथतमक स्रोिबाट गररएको छ । प्राथतमक स्रोि 
अन्द्िगणि िथ्याङ्कको सङ्कलि िमिुा छिोट वितधमा आधाररि छ । यस अन्द्िगणि अजयमेरू 
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गाउँपातलकालाई मखु्य मातिएको छ । यस गाउँपातलकाका वितभन्न उमेर समूह, तलंग, जािजाति, 
पेिा, िगणका p2]Zod"ns gd'gf  5gf]6df  k/]sf  ;"rsaf6  zAb;"rL,  k|ZgfjnL,  s'/fsfgL  /  cGtjf{tf{af6  ;fdu|L 

सङ्कलि गररएको छ । साथै एउटा सूचकबाट प्राप्त सामग्री अको सूचकसँग संपरीक्षण गररएको 
छ ।  

िथ्य सङ्कलिका लातग भाषाविज्ञाि विभागले ियार पारेको आधारभिू िब्दािली, स्िडेसका 
एक सय िब्दसूचीका साथै िोधकिाण आफैं ले ियार पारेको प्रश् िािलीको प्रयोग, प्रर्त्यक्ष अन्द्ििाणिा र 
िणणि वितधद्वारा गररएको छ । िब्द, लोककथा, लोकगाथा, माङल, फाग, डेउडा धमुारी आदद 
कथ्य पाठहरूको सङ्कलि गररएको छ । यस िममा सामग्रीलाई सूचकद्वारा स्ििन्द्र रूपमा भन्द् ि 

लगाएर अडातसटी (Audacity) सफ्टियरमा अतभतलशखि गरी आलेखि गररएको छ । गौण 

सामग्रीका रूपमा भाषाविज्ञाि र भावषका िास्त्रसपबन्द्धी सैद्धाशन्द्िक पसु्िकहरूको यथेष्ट उपयोग 

गररएको छ । डडेल्धरेुली भाषासँग सपबशन्द्धि दद्विीयक सामग्रीहरूलाई पति यस अध्ययिमा प्रयोग 

गररएको छ । 

पररणाम र छलफल 

अथणविभेदक लघिुम भावषक एकाइलाई िणण भतिन्द्छ । िणण खास भावषक व्यिस्थामा 
लघिुम व्यतिरेकी ध्िति हो (यादि, २०५९ :१०९) ।  भाषाका ध्ितिहरु खास वकतसमको 
संरचिामा आएर भाषाका िणणका िहमा रहन्द्छि ्। भाषावपच्छे ध्िति व्यिस्था पति फरक हनु्द्छ 
र भाषाका िणणहरु पति फरक फरक हिु सक्छि ्। खास भावषक व्यिस्थामा व्यतिरेकी भएर 
आउिे ध्ितिलाई िणण भतिन्द्छ (न्द्यौपािे, २०६७ :५१) । यगु्म न्यनूतम परीक्षण भनेको दईु शब्द 
वा वाकयाांशमा केवल एउटै स्थानमा फरक ध्वनन राखेर अथथ पररवतथन हुन्छ नक हुुँदनै भनेर परीक्षण गने 

प्रनिया हो। यनद अथथ पररवतथन भयो भने ती ध्वननहरू व्यनतरेकी नवतरण अन्तगथत पदथछन,् त्यसैले ती 

स्वतन्र ध्वन्यात्मक एकाइ (phonemes) हुन ् । यस तसद्धान्द्िले कुि ैपति भाषाका िणणहरूको 
विश्लषेण गदाण तििीहरूको वििरण अिस्थालाई देखाउँदै िणणको तिधाणरण, िणणको िगीकरण िथा 
िणणि र व्याख्या गिे कायण गदणछ । वितभन्न भावषक सपप्रदायहरूले भाषाका िणणहरूको विश्लषेण 
गिे फरक फरक दृवष्टकोण र सैद्धाशन्द्िक आधारहरू प्रस्ििु गरेका छि ्।  

अमेररकाली संरचिािाददहरूले व्यतिरेकी र पररपूरक वििरणको तसद्धान्द्ि, ध्ितििाशर्त्िक 
समाििाको तसद्धान्द्ि, ढाँचामा स्िेच्छिाको तसद्धान्द्ि र तमिव्यवयिाको तसद्धान्द्िलाई प्रस्ििु गदै 
िणणहरूको तिधाणरण गिे आधार प्रदाि गरेका छि ्। वयिीहरूले िणणलाई ध्ितििाशर्त्िक यथाथण 
मािेको पाइन्द्छ । प्राग सपप्रदायले िणणलाई प्रकायणिादी दृवष्टकोणबाट शचिाउँदै िणणको तिधाणरणका 
लातग प्रतितिधाि परीक्षण,  विभेदक अतभलक्षण, दद्वचर विरोध,  मिु पररििणि जस्िा तसद्धान्द्िहरू 
प्रस्ििु गरेका छि ् । मलुभिूरूपमा यी दबैु दृवष्टकोणहरूमा एकरूपिा पाइिे गछण । यस 
अध्ययिमा व्यतिरेक वििरणको तसद्धान्द्िलाई आधार बिाई डडेल्धरेुली भाषाका िणणहरूको विश्लषेण 
गररएको छ । 
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व्यतिरेक िा अथणभेदकिा 

कुिै पति भाषाको िणण विश्लषेणमा महत्त्िपूणण र आधारभिू अिधारणा अथणभेदक िा 
व्यतिरेक हो । व्यतिरेकद्वारा िै संसारका कुिै दईु िस्िकुो तभन्निा थाहा भएझैं व्यतिरेकद्वारा ि ै
िणणको तभन्न स्िरूप स्थावपि गररन्द्छ । व्यतिरेकको अथण हो विरोध िा असमाििा । कुिै एक 
िस्िलुाई अको िस्िबुाट अलग्याउिे ित्त्ि िै व्यतिरेक हो । यही व्यतिरेकी ित्त्िकै अधारमा 
कुि भाषामा कति िणणहरू छि ्भिेर छुट्याउिे गररन्द्छ । एउटा िणण अको िणणभन्द्दा तभन्न हो 
भने्न देखाउिका लातग िी िणणले बिेका लघिुम भावषक यगु्म िा िब्दमा जािपुछण । र्त्यस्िा 
यगु्महरूले अथण िा स्िरुपमा तभन्नािा ल्याए भिे िी विभेदक िणण व्यतिरेकी िणण हिु ्। यादि 
(२०५९:११३) का अिसुार एउटै स्थाि र उही पररिेिमा आउिे र अथणमा तभन्निा ल्याउिे 
दईु ध्ितिहरूलाई व्यतिरेकी वििरणमा रहेका ध्िति भतिन्द्छ । समाि पररिेिमा एउटा िणण उही 
हिुे र अको िणण फेररंदा अथणमा तभन्निा आउिे अिस्थामा र्त्यो तभन्न िणण हिु पगु्छ । अथाणि ्
समाि पररिेिमा ध्ितिको पररििणिसँगै अथणगि तभन्निा देखापिे शस्थति िै िणण व्यतिरेक हो जसले 
अथणभेदकिालाई स्पष्ट पाछण । िणणको विश्लषेण गिे व्यतिरेक तसद्धान्द्िअिसुार प्रायः भाषाका दईु 
िा िीि िणणका िब्द िा अक्षर तलई उच्चारणमा एउटा िणणको मार तभन्निा भएर अथणमा िै 
तभन्न्िा ल्याउिे शस्थतिमा िणण व्यिस्थाको तिधाणरण गिण सशजलो हनु्द्छ । सबै िणणहरू सबै 
पपररिेिमा आउि सक्दैिि ् । तिशिि अथाणि विशिष्ट पररिेिमा रही केही िणणहरूले काम 
गदणछि ्भिे अन्द्य िणणहरू र्त्यस्िा पररिेिमा आउि िा िआउि पति सक्दछि ्। डडेल्धरुी 
भाषाका िणणहरूको वििरणगि पररिेि पदादद, पदमध्य र पदान्द्िमा हिुे गरेको पाइन्द्छ । 

िणणव्यिस्था सपबन्द्धी सैद्धाशन्द्िक आधार 

     अथणविभेदक लघिुम भावषक एकाइलाई िणण भतिन्द्छ । यस्िा एकाइ भाषावपच्छे फरक 
फरक सङ्खख्यामा पाइन्द्छि ्। भावषक एकाइहरूलाई लघिुम खण्डमा विभाजि गदाण अन्द्िमा 
रहि ेअविभाज्य एकाइ ध्िति हनु्द्छि ्। यसरी प्राप्त हिुे कतिपय ध्ितिहरू अथणभेदक हनु्द्छि ्भिे 
कतिपय ध्ितिमा उच्चारणगि भेद मार हनु्द्छ । िणण विज्ञािमा अथणभेदक ध्ितिलाई िणण र 
उच्चारणगि भेदमा आएका िणणलाई संिणण भतिन्द्छ । िणणहरू समाि पररिेिमा अथणभेदक 
ध्ितिका रूपमा प्रयोग हनु्द्छि ्। यस्िा ध्ितिलाई व्यतिरेकी ध्िति पति  भतिन्द्छ । 

िणणलाई खण्डीय र खण्डेिर गरी दईु प्रमखु आधारमा िगीकरण गररन्द्छ । खण्डीय िणण 
भिेका एकल ध्ितिका रूपमा उच्चारण हिु सक्िे अथणभेदक ध्िति हिु ्। यस अन्द्िगणि स्िर र 
व्यञ् जि िणण पदणछि ्। खण्डेिर िणण भिकेा एकल ध्ितिका रूपमा उच्चारण हिु िसक्िे र 
खण्डीय ध्ितिमा आशिि रही उच्चारण हिुे ध्िति हिु ्। खण्डेिर िणणअन्द्िगणि दीघणिा, बल, सरु, लय 

आदी पदणछि ्। खण्डेिर ध्ितिहरू खण्डीय िणणभन्द्दा ठूला एकाइ हनु्द्छि ्। वयिीहरू कुि ैएक िणणमा 
मार आशिि िभई अक्षर, िब्द र तसङ्गो िाक्यमा पति आशिि हिु सक्दछि ्। अििुातसकिालाई 
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सामान्द्यिया खण्डेिर िणण अन्द्िगणि राशखँदैि िर यसको प्रकृति पति ध्ितिगणु समाि देशखन्द्छ । यसैले 

प्रस्ििु िोध प्रबन्द्धमा अििुातसकिालाई खण्डेिर ध्ितिका रूपमा चचाण गररएको छ । 

िणणमा पाइिे अथणभेदकिालाई लघिुम यगु्महरूका आधारमा हेररन्द्छ । यस्िा यगु्महरूमा 
कुि ैएक पररिेिमा कुि ैएक ध्िति मार तभन्द् ि हनु्द्छ । यसैले उि पररिेिमा आउिे ध्ितिका कारण 

िब्दको अथण तभन्द् ि हिु पगु्यो भिे र्त्यो ध्िति अथणभेदक िा व्यतिरेकी ध्िति हनु्द्छ (पशण्डि, २०६९ : 
४८) । यस्िा िणणको अथणभेदकिालाई पदादद, पदमध्य र पदान्द्ि गरी तभन्द् ि तभन्द् ि पररिेिमा देखाउि 
सवकन्द्छ । िणण व्यतिरेक देखाउँदा कुिै ध्िति कुिै एक पररिेिमा मार पति व्यतिरेकी देशखएको 
अिस्थामा र्त्यस ध्ितिले िणणको मान्द्यिा प्राप्त गदणछ । 

डडेल्धरेुली भाषाका स्िर र व्यञ् जि िणणमा व्यतिरेकी यगु्महरू अलग अलग खण्डमा 
देखाउिे प्रयास गररएको छ । 

स्िर िणणको व्यतिरेकी यगु्म 

डडेल्धरेुली भाषाका स्िर िणणहरू व्यतिरेकी यगु्मका आधारमा पदादद, पदमध्य र पदान्द्ि 
गरी िीिै पररिेिमा अथण विभेदक देशखन्द्छि ्। यस्िो व्यतिरेक देखाउँदा शजब्राको सवियिा, 
शजब्राको उचाइ र ओठको अिस्थाका आधारमा अलग अलग देखाउि सवकन्द्छ । 

(क) शजब्राको सवियिाका आधारमा व्यतिरेक 

शजब्राको सवियिाका आधारमा डडेल्धरेुली भाषाका स्िर िणणको व्यतिरेकी यगु्म यस 
प्रकार रहेको छ : 

 अग्र स्िरमा व्यतिरेक 

  पदादद   पदमध्य   पदान्द्ि 

 इ  : इि ् वयिी  वकलो वकलो  कातल  काली 

 ए : एि ् ऐि  केलो  केरा  काले  काले 

 मध्य स्िरमा व्यतिरेक 

  पदादद    पदमध्य   पदान्द्ि 

 अ : अरर  गरी  कल ् झगडा  िर ् खोला िर 

 आ : आरर  आरी  काल ् समय  िरा  खोला िरा 

 पश् च स्िरमा व्यतिरेक 

  पदादद   पदमध्य   पदान्द्ि 

 उ  : उडा  उडाउ  कुल ् कुलखािदाि माल ु घाँस वििेष 
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 ओ : ओड  ओढाउ  कोल ् काख  मालो  गमी ठाउँ 

(ख) शजब्राको उचाइका आधामा व्यतिरेक 

शजब्राको उचाइका आधारमा डडेल्धरेुली भाषाका छ िटै स्िर िणण आदी, मध्य र अन्द्ि 
पररिेिमा अथण विभेदक देशखन्द्धि ्। जस्िै : 

 उच्च स्िरमा व्यतिरेक 

  पदादद   पदमध्य   पदान्द्ि 

 इ  : इि ् इिी  वकलो  वकलो  िाइ  िाइ 

 उ  : उि ् उिी  कुलो  कुलो  िाउ  िाि 

 तिपिमध्य स्िरमा व्यतिरेक 

  पदादद   पदमध्य   पदान्द्ि 

 ए : एस ् मशस्ि  खेल ् खेल्िे कायण काले  काले 

 ओ :  ओस ् तसि  खोल खोल  कालो  कालो 

  तिपिमध्य र तिपि स्िरमा व्यतिरेक 

  पदादद   पदमध्य    पदान्द्ि 

 अ : अरर  गरी  गल ् भारी बस्ि ुरोक्िे काठ िर  खोला िर 

 आ : आरर  आरी  गाल ् समस्या   िार  खोला िरा  

(ग) ओठको अिस्थाका आधारमा व्यतिरेक  

ओठको अिस्थाका आधारमा डडेल्धरेुली भाषाका छ िटै स्िर िणण आदी, मध्य र 
अन्द्िको पररिेिमा आएर अथण भेदक बन्द्छि ्। यस्िो व्यतिरेक मातथ (क) शजब्राको सवियिामा 
देखाइ सवकएको छ । 

डडेल्धरेुली भाषाका स्िर िणणको वििरणलाई िलको िातलका िं. १ मा देखाइएको छ : 

             िातलका िं. १ 

           स्िर िणणको वििरण 

स्िर िणण पदादद पदमध्य पदान्द्ि 

इ 
+ + + 
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ए 
+ + + 

अ 
+ + + 

आ 
+ + + 

ओ 
+ + + 

उ 
+ + + 

डडेल्धरेुली व्यञ् जि िणणका व्यतिरेकी यगु्म 

डडेल्धरेुली भाषामा व्यञ् जि िणणको व्यतिरेक उच्चारण स्थाि, प्रयर्त् ि, घोषर्त्ि र प्राणर्त्ि 
गरी उच्चारण प्रवियाका चारिटै आधारमा देशखन्द्छ । 

(क) उच्चरण स्थािका आधारमा व्यतिरेक 

डडेल्धरेुली भाषाका व्यञ् जि िणण उच्चारण स्थािका आधारमा आदी मध्य र अन्द्ि िीििटै 
िहमा व्यतिरेकी वििरण देशखन्द्छि ्। जिु यस प्रकार छि ् : 

कोमल िालव्य िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

क् काम ् काम  पाको पररपक्ि  लेक्  लेक 

ख खाम ् खाम  पाखो  छािो   लेख्  लेख 

ग ् गोल  गोलो  मातग मागेर    माग ् माग 

घ ् घोल ् गुडँ  माशघ  माघी   माघ ् माघ 

िर्त्स्यण (शजह्वाग्र) िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

च ् चाल ् चाल चलि पचा  पचाउिे कायण  काँच ् प्लावष्टक 

छ्  चाल ् समनु्द्री छाल पछा  पतछ   काँछ्  कहाँ छ  

ज ् जाल ् जाल  माशज  माझ्ि ु   राज ् राजकाज 

झ ् झाल ् झ्याङ्   माशझ  माझी   --- --- -- -- --- 

माथी ददइएका िर्त्स्यण िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा व्यतिरेक 
भएको पाईँदैि । 
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िर्त्स्यण (शजह्वाफलक) िणणमा व्यतिरेक 

पदादद   पदमध्य     पदान्द्ि 

ट् टेक्  टेक्ि ु  पावट  काठको तसलेट   काट्  काट 

ठ ठेक फेद  पादठ  बाख्राको पाठो   काठ   काठ 

ड डाक् काराउि ु  आडो ढोका पछातड लागउिे काठ पड्  तभर 

ढ ढाक्  ढाक्ि ु  -- --- --- --- ----   -- --- --- -- 

िर्त्स्यण िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा भिे व्यतिरेक भएको 
पाइँदैि । 

दन्द्र्त्य िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ि िाि ् िाि  पाति तििेपाति  पाि ् पाि 

थ थाि ् थाि  पातथ  पाथी   -- -- -- - 

द दाि ् दाि  गदा  हतियार वििेष  पद्  पद िह 

ध धाि ् धाि  गधा गधा   - - - - - - -  

दन्द्र्त्य िणणका पदादद र पदमध्यमा व्यतिरेक देशखएको छ भि ेपदान्द्िमा व्यतिरेक भएको 
पाइँदैि । 

ओष्ठ्य िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

प ् पाल ् तरपाल  कावप कपी   काप ्हाँङ्गो पालएलो ठाउँ 

फ् फाल ् हाम फाल्ि ु कावफ  धेरै   - -- -- -- -- 

ब ् बोल ् बोल  सबा  एक चौथाइ  कब ् कवहले 

भ भोल ् भल  सभा  सभा   - - - -- --   

ओष्ठ्य िणणका पदादद र पदमध्यमा व्यतिरेक देशखन्द्छ भिे पदान्द्िमा व्यतिरेक भएको 
पाईँदैि । 

िातसक्य िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 
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ङ् -- -- -- --  काङो  कंगाल   माङ् मेलो 

ण -- -- -- -  काणो  काँडो   माण्  भािको माड 

ि िाि ् थोरै  कािो  अन्द्धो   माि ्माि सपमाि 

म ् माि ्सपमाि  कामो  कामको   माम ् माम 

कोमल िालव्य र मूधणन्द्य (िातसक्य) िणणमा पदाददमा व्यतिरेक भएको पाईँदैि । िर 
पदमध्य र पदान्द्िमा व्यतिरेक देशखन्द्छ ।  

प्रकशपपि र पाशश् िणक िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

र ् राज ् राजकाज  पारो  ठेकी   राप ् आगोको िाप 

ल ् लाज  लाज  पालो  पालो   राल ् र् याल 

स्िरयन्द्रमखुी र िर्त्स्यण िणणमा व्यतिरेक 

 पदादद    पदमध्य    पदान्द्ि 

स ् साल ् बषण  सास ु सास ु   सास ् श् िास 

ह् हाल ् हालखिर साह ुथर वििेष   साह् थर वििेष 

(ख) उच्चारण प्रयत्नका आधारमा व्यतिरेक 

डडेल्धरेुली भाषामा व्यञ् जि िणण उच्चारण प्रयर्त् िका आधारमा तिपि तलशखि व्यतिरेकी 
यगु्मका आधारमा स्पष्ठ्ट्याउि सवकन्द्छ : 

स्पिण र हिमूुलीय िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

क् कोल ् काख  बाको  बबुाको   राक्  जलेको खरािी 

ग ् गोल ् गोलो  बागो धातमलाई ददइिे लगुा राज िाइटो मतुिको भाग 

ख् खोल ् खोल  माखो  शझंगा   राख्   राख 

घ ् घोल ् घोल  माघो माघ मवहिाको  - -- -- -- -- 

स्पिण हिमूुलीय िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा व्यतिरेक 
भएको पाइएि । 

स्पिण सङ्घषी र शजह्वाफलक िणणमा व्यतिरेक 
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 पदादद   पदमध्य    पदान्द्ि 

च ् चार ् चार  साँचो साँचो   माच ् परालको ढाप 

ज ् जार ् चोर जार  साँजो साँझको   माज ् आगोमा  

छ् छाल ्पातिको छाल माछो  माछा   पछु  मेटाउि ु

झ ् झाल  झ्याङ  - -- -- -- -   - -- -- -- - 

स्पिण सङ्घषी र शजह्वाफलक िणणमा पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा 
व्यतिरेक भएको पाइएि । 

स्पिण र शजह्वाग्र िणणमा व्यतिरेक 

 पदादद   पदमध्य   पदान्द्ि 

ट् टालो  टालो  मावट  माटो  आट् जाँिोको आटा खस्िे भाग 

ड् डालो  डालो  मातड माड्िे कायण आड्  भरोसा 

ठ् ठाल ु ठाल ु  मठुो  मठुो  आठ्  आठ 

ढ् ढाल ु ढलाउिे कायण -- -- -- -- -- -- -- -- -- --- 

स्पिण र शजह्वाग्र िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा व्यतिरेक 
भएको पाइएि । 

स्पिण र दन्द्र्त्य िणणमा व्यतिरेक 

 पदादद    पदमध्य    पदान्द्ि 

ि ् िाि ् िानु्न  सौिा  सौिा   पाि ् पाि 

द् दाि ् दाि  सौदा  वकि बेच  पाद्  पाद् ि ु

थ् थाि ् मशन्द्दर  ररतथ  मातलक स्िामी  कथ्  किा 

ध  धाि ् धाि  -- -- -- --   -- -- -- -- 

स्पिण र दन्द्र्त्य िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा व्यतिरेक 
पाइएि । 

स्पिण र ओष्ठ्य िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

प ् पाि ् पाि  वटप ुवटपौं   दाप ् खकुुरीको खोल 
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ब ् बाि ्कथा  वटब ु खेल वििेष  दाब ् दबाउ 

फ् फाग ् फाग  सफा  सफा   कफ्   कफ 

भ ् भाग ् भग  सभा  सभा समारोह  -- -- -- -- --  

स्पिण र ओष्ठ्य िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा व्यतिरेक 
भएको पाईँदैि । 

िातसक्य व्यञ् जिमा व्यतिरेक 

 पदादद    पदमध्य    पदान्द्ि 

ङ् -- -- -- -- -- काङो  कंगाल   माङ्  मेलो 

ण् -- -- -- -- -- काणो  काँडो   माण्  भािको माड 

ि ् िाि ् थोरै  कािो  अन्द्धो   माि ् माि सपमाि 

म ् माि ् सपमाि  कामो  कामको   माम ् माम 

िातसक्य व्यञ् जि िणणको पदमध्य र पदान्द्िमा व्यतिरेक देशखए पति पदाददमा व्यतिरेक 
भएको पाइँदैि । 

सङ्घषी व्यञ् जिमा स्थािगि व्यतिरेक 

  पदादद   पदमध्य   पदान्द्ि 

स ्(िर्त्स्यण)  साउ  साहू  काँसो  खोकी  सास ् श् िास 

ह् (स्िरयन्द्रमखुी) हाउ  बाघ  काँहो किा हो  िाह् िाह 

(ग) घोषर्त्िका आधारमा व्यतिरेक 

डडेल्धरेुली भाषामा स्थाि र प्रयर्त् ि एउटै भए पति घोषर्त्िका आधारमा स्पष्ट हिुे व्यतिरेकी 
यगु्म यस प्रकार छि ् : 

कोमल िाल,ु स्पिी र अल्पप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

क् कािो  कािो  बाको   बिुाको  राक्  जलेको खरािी 

ग ् गािो  गािो गोला बागो  धातमलाई ददिे लगुा राग  िाइटो मतुिको भाग 

कोमल िाल,ु स्पिी र महाप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 
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ख् खाम ् खाम  माखो  शझँगा   राख्  राख 

घ ् घाम ् घाम  माघो माघको मवहिा  -- -- -- -- - 

कोमल िाल,ु स्पिी र महाप्राण िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति 
पदान्द्िमा व्यतिरेक भएको पाईँदैि । 

िर्त्स्यण, स्पिणसङ्घषी र अल्पप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

च ् चार ् चार  साँचो  साँचो   माच ् परालको ढाप 

ज ् जार ् चोर जार  सँजो  साँझको   माज ् आगोमा 

िर्त्स्यण, स्पिणसङ्घषी र महाप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

छ् छाल ्पािीको छाल माछो  माछा   पछु्  मेटाउि ु

झ ् झाल ् झ्याङ  -- -- -- -- --  -- -- -- -- --  

िर्त्स्यण, स्पिणसङ्घषी र महाप्राण िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा 
व्यतिरेक भएको पाईँदैि । 

िर्त्स्यण, स्पिी र अल्पप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ट् टालो  टालो  मावट  माटो  आट्  जाँिोको आटा खस्िे भाग 

ड् डालो  डालो  मातड  माडिे कायण  आड् भरोसा 

िर्त्स्यण, स्पिी र माहप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ठ् ठाल ु ठाल ु  मठुो  मठुो   आठ् आठ 

ढ् ढाल ु ढलाउिे कायण -- -- -- -- --  -- -- -- -- - 

िर्त्स्यण, स्पिी र महाप्राण िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा 
व्यतिरेक भएको पाईँदैि । 

दन्द्र्त्य, स्पिी र अल्पप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 
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ि ् िाि ् िानु्न  सौिा  सौिा   पाि ् पाि 

द् दाि ् दाि  सौदा  वकि बेच  पाद् पाद् ि ु

दन्द्र्त्य, स्पिी र महाप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

थ् थाि  मशन्द्दर  ररतथ मातलक स्िामी  कथ् किा 

ध् धाि ् धाि  -- -- -- -- --  -- -- -- -- -- 

दन्द्र्त्य, स्पिी र महाप्राण िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदन्द्िमा 
व्यतिरेक पाइँदैि । 

ओष्ठ्य, स्पिी र अल्पप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

प ् पाि ् पाि  वटप ु वटपौं   दाप   खकुुरीको खोल 

ब ् बाि ् कथा  वटब ु खेल वििेष  दाब ् दबाउ 

ओष्ठ्य, स्पिी र महाप्राण िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

फ् फाग ् फाग    सफा  सफा   कफ्  कफ 

भ ् भाग ् भाग  सभा  सभा समारोह  -- -- -- -- -- 

ओष्ठ्य, स्पिी र महाप्राण िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा 
व्यतिरेक भएको पाइँदैि । 

(घ) प्राणर्त्िका आधारमा व्यतिरेक 

डडेल्धरेुली भाषाका व्यञ् जि िणणहरूमा प्राणर्त्िका आधारमा पाइिे व्यतिरेकलाई 

तिपि तलशखि यगु्मका आधारमा स्पष्ठ्ट्याउि सवकन्द्छ  : 

कोमल िाल,ु स्पिी र अघोष िणणमा व्यतिरेक 

पदादद   पदमध्य    पदान्द्ि 

क् कोल ् कोल  पाको  जाने्न बझु्िे  लेक  लेक 

ख् खोल ् खोल  पाखो घरको छािा  लेख् लेख 

कोमल िाल,ु स्पिी र सघोष िणणमा व्यतिरेक 
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 पदादद   पदमध्य    पदान्द्ि 

ग ् गोल ् गोलो  मातग  मागेर   माग ् माग 

घ ् घोल ् गुडँ  माशघ माघी    माघ माघ 

िर्त्स्यण, स्पिणसङ्घषी र अघोष िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

च ् चार ् चार  काचो  काँचौ   काँच  प्लाशस्टक 

छ्  छार  खरािी      काँछ  किा छ  

िर्त्स्यण, स्पिणसङ्घषी र सघोष िणणमा न्द्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ज ् जाल ् जाली  गाजो  खर   माज ् आगो मातथ 

झ ् झाल ् झ्याङ  -- -- -- -- --  -- -- -- -- -- 

िर्त्स्यण, स्पिणसङ्घषी र सघोष िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा 
व्यतिरेक पाइँदैि । 

िर्त्स्यण, स्पिी र अघोष िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ट् टेक्  केक्ि ु  बाटो  बाटो   काट्   काट्ि ु

ठ् ठेक  फेद  बाठो  बाठो   काठ्  काठ 

िर्त्स्यण, स्पिी र सघोष िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ड् डाम  दाग  मडुो  काठको मडुो  पड्  तभर 

ढ् ढाम ् चाँङ  -- -- -- -- --  -- -- -- -- -- 

िर्त्स्यण, स्पिी र सघोष िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा 
व्यतिरेक भएको  पाईँदैि । 

दन्द्र्त्य, स्पिी र अघोष िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

ि ् िाि ् िानु्न  पाति  तििेपाति   पाि ् पाि 
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थ् थाि मशन्द्दर  पातथ  पातथ   -- -- -- -- - 

दन्द्र्त्य, स्पिी र अघोष िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा 
व्यतिरेक भएको पाईँदैि । 

दन्द्र्त्य, स्पिी र सघोष िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

द् दाि ् दाि  गदा  हतियार वििेष  पद्  पद िह 

ध्  धाि  धाि  गधा  जिािर   -- -- -- -- --  

दन्द्र्त्य, स्पिी र सघोष िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा 
व्यतिरेक भएको पाईँदैि ्। 

ओष्ठ्य, स्पिी र अघोष िणणमा व्यतिरेक 

 पदादद   पदमध्य    पदान्द्ि 

प ् पल ्समय  कावप कपी   काप ्हाँङ्गो पलाएको ठाउँ 

फ् फल ्फल  कावफ  धैरै   -- -- -- -- -- 

ओष्ठ्य, स्पिी र अघोष िणणका पदादद र पदमध्यमा व्यतिरेक देशखए पति पदान्द्िमा 
व्यतिरेक भएको पाईँदैि । 

ओष्ठ्य, स्पिी र सघोष िणणमा व्यतिरेक 

पदादी    पदमध्य    पदान्द्ि 

ब ् बोल ् बोल  सिा  एक चौथाइ  कब ् कवहले 

भ ् भोल ्  भल  -- -- -- -- --  -- -- -- -- -  

ओष्ठ्य, स्पिी र सघोष िणणका पदाददमा व्यतिरेक देशखए पति पदमध्य र पदान्द्िमा व्यतिरेक 
भएको पाईँदैि । 

डडेल्धरेुली भाषामा भएका व्यञ् जि िणणहरूको वििरणलाई िलको िातलका २ मा थप प्रष्ठ्ट्यइएको 
छ । 

  िातलका २ 

               व्यञ् जि िणणको  वििरण 

व्यञ् जि #- स्ि-स्ि -# व्यञ् जि #- स्ि-स्ि -# 
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वटप्पणी  मातथलो 
िातलकामा (#-) 
सङ्केिले पदाददको वििरणलाई जिाएको छ भिे (स्ि-स्ि) सङ्केिले पदमध्यमा भएको वििरणलाई 
र (-#) सङ्केिले पदान्द्िमा भएको वििरणलाई जिाएको छ । 

तिष्ठ्कषण 

यस अध्ययिमा डडेल्धरेुली भाषामा रहेका स्िर िणण र व्यञ् जििणणहरूको सूची ददइएको 
छ । साथै िी सबै िणणको वितभन्न व्यतिरेकी यगु्मको माध्यमले स्िर र व्यञ् जिहरूको विश् लेषण 
गरी पररिेिगि वििरण गरी देखाइएको छ । डडेल्धरेुली भाषामा अ, आ, इ, उ, ए, ओ गरी 
छ ओटा स्िरिणण छि ्। यी स्िरिणण शजब्राको सवियिा, शजब्राको उचाइ र ओठको अिस्थाका 
आधारमा व्यतिरेकी छि ्। यस्िो व्यतिरेक पदादद, पदमध्य र पदान्द्िमा पति पाइएको छ । 

क् + + + थ् 
+ + + 

ख् 
+ + + द् 

+ - + 

ग ्
+ + + ध् 

+ - - 

घ ्
+ - - ि ्

+ - + 

ङ् 
- + + प ्

+ + + 

च ्
+ + + फ् 

+ - - 

छ् 
+ + + ब ्

+ + + 

ज ्
+ + - भ ्

+ - - 

झ ्
+ - - म ्

+ + + 

ट् 
+ + + य ्

+ + + 

ठ् 
+ + + र ् + + + 

ड् 
+ + + ल ्

+ + + 

ढ् 
+ - - ि ्

+ + + 

ण् - + + स ्
+ + + 

ि ्
+ + - ह् 

+ + + 
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डडेल्धरेुली भाषामा क्, ख्, ग,् घ,् ङ्, च,् छ्, ज,् झ,् ट्, ठ्, ड्, ढ्, ण्, ि,् थ्, द्, ध्, ि,् प,् 
फ्, ब,् भ,् म,् य,् र,् ल,् ि,् स,् ह्, गरी ३० ओटा व्यञ् जि िणण रहेका पाइन्द्छि ्। यी िणणहरू 
सामान्द्यिः उच्चारण स्थाि, उच्चारण प्रयर्त् ि, प्राणर्त्ि र घोषर्त्िका आधारमा व्यतिरेकी पाइएका 
छि ्। डडेल्धरेुली भाषामा सघोष, महाप्राण, स्पिी र स्पिणसङ्घषी व्यञ् जि पदमध्य र  पदान्द्िमा 
व्यतिरेकी पाइएका छैिि ्भिे िातसक्य िणण पदाददमा व्यतिरेक पइएका छैिि ्। डडेल्धरेुली 
भाषामा 'ण्” विशिष्ट िणणको रूपमा पाइएको छ । यो िणणको व्यतिरेक ङ्, र ि,् दबैु िणणसँग 
रहेको छ (माङ् - मेलो , माण - माड , माि ्- मािसपमाि , पाण - घरको मातथल्लो िला, 
पाि ्- पाि ) । 
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  n]v;f/ 

of] cg';Gwfgd"ns n]v Gf]kfndf eflifs hLjGttfsf] l:ylt s:tf] 5 < eGg] k|fl1s lh1f;fsf] 

vf]hLdf s]lGb|t /x]sf] 5 . o; cWoogsf nflu u'0ffTds cg';Gwfg ljlw / k':tsfnoLo sfo{sf 

cfwf/df JofVof ljZn]if0f u/L lgisif{ lgsflnPsf] 5 . /fli6«o hgu0fgf @)&* cg';f/ g]kfndf  

!@$ dft[efiffx¿sf] pNn]v u/]sf] kfOG5 . To;} u/L !# cf]6f efiffsf aQmfn] g]kfnsf] 

hg;+Vofsf] ()=($ k|ltzt ;d]6]sf] b]lvG5 . To;dWo] Ps nfv / ;f]eGbf a9L aQmf;FVof 

ePsf efiffx¿sf]  ;ª\Vof @! /x]sf] 5 . oL @! Effiffsf aQmfx¿sf] hg;ª\Vof g]kfnsf] s'n 

hg;ª\Vofsf] ($=(% k|ltzt xf] . o; afx]ssf] !)# cf]6f efiff af]Ng] hg;ª\Vofsf] k|ltzt 

%=)% dfq /x]sf] 5 . g]kfnsf efiffx?nfO{ o'g]:sf]sf dfkb08sf ;fy} Effiffsf] :t/ut 

juL{s/0fsf  cfwf/df ljsl;t, ljsf;zLn, ;ª\s6fkGg, nf]kf]Gd'v / d[tefiff u/L kfFr >]0fLdf 

juL{s/0f u/]sf] 5 . g]kfndf bz xhf/ / ;f] eGbf dfly Ps nfveGbf sd hg;ª\Vof ePsf 

efiffx¿ #^ cf]6f / b; xhf/eGbf sd Ps xhf/;Dd hg;ª\Vof ePsf efiffx¿ $$ cf]6f 5g\ . 

;fy} Ps xhf/eGbf sd hg;ª\Vof ePsf efiffx¿ @# cf]6f /x]sf] kfOG5 . /fli6«o hgu0fgf 

@)&* sf] k|ltj]bg, /fli6«o tYofª\s sfo{no, @)*) cg';f/ dft[efiffcg';f/sf] hg;+Vofsf] 

ljj/0f cg';f/ g]kfnsf  !)# cf]6f efiffx?sf] ;+/If0f, ljsf; / k'g?Tyfgsf nflu ax'cfoflds 

/ lbuf] k|of; cfjZos /x]sf] ;f/ k|fKt ePsf] 5 . k|:t't n]vn] ;DalGwt I]fqdf cWoog, 

cg';Gwfg ug{ rfxg] tyf o; ljifo I]fqk|lt ?lr /fVg] ;/f]sf/jfnf ;Dk"0f{df ck]lIft ;xof]u 

k'/\ofpg] ljZjf; ul/Psf] 5 .  

zAbs'~hL M ljsl;t efiff, ljsf;zLn efiff, nf]kf]Gd'v efiff, d[t efiff 

 

ljifo k|j]z 

    eflifs hLjGttf eGgfn] s'g} efiff k|of]ustf{sf] ;+Vofdf cfwfl/t dfq geO{ To; efiffsf] 

;fdflhs, ;f+:s[lts, z}lIfs tyf k|zf;lgs k|of]usf] cj:yf, cGt/k':tLo x:tfGt/0f, ;+:yfut 

;dy{g / ;d'bfosf] cfTdklxrfgdf To; efiffsf] of]ubfgh:tf ljljw kIfdf cfwfl/t  

d"Nofª\sg xf] . of] cjwf/0ff o'g]:sf]n] k|:tfj u/]sf] 9fFrfdf cfwfl/t 5 . o;n] efiffnfO{ 

;'/lIftb]lv d[t;Ddsf ljleGg:t/x?df juL{s[t u/]sf] 5 -o'g]:sf], @))#,k[=*_ . efiffsf] 

https://doi.org/10.3126/ej.v4i1.86186
https://doi.org/10.3126/ej.v4i1.86186
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;fdflhs, ;f+:s[lts / ef}uf]lns kl/j]zdf k|of]udf cfpg], hLljt /xg] / ljsf; x'g] IfdtfnfO{ 

eflifs hLjGttf elgG5 . of] s'g} klg efiffsf] dfkg ug]{ Ps dxTTjk"0f{ cjwf/0ff xf] . aGw' -

@)&#_ sf cg';f/ g]kfndf ef/f]k]nL, ef]6ad]{nL, cfUg]l;ofnL / b|lj8 efiff kl/jf/sf efiffx¿ / 

Psn efiff kl/jf/sf] ¿kdf s';'G8f efiff /x]sf 5g\ . uf}td / rf}nfufO{ -@)^&_ sf cg';f/ 

efiff ;ª\Vofsf b[li6n] ;aeGbf a9L ef]6ad]{nL kl/jf/sf efiff / To;kl5 ef/f]k]nL kl/jf/sf 

efiffx¿ b]lvG5g\ -k[= #%(_ . o;/L g]kfndf ;|f]t gv'n]sf s]xL efiffafx]s kfFr efiff kl/jf/sf 

efiffsf jQmf /x]sf 5g\ . g]kfn ax'eflifs, ax'hftLo, ax'wfld{s tyf ax';f+:s[lts ljz]iftfn] 

o'Qm /fi6« xf] .  /fli6«o hgu0fgf lj=;+= @)&* cg';f/ g]kfndf !@$ efiff af]lnG5g\ . oxfF !@% 

hfthflt / !) wfld{s ;Dk|bfosf dflg;x¿sf] a;f]af; /x]sf] 5 . efiff cfof]u @)&* sf] 

k|ltj]bgdf g]kfndf af]lng] efiffsf] ;ª\Vof !#! /x]sf] s'/f pNn]v u/]sf] 5 . g]kfn eflifs 

ljljwtf ePsf] d'n's eP/ klg clxn];Dd s]xL efiff afx]s cflwsfl/s ¿kdf efiffj}1flgs / 

;dfheflifs cWoog ePsf] kfOFb}g . To;sf/0f /fli6«o hgu0fgfaf6 k|fKt efiff;DaGwL 

tYofª\snfO{ g} eflifs u0fgfsf] cfwf/ dfGg'kg]{  cj:yf ljBdfg 5 .   

g]kfnsf] ;+ljwfg @)&@ sf cg';f/ o; d'n'sdf af]nrfndf k|of]u eOcfPsf ;a} 

efiffx?nfO{ /fi6«efiffsf] ;ddfGotf k|fKt 5 . olt x'Fbfx'Fb} klg eflifs ljljwtf ;Fu;Fu} g]kfndf 

eflifs hLjGttf klg uDeL/ r'gf}tLsf] ljifo aGb} uPsf] 5 . ljZjJofkL?kdf efiffx? nf]k x'g] 

vt/fdf /x]sf a]nfdf g]kfndf klg w]/} efiffx¿ ;ª\s6fkGg cj:yfdf /x]sf] kfOG5 . logsf] 

;+/If0f,;+aw{g / k|aw{gsf nflu klg efiffsf] j}1flgs cWoog ckl/xfo{ alg/x]sf] 5 . efiff 

cfof]usf] jflif{s k|ltj]bg -;ftf}+_ cg';f/ g]kfndf dft[efiffsf ?kdf !@$ j6f efiffx? af]lnG5g\ 

-@)&( k[=#@_ . oL ;a} efiff ;dfg¿kdf hLjGt cj:yfdf 5}gg\ . s]xL efiffx¿ ;d'bfosf] 

b}lgs hLjgdf ;lqmo ¿kdf k|of]u eO/x]sf 5g\ eg] s]xL efiffx¿ uDeL/ ;ª\s6sf] cj:yfdf 

k'u]sf 5g\ . k|:t't cWoogdf eflifs hLjGttfsf] cfwf/df g]kfnsf efiffx?nfO{ ljsl;t, 

ljsf;zLn, ;ª\s6fkGg, nf]kf]Gd'v / d[t u/L kfFr :t/df ljefhg u/]/ tYo ljZn]if0f ul/Psf] 

5 . To;} u/L juL{s/0f / ljZn]if0fn] ;DalGwt efiffsf] jt{dfg cj:yf a'em\g / To;sf 

;+/If0fsf nflu pko'Qm /0fgLlt to ug{ d2t k'of{pF5 . o'g]:s]f -@))#_ sf cg';f/ efiffsf] 

hLjGttf cWoog ug{ ljleGg cfwf/x? cfjZos x'G5g\ . o; cWoogdf jQmf;+Vof, k|of]usf] 

bfo/f, cGtk'{:tLo k|of]u, n]Vo k/Dk/f, lzIff tyf ;~rf/ dfWoddf k|of]u / efiff;DaGwLgLlt 

tyf ;d'bfosf] ;ls|otfh:tf ;"rsx?nfO{ cfwf/ agfOPsf] 5 .  

;fy} o'g:sf]b\jf/f ljsl;t eflifs hLjGttf d"Nofª\sgsf] 9fFrfnfO{ klg ;Gbe{sf] ¿kdf 

lnOPsf] 5 . of] cg';Gwfgn] efiffsf] ;fdflhs pkof]lutf, ;f+:s[lts lg/Gt/tf / ;fd'bflos 

klxrfgsf] hu]gf{;Fu hf]l8Psf] dxTjk"0f{ kIfsf ;fy} eflifs ;+/rgf ;+/If0f ug{ tQ\sfnLg / 

bL3{sfnLg kxnx? cfjZos ePsfn] cWoog ;do;fk]If / cfjZos dflgG5 . o; cWoogsf] 

hLjGttfsf ljleGg :t/x?df k/]sf efiffx?sf] lj:t[t ljZn]if0f ug]{ pb\b]Zo /x]sf] 5 . o;n] 

gLlt lgdf{0fstf{, lzIffljb\, cg';Gwfgstf{ / :yfgLo;d'bfox?sf nflu dfu{bz{ssf] sfd 

ug{;Sg] ck]Iff ul/Psf] 5 . kf}8]n / e6\6/fO{ -@)&&_ sf cg';f/ eflifs hLjGttfsf cfwf/df 

g]kfnsf efiffx?nfO{ ljsl;t, ljsf;zLn, ;ª\s6fkGg, nf]kf]Gd'v / d[t u/L kfFr pkju{df 

ljeQm u/L ljj]rgf ul/G5 - k[=@^)_  . To;} cf';f/ eflifs hLjGttfsf cfwf/df g]kfnsf 

efiffx?sf] ljZn]if0f, lgwf{/0f / d"Nofª\\sg ug'{, eflifs hLjGttfsf vt/fdf k/]sf efiffx?sf] 

k'g?Tyfgsf nflu ;Defljt /0fgLlt klxrfg ug'{ o; n]vsf pb\b]Zox¿ x'g\ eg] g]kfndf xfn 
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s]slt efiffx? hLljt 5g\,tL efiffx?sf] hLjGttfsf] cj:yf s]s:tf] 5, eflifshLjGttf lgwf{/0f 

ug]{ k|d'v ;"rsx? s]s] x'g\, tL ;"rsx? g]kfnsf efiffx?df s]s;/L nfu" x'G5g\, s'gs'g 

efiffx? ljsl;t, ljsf;zLn, ;ª\s6fkGg, nf]kf]Gd'v / d[tsf >]0fLdf k5{g\, To;sf] cfwf/ s] xf], 

hgu0fgf, jQmf;+Vof / n]Vo k/Dk/fsf] tYofª\sn] eflifs hLjGttfsf] s]s:tf] lrq k|:t't u5{, 

h:tf k|Zgx? o; cWoogdf ;d:ofsf ?kdf lgwf{l/t ul/Psf 5g\ . 

                                  

k"j{sfo{sf] ;dLIff 

eflifs hLjGttf jf :t/ut cfwf/ 

efiffsf] ;fdflhs, ;f+:s[lts, z}lIfs tyf k|zf;lgs k|of]usf] cj:yf, cGt/k':tLo 

x:tfGt/0f, ;+:yfut ;dy{g / ;d'bfosf] cfTdklxrfgdf To; efiffsf] of]ubfgh:tf ljljw 

kIfdf cfwfl/t  d"Nofª\sg eflifs hLjGttf xf] .  o;n] efiffnfO{ ;'/lIftb]lv d[t;Ddsf 

ljleGg:t/x?df juL{s[t u/]sf] 5 -o'g]:sf], @))#,k[=*_ . of] s'g} klg efiffsf] dfkg ug]{ Ps 

dxTTjk"0f{ cjwf/0ff xf] . g]kfn ax'eflifs,ax';f+:s[lts / ax'hftLo b]z xf] . o; b]zdf !@$ 

cf]6f efiff af]lnG5g\ -kf}8]n / e6\6/fO{ @)&&, k[=@$) _ . t/ tL ;a} efiffsf] hLjGttf ;dfg 

5}g . :t/ut cfwf/df s|fp;n] ;'/lIft, ;'/lIftk|foM / nf]kf]Gd'v u/L tLg k|sf/ dfg]sf] kfOG5 -

Gof}kfg] M @)&),k[=($_ . To;} u/L  ofbj, of]u]Gb|n] ;'/lIft,;'/lIft ;/xsf,;DefJo ;ª\s6fkGg, 

;ª\s6fkGg, lrGtfhgs cj:yfsf  d/0ff;Gg / d[t u/L ljefhg u/L cWoog u/]sf] kfOG5 -

lu/L,;g\=@)!) ,k[ !(&_ . o;} u/L o'g]:sf]n] ;g\ @))# df k|sflzt k|ltj]bgdf efiffsf] 

hLjGttf dfkgsf ^ cf]6f dfkb08 ;'/lIft,;DefJo ;ª\s6fkGg, ;ª\s6fkGg, lrGtfhgs 

cj:yfsf  d/0ff;Gg / d[t u/L ljefhg u/L  eflifs :t/ /xG5 o'g]:sf], @))#, k[=*_ . To;} 

u/L kf}8]n / e6\6/fO{ -@)&&_ efiffx?sf] eflifs hLjGttfsf] :t/0f ljsl;t, ljsf;zLn, 

;ª\\s6fkGg, Nff]kf]Gd'v / d[t efiff u/]/ hDdf %j6f dfkb08 pNn]lvt 5g\ -k[=@^)_ . o; n]vdf 

pQm ;a} cWoognfO{ cfwf/ agfOPsf] 5 . 

n]Vo k/Dk/fsf cfwf/df 

n]vgdfkm{t 1fg, ;+:s[lt, Oltxf;, wd{, ;flxTo cflb cleJoQm ug]{ / ;+/If0f ug]{ 

k/Dk/fnfO{ n]Vo k/Dk/f elgG5 .  df}lvs k/Dk/fsf] ljk/Lt, n]Vo k/Dk/fn] ljrf/ / 

hfgsf/LnfO{ :yfoL ¿kdf b:tfj]hdf /fVg] dfWod k|bfg u5{ . g]kfn ax'eflifs /fi6« xf], hxfF 

ljleGg hftLo, ;f+:s[lts / ef}uf]lns k[i7e"ldsf efiffx¿sf] cl:tTj 5 . logsf] ;+/If0f / 

k|j4{gsf nflu efiffsf] n]Vo k/Dk/f Ps dxTjk"0f{ ;"rs dflgG5 . a}/fuL sfOFnfn] efiffsf] n]vg 

k/Dk/f, ;flxlTos ;[hgfsf] cj:yf, cf}krfl/s n]vg k|0ffnLsf] k|of]u tyf z}lIfs ;fdu|Lsf] 

pknAwtf cfwf/df efiffx¿nfO{ d/0ff]Gd'v, c;'/lIft, ;+s6u|:t / ;'/lIft u/L juL{s[t u/]sf 

5g\ -Gof}kfg], @)&) k[=(%_ . d/0ff]Gd'v efiffx¿ df}lvs k/Dk/fdf ;Lldt /xG5g\ h;n] ltgsf] 

bL3{sfnLg cl:tTjnfO{ r'gf}tL lbG5 . c;'/lIft efiffx¿df n]Vo ;|f]t ;Lldt x'Fbf ltgsf] k|of]u 

b}glGbg hLjgdf 36\bf] qmddf x'G5 . ;+s6u|:t efiffx¿df s]xL ;flxlTos tyf z}lIfs ;fdu|L 

eP klg ltgsf] k|of]u ;+:yfut ¿kdf ;an x'b}g . ;'/lIft efiffx¿ eg] lzIff, ;~rf/, k|zf;g 

/ ;flxTodf Jofks ¿kdf k|of]udf 5g\ . 

o; juL{s/0fn] efiffsf] ;fdflhs, ;f+:s[lts / z}lIfs k|efjnfO{ dfkg ug{ ;xof]u 

k'of{pF5 . ;fy} efiff;DaGwL gLlt lgdf{0f, kf7\oqmd ljsf;, / eflifs clwsf/sf] ;+/If0fdf 

dfu{bz{ssf] e"ldsf lgjf{x ug{ ;S5 . k|:t't n]vdf a}/fuL sfOFnfsf] juL{s/0fnfO{ cfwf/ agfO{ 
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g]kfnsf efiffx¿sf] n]Vo k/Dk/fsf] jt{dfg cj:yf, r'gf}tL / ;Defjgfx¿sf] ljZn]if0f ul/Psf] 

5 h;n] eflifs ljljwtfsf] ;+/If0fdf of]ubfg k'¥ofpg ;S5 . 

jQmf;+Vofsf cfwf/df 

 eflifs hLjGttf d"Nofª\sg ug]{ Ps k|d'v ;"rs jQmf;+Vof xf] . g]kfndf af]lng] 

efiffx?sf] juL{s/0f ubf{ k|To]s efiffsf jQmfx?sf] ;+Vof dxTjk"0f{ cfwf/ aGg hfG5 . w]/} jQmf 

ePsf efiffx? t'ngfTds ?kdf hLjGt / ;'/lIft dflgG5g\ . To;} u/L sd jStf;ª\Vof ePsf 

efiffx¿ ljn'lKtsf] hf]lvddf kg{ ;S5g\ . Gof}kfg] -@)&)_ sf cg';f/ s|fp;sf cg';f/ b; nfv 

/ ;f]eGbf a9L jQmf;+Vof ePsf efiff ;'/lIft, b;nfveGbf sd jQmf;+Vof ePsf efiffx? 

c;'/lIft / ;ª\\s6u|:t x'G5g\ -k[=($_ . To;} u/L  of]Ghg -@)*)_ n] !) nfv eGbf w]/} jQmf 

;+Vof ePsf ;'/lIft efiff ,! b]lv !) nfv;Dd jQmf;+Vof ePsf ;'/lIftk|foM efiff, !)xhf/b]lv 

! nfv;Dd jQmf ePsf nf]kf]Gd'v efiff, Psxhf/ b]lv $)xhf/;Dd jStf ePsf d/0ff]Gd'v 

efiff ,Ps xhf/eGbf sd jQm ePsf d[tk|foM efiff dfg]sf] kfOG5 - k[=@&_ . g]kfndf k|of]u 

eOcfPsf efiffdWo] b;xhf/;Dd jQmf;+Vof ePsf efiffx?nfO{ ;ª\s6fkGg efiffsf] sf]l6df /fVg' 

pko'Qm x'G5 . æsDtLdf !))) eGbf sd jQmf;+Vof ePsf efiffx?nfO{ nf]kf]Gd'vsf] sf]l6df 

/fVg ;lsG5 . hgu0fgfaf6 k|fKt tYofª\sn] efiffsf] pkof]u / k':tfGt/0fsf] cj:yfnfO{ 

k|ltlalDat u5{ -kf}8]n / e6\6/fO{ -@)&&,k[k[=&),@^^ / @&&_ .Æ  To;}n] eflifs k|aw{g / 

;+aw{gsf gLltx? lgdf{0f ug{ jQmf ;+Vofsf] ;"Id cWoog ckl/xfo{ x'G5 . o;k|sf/ s'g} klg 

efiffsf] :t/ut juL{s/0f ubf{ jQmf;ª\+VofnfO{ cfwf/ agfOG5 .  

hgu0fgfsf cfwf/df 

 g]kfnsf efiffx?sf] eflifs hLjGttfsf] cWoog ug{ hgu0fgf pNn]Vo cfwf/ xf] . 

hgu0fgfaf6 ljleGg efiffx? af]Ng] hg;+Vof, ltgsf] ef}uf]lns ljt/0f,pd]/ ;d"x, lnª\u / cGo 

;fdflhs kIfx?sf] ljj/0f kfOG5 . hgu0fgfn] efiffsf] k|of]usf] bfo/f / k|j[lQsf] d"Nofª\sg ug{ 

db\bt k'of{pF5 . g]kfndf k|To]s !)÷!) jif{sf] cGt/fndf ul/g] /fli6«o hgu0fgfn] /fi6«sf] 

eflifs ljljwtf, efiffefifLsf] ;+ª\Vof / tL efiffx?sf] k|rng slt 36\tf] jf a9\bf] 5 eGg] 

b]vfpF5 . lj=;+ @)^* / @)&* sf] g]kfnsf] hgu0fgfsf] t'ngf ubf{ s]xL efiff af]Ng]x?sf] ;+Vof 

36]sf] b]vfpF5 eg] s]xL efiff af]Ng]x?sf] ;+Vof a9]sf] b]vfpF5 . jQmf;+Vof a9\gfn] efiff 

ljsf;zLn / 36gfn] ;ª\\s6fkGgtflt/ uPsf] rfn kfOG5 . o;n] efiffsf] ;+/If0f / k'ghL{jgsf 

k|of;x¿ cfjZos 5g\ eGg] lgb]{zg ul//x]sf] x'G5 . o;sf ;fy} s'gs'g efiff dft[efiffsf 

¿kdf k|of]u eO/x]sf 5g\ eGg] tYofª\\ssf] hfgsf/L klg lbg] ePsfn] eflifs klxrfg / 

hLjGttfsf] cWoogsf nflu hgu0fgf k|ltj]bg pkof]uL x'G5 . jf:tjdf hgu0fgfn] eflifs 

juL{s/0fsf] k"jf{wf/sf] ?kdf sfd u5{ . efiff cfof]un] @)&* df k|sflzt u/]sf] cf7f}+ jflif{s 

k|ltj]bgdf g]kfnsf] kl5Nnf] hgu0fgfsf] tYofª\s 5 . pQm k|ltj]bgdf g]kfnsf] kl5Nnf] 

hg;+VofnfO{ cg]s cfwf/df juL{s/0f ub}{ k|:t't ul/Psf] 5 . k|:t't n]vsf] glthf / 5nkmn 

v08df pQm k|ltj]bgsf] pkof]u ul/Psf] 5 . t;y{ k|:t't n]vsf] ljZn]if0fdf pQmk"j{sfo{nfO{ 

cfwf/ agfOPsf] 5 .  

                                 cWoog ljlw  

  k|:t't cg';Gwfg u'0ffTds cWoog ljlwdf cfwfl/t eP/ ul/Psf] 5 . o; 

cWoogdfgdf  ;fdu|L ;ª\sngsf nflu låtLos ;|f]tsf ;fdu|Lsf] pkof]u ug{sf ;fy} 

k':tsfnoLo sfo{af6 cfjZos ;fdu|L ;ª\sng ul/Psf] 5 . h;df ljleGg ;Gbe{ k':ts, hg{n, 
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zf]wkq, cg';Gwfgd"ns n]v, kqklqsf cflbsf] pkof]u u/L ljZn]i0ffTds ¿kdf ljZn]io 

ljifosf] lgisif{df k'luPsf] 5 . 

                                  5nkmn  tyf kl/0ffd  

k|:t't cWoogsf nflu efiffsf] :t/ut juL{s/0fsf cfwf/df ljsl;t efiff, ljsf;zLn 

efiff, ;ª\s6fkGg efiff, nf]kf]Gd'v efiff / d[t efiffsf cfwf/x? x]l/Ps]f 5 . o;df @))(–@)!! 

b]lv @)&* ;Ddsf efiff ;ª\Vof  / @)&* sf] hgu0fgfsf] tYofª\s / jQmf;ª\Vofsf] 

kl/0ffdnfO{  lgDglnlvt  pkzLif{sdf cfwfl/t eO{  AofVof ljZn]if0f ul/Ps]f 5 M  

                             

 efiffsf] :t/ut juL{s/0f 

  

 

ljsl;t efiff 

  s'g} /fi6«n] /fi6« of /fhefiff dfg]sf], ;a} k':tfn] af]Ng], k|r"/dfqfdf ;flxTo / ;flxTo]t/ 

u|Gy n]lvPsf], lzIff,;~rf/df cTolws dfqfdf k|of]u x'g] efiffnfO{ ljsl;t efiff elgG5 . 

æs|fp;n] /fHosf] ;+/If0f kfPsf] efiffnfO{ o; lsl;dsf] efiff dfg]sf] kfOG5 eg] u|fOdn] ;a} 

pd]/sf jQmfn] af]Ng], ;+s6/lxt efiffnfO{ o; lsl;dsf] efiff dfg]sf] kfOG5 -Gof}kfg], @)&), 

k[=(%_.Æ ax'k|of]usf b[li6n] ;a} ljifoIf]qdf k|rlnt g} ljsl;t efiff x'G5 . æ;a} If]qsf] k|of]udf 

Jofkstf kfPsf efiffx? ljsf;zLn jf ljsl;t x'Fb}  cufl8 a9]sf klg 5g\ -kf}8]n / e6\6/fO{ 

,@)&&,k[=@!)_ .Æ To;}n] ;a} ljifoIf]qdf ax'k|rlnt g]kfnsf]  Psdfq g]kfnL efiff clt;'/lIft 

jf ljsl;t efiff efiff xf] . æb]jgfu/L lnlkdf n]lvg] g]kfnL efiff ;flxTo l;h{gf, zAbsf]z, 

k':ts, kf7\ok':ts n]vg, Jofs/0f n]vg, ljB'tLo k|sfzg Pjd\ 5fkf, >Job[Zo ;fdu|L lgdf{0f 

nufot ;a} ljifoIf]qdf ljsl;t 5 -kf}8]n / e6\6/fO{ ,@)&&, k[=@!@_ .Æ nfdf] Oltxf; af]s]sf] 

g]kfnL efiff cfhsf lbg;Dd cfOk'Ubf ;Dk"0f{ ljifonfO{ phfu/ ug{;Sg], cfjZostf cg's"n 

zAblgdf{0f ug{;Sg] , d'n'ssf ;a}] hgtfn] a'em\g ;Sg],  dft[efiff ;/x af]NGg ;Sg], kl/cfpFbf 

/fi6«efiff, ;Dks{efiff / dfWodefiffsf ?kdf /fd|f];Fu pkof]u ug{ ;lsg] ;Ifd efiffsf] ?kdf 

ljsl;t efiff

ljsfzLn 

efiff

;ª\s6fkGg 

efiff

nf]kf]Gd'v 

efiff 

d[t efiff
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ljsl;t ePsf] 5 . /fli6«o hgu0fgf @)&*cg';f/ g]kfnsf] ljsl;t g]kfnL efiffsf jQmf 

!#)*$$%& /x]sf 5g\ . of] ;+Vof s"n hg;+Vofsf] $$=*^ k|ltzt xf] . To;} u/L k|b]zut 

?kdf dw]zk|b]zb]lv afx]s c? ;a} k|b]zdf g]kfnL efiff g} ;aeGbf a9L k|ltzt hg;+Vofn] 

af]Ng] efiff /x]sf] kfOG5 . o;nfO{ lgDg tflnsfn] cem k|:6 kf5{ M 

 

tflnsf g+= !   

k|b]zut ?kdf ljsl;t g]kfnL efifsf k|of]Qmf ;+Vof / k|ltzt 

s|= ;+= k|b]z hg;+Vof k|ltzt 

! sf]zL @@$^)@& !*=^( 

@ dw]z #%@!)( @=^( 

# afudtL #$@&(*! @^=!( 

$ u08sL !*!)))# !#=*# 

% n'lDagL @^)$^!$ !(=() 

^ s0f{fnL !%))!^! !!=$^ 

& ;'b"/klZrd !!$#%^@ *=&# 

hDdf !#)*$$%&  

                    ;|f]t M /fli6«o hgu0fgf -@)&* k[=k[=!(#—@&^_  

                                   

 o;k|sf/ k|b]zut cfwf/df x]bf{ ;a}eGbf a9L afudtL k|b]zdf @^=!( g]kfnL efiff k|of]u 

Jojxf/ u/]sf] kfOG5 . To;} u/L n'lDagL k|b]z bf];|f] !(=() k|ltzt, qmdzM sf]zL k|b]zdf 

!*=^( k|ltzt, u08sL k|b]zdf !#=*# k|ltzt, s0ff{nL k|b]zdf !!=$^ k|ltzt, ;'b"/klZrd 

k|b]zdf *=&# k|ltzt / dw]zk|b]zdf @=^( k|ltzt jQmfn] g]kfnL efiff k|of]u Jojxf/ ul//x]sf] 

kfOG5 . ctM k|b]zut cfwf/df x]bf{ afudtL k|b]zdf ;aeGbf a9L / dw]zk|b]zdf ;aeGbf sd 

jQmfn] g]kfnL efiff k|of]u ul//x]sf] tYofª\s kfOG5 .  

 

ljsf;zLn efiff 

 ljsl;t efiffx?n] k|fljlws, z}lIfs, k|zf;lgs / j}1flgs If]qx?df Jofks?kn] k|of]u 

x'g] clg ;DkGg ;+/rgf / zAb;fdYo{ ljsf; ul/;s]sf x'G5g\ . h:t} M c+u|]hL, lrlgofF,g]kfnL 

cflb efiffx? o; k|sf/sf efiffsf pbfx/0f x'g\ . o;sf ljk/Lt ljsf;zLn efiffx? cem} 

k"0f{?df dfgsLs/0f, k|ljlwdf k|of]u jf cGt/f{li6«o:t/df :yflkt eO;s]sf x'Fb}gg\ . To;}n] 

k|ultsf] af6f]df ultzLn efiffnfO{ ljsf;zLn efiff elgG5 . kf}8]n / e6\6/fO{ -@)&&_  sf 

cg';f/  

cljlR5Gg ?kdf ljsf;sf] ultdf a9]sf efiffx? s|dzM ljsl;t eO{ >]0fL j[l4 

x'g' efiffsf] ljsf;zLn u'0f xf] . o;nfO{ efiffsf] :t/f]Ggltsf] cj:yf dflgG5 . 

ljsf;zLn efiffx?df Psflt/ jQmf;+Vof j[l4 x'gsf ;fy} ;flxTo, snf, sfg'g, 

lzIff, ;~rf/, :jf:Yo, k|ljlw tyf 1fg lj1fg Pjd\ ko{6g / pBf]u h:tf 

Joj;fosf If]qdf zAbe08f/sf] ljsf;, k|of]u / lj:tf/ h:tf s'/fx? klg ;Fu;Fu} 

ePsf] kfOG5 . ljsf;zLn cj:yfsf efiffx?df ljifout If]qsf] cleJolQmsf 
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nflu  ljsl;t efiffdf h:tf] zAbe08f/ ljsl;t eO g;s]sf] cj:yf klg 

x'g;S5 -k[=@^#_ . 

tL efiffx?df ;fF:s[lts ;Dkbf df}lns 1fg / ;d'bfosf]  klxrfg el/k"0f{ x'G5 . s|fp;sf 

cg';f/ b;nfveGbf sd jQmf;+Vof gePsf,dft[efiffsf ?kdf af]ln+b} / l;ls+b} klg u/]sf, 

/fHosf] vf;} ;+/If0f gkfPsf  efiffnfO{ o; lsl;dsf] efiff dfg]sf] kfOG5 -Gof}kfg] M @)&),(%_ 

.  To;} u/L a}/fuL sfOFnfn] g]kfnsf n]Vo k/Dk/f ePsf, g]kfnL,d}lynL,ef]hk'/L,cjwL, lnDa" / 

g]jf/L u/L hDdf ^ efiffx?nfO{ o; lsl;dsf efiff cGtu{t /fv]sf] kfOG5 -Gof}kfg] M @)&), 

k[=(%_ . tyflk o; n]vdf rflx+ b;nfveGbf sd hg;+Vof ePsf cjwL, lnDa" / g]jf/LnfO{ eg] 

o; pkju{ cGtu{t /flvPsf] 5}g . To;}n] g]kfnsf d}lynL, ef]hk'/L, yf?, tfdfª\, alHhsf 

efiffx? o; cGtu{t k5{g\ . d'n'sdf k|of]u Jojxf/ e}/x]sf dWo] s'gs'g efiffnfO{ ;+/If0f, 

;Daw{g ug]{ / s'gs'g efiffnfO{ cGosf ck]Iff a9L a9fjf lbg] eGg] s'/f /fHosf] efiffgLltn] 

klg lbzflgb]{z u/]sf] x'G5 . ca k|b]zcg';f/ jQmf;+Vofsf  cfwf/df g]kfnsf ljsf;zLn 

efiffx?sf] cj:yf lgDgfg';f/ b]vfOG5 M 

 

tflnsf g+= @ 

ljsf;zLn g]kfnL efiffsf k|of]Qmf ;+Vof / k|ltzt 

 

s|=;+= ljsf;zLn efiff jQmf;+Vof k|ltzt 

! d}lynL #@@@#*( #$=%( 

@ Eff]hk'/L !*@)&(% !(=%$ 

# Yff? !&!$)(! !*=$)  

$ Tffdfª !$@#)&% !%=@& 

% alHhsf !!##&^$ !@=!& 

 hDdf (#!$!!$  

                            ;|f]tM efiff cfof]u jflif{s k|ltj]bg -@)*!, k[=@& _  

 g]kfnsf ljsf;zLn efiffdWo] d}lynLefiffsf jQmf;+Vofsf] k|ltzt #$=%( 5 eg] ef]hk'/L 

efiffsf jQmf;+Vofsf] k|ltzt !(=%$ /x]sf] 5 . To;} u/L yf?efiffsf jQmf;+Vofsf] k|ltzt 

!*=$) 5 clg tfdfª efiffsf jQmf;+Vofsf] k|ltzt !%=@& /x]sf] 5 / ljsf;zLndWo] ;aeGbf 

sd alHhsf efiffsf jQmf;+Vofsf] k|ltzt !@=!& /x]sf] 5 . o; k|sf/ ljs;zLn efiff dWo] 

;a}eGbf a9L hg;+Vofn] af]Ng] d}lynL / ;a}eGbf sd hg;+Vofn] af]Ng] alHhsf efiff xf] . o;} 

u/L PsnfveGbf dfly b;nfv;Dd jQmf;+Vof ePsf  efiffnfO{ ;'/lIftk|foM efiff cGtu{t /fVg 

;lsG5 . g]kfnsf  cjwL, g]jf/L, du/,  9'6, 8f]6\ofnL, pmb"{, lnDa", duxL, a}t8]nL, /fO{, c5fdL, 

afGtaf, /fhj+zL, z]kf{, v; nufotsf efiffx?nfO{  o; pkju{cGtu{t /fVg ;lsG5 . oxfF 

;'/lIftk|foM efiff dWo] PsnfveGbf a9L b;nfv;Dd jQmf;+Vof ePsf dfly plNnlvt 

efiffx?nfO{ jQmf;+Vofsf cfwf/df lgDg tflnsfdf k|:t't ul/Psf] 5 M  

 

 tflnsf g+= # 

   ;'/lIftk|foM g]kfnL efiffsf jQmf;+Vof / k|ltzt 
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s|=;+= Effiff jQmf;+Vof k|ltzt 

! cjwL *^$@&^ !#=&@ 

@ g]jf/L *^##*) !#=&! 

# du/ 9'6 *!)#!% !@=*^ 

$ 8f]6\ofnL $($*^$ &=*% 

% pmb"{ $!#&*% ^=%& 

^ lnDa" #%)$#^ %=%^ 

& u'?ª\ #@*)&$ %=@) 

* C @#)!!& #=^% 

( a}t8]nL !%@^^^ @=$@ 

!) /fO{ !$$%!@ @=@( 

!! c5fdL !$!$$$ @=@$ 

!@ afGtjf !#*))# @=!( 

!# /fhj+zL !#)!^# @=)^ 

!$ z]kf{ !!&*(^ !=*& 

!% v; !!&%!! !=*^ 

 hDdf ^@(&$$@  

                                   ;|f]tM efiff cfof]usf] jflif{s k|ltj]bg -@)*!, k[=@& _   

 

efiff cfof]usf] jflif{s k|ltj]bg, @)*! sf cfwf/df g]kfndf !% cf]6f efiff ;'/lIftk|foM 

/x]sf] kfOG5 . o; cGtu{t /x]sf efiffsf aQmf ;ª\Vof hDdf  ^@(&$$@ b]lvG5 . cjwL, 

g]jf/L, du/ 9'6, 8f]6\ofnL, pmb"{, lnDa", u'?ª\ efiffsf aQmfx?sf t'ngfdf cGo efiffsf aQmfsf] 

;ª\Vof cfwf km/s /x]sf] kfOG5 .  

 

;ª\s6fkGg efiff  

  efiff 5 t Jojfx/df cfpb}g, eflifs aQmf 5g\, efiffnfO{ af]nLrfnLdf NofpFb}gg\ cyf{t 

sd k|of]u u5{g\ eg] o;/L eflifs Jojxf/df sdL x'Fb} hfFbf efiff ;ª\s6df kb}{ hfG5 . eflifs 

jQmfn]x¿n] cfkm\gf] dft[efiffsf] dxTTj yfxf gkfpg', hfg]/ klg dxTTj glbg' cyjf cfkm\gf] 

efiffsf] cf}lrTo / dxTTj gb]Vg', cfkm\gf] df}lns klxrfgsf] efiff xf] egL ga'em\g' h:tf sf/0fn] 

efiff ul/a xF'b} uof] eg] ;ª\s6 a9\b} hfG5 . jQmf,;d'bfo / /fHoaf6 cf]em]n kb}{ uPsf] 

efiffnfO{ ;ª\s6fkGg efiff elgG5 . c+u|]hL zAb OG8]Ghd]{G6sf] g]kfnL ?kfGt/ ;ª\s6fkGg xf] . - 

o'g]:s]f -@))#_ sf] n]ª\u'Oh efO6ln6L PG8 OG8]Ghd]{G6df pNn]v ePcg';f/ ;ª\s6fkGgtfsf 

tLg pkk|sf/ 5g\, tL 8]lkmg]6\nL OG8]Ghd]{G6÷ nf]kf]Gd'v, ;]e/NnL OG8]Ghd]{G6÷ d/0ff]Gd'v  / 

ls|l6sNnL OG8]Ghd]{G6÷ glhs} nf]k x'g\  - k[=*_ . o;/L pNn]v eP klg ;ª\s6fkGg efiff 

:yfgLo,hftLo / ;fgf ;d'bfodf ;Lldt x'G5g\ . To:tf efiffx? ;fdflhs,cfly{s jf z}lIfs 

sf/0fn] ubf{ gofF k':tfn] l;Sg / k|of]u ug{ 5f]8]sf x'G5g\ .  

 ;dfhsf] låeflifs jf ax'eflifs cj:tfdf s'g} k|efjzfnL efiffsf] k|efjn] sdhf]/ kg{', 

cfkm"n] af]Ng] dft[efiffnfO{ cf}krfl/s 7fpFdf k|of]u gug{', cleefjs jf afa'cfdfn] cfkm\gf] 

dft[efiffnfO{ k|fyldstf lbP/ afnaflnsfnfO{ gl;sfpg' jf j]jf:yf ug'{ cGthf{tLo ljjfx ug{', 
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efiff, ;flxTo, ;+~rf/, lj1fg / k|ljlw, sfg'g, lzIff  Pjd\ n]vg / k|sfzgLo sfo{ lj:tf/} ;':t 

x'b}hfg' eiffdf ;ª\s6 cfpg' xf] . ctM efiff, jQmf, ;d'bfo / /fHoaf6 cf]em]n kb{} hfG5 eg] 

To:tf efiff ;ª\s6fkGg x'g\ . efiffzf:qL S|mfp;n] jQmf ;ª\Vofsf cfwf/df  efiffnfO{ ;'/lIft, 

c;'/lIft jf b'3{6gfu|:t / d/0ff]Gd'v jf nf]kf]Gd'v u/L tLg ju{df 5'6\ofPsf 5g\ . S|mfp;sf 

cg';f !)))))) -b; nfv_ jQmf /x]sf] / /fHosf] ;+/If0f kfPsf] efiff ;'/lIft efiff xf] . To;} 

u/L !)))))  -Ps nfv_ Ps nfv eGbf sd hg;+Vof /x]sf] / dft[efiffsf ¿kdf l;lsFb} 

u/]sf] ;ª\s6u|:t  efiff xf] .  

Tflnsf $ 

b; xhf/ / ;f]eGbf dfly Ps nfveGbf sd hg;+ª\Vof ePsf dft[efiffx¿ 

qm=;=    dft[efiff                        

 

     hg;ª\Vof            k|ltzt   ;l~rt k|ltzt  

! aemfª\uL ((^#! )=#$ )=#$ 

@ lxGbL (*#(( )=#$  )=^* 

# Dfu/ vfd (!&%# )=#! )=(( 

$ rflDnª *()#& )=#! !=# 

% /fgf yf¿ &&&^^ )=@& !=%&  

^ r]kfª %*#(@ )=@ !=&&  

& Affh'/]nL %^$*^ )=!( !=(^ 

* ;GyfnL %#^&& )=!* @=!$ 

( bg'jf/ $(((@ )= !& @=#! 

!) bfr'{n]nL  $%^$( )=!^ @=$& 

!! p/fpF #**&# )=!# @=^ 

!@ s'n'ª #&(!@ )=!#  @=&# 

!# clÍsf #%(%@ )=!@ @=*% 

!$ dfemL #@(!& )=!! @=(^ 

!% ;'g'jf/ #@&)* )=!! #=)& 

!^ yfdL @^*)% )=)( #=!^ 

!& UfGfufO{ @^@*! )=)( $=)^ 

!* y'n'ª @$$)% )=)* $=!$ 

!( aªunf @#&&$ )=)*  $=@@ 

@) 3n] @#)$( )=)*  $=# 

@! ;fDkfª @!%(& )=)&  $=#& 

@@ Dff8jf/L @!### )=)&  $=$$ 

@# 88]nw'/L @!#)) )=)& $=%! 

@$ wLdfn @)%*# )=)& $=%* 

@% Tfhk'l/of @)#$( )=)&  $=^% 

@^ Sm'dfn !*$#% )=)^ $=&! 

@& vflnª !^%!$ )=)^  $=&& 
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@* d';ndfg !^@%@ )=)^  $=*# 

@( jfDa'n] !%@*% )=)% $=** 

#) aflxd÷afo'd !$$$( )=)% $=(# 

#! ofVvf !$@$! )=)%  $=(* 

#! ;+:s[t !#()^ )=)%  %=)# 

## e'h]n !#)*^ )=)$ %=)& 

#$ Ef]f6] !@*(% )=)$  %=!! 

#% b/O{ !@!%^ )=)$  %=!% 

#^ ofDkm'÷ofDkm] !)&$$ )=)$  %=!( 

 

Tfflnsf $ df /x]sf aemfª\uL ((^#! , lxGbL (*#((,Dfu/ vfd (!&%#,rflDnª  *()#& 

, /fgf yf¿ &&&^^ efiffsf hg;+ª\Vof  /x]sfn] cGo efiffsf t'ngfdf ;'/lIft efiffsf glhs 

5g\ . tyflk b; xhf/ / ;f]eGbf dfly Ps nfveGbf sd hg;+ª\Vof ePsf #^ cf]6} dft[efiffx¿ 

;ª\s6fkGg efiffsf ?kdf /x]sf 5g\ . oL  dft[efiffsf aQmfx?sf] s'n ;+ª\Vof g]kfnsf] 

hg;+ª\Vofsf] %=!( k|ltzt dfq /x]sf] kfOG5 .  

 

Tflnsf % 

Ps xhf/ / ;f]eGbf dfly b; xhf/eGbf sd hg;+ª\Vof ePsf dft[efiffx¿  

qm=;= dft[efiff hg;+ª\Vof k|ltzt   ;l~rt k|ltzt  

! Gffl5l/ª (()^ )=)#  

@ XofNdf] ÷of]Ndf]  (^%* )=)#  

# b'dL *^#* )=)#  

$ H'fDnL *##* )=)#  

% Aff]6] &^*& )=)#  

^ d]jfxfª &$@* )=)#  

& k'df ^&^# )=)@  

* Kfx/L %(&^ )=)@  

( cf7klxof %%*) )=)@  

!) b'ªdfnL %$)# )=)@  

!! lh/]n %!^& )=)@   

!@ ltAatL %)%# )=)@   

!# b}n]vL $(*( )=)@   

!$ r'd÷g'a|L $@*$  )=)!  

!% 5GTofn $@*@ )=)!  

!^ /fhL $@$& )=)!  

!& ysfnL $@@) )=)!  

!* d]r] $@)# )=)!  

!( sf]oL  $!%@ )=)!  
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@) Nf]fxf]¿ª #**$ )=)!  

@! s]j/t #$^( )=)!  

@@ 8f]NkfnL #@$$ )=)!  

@# 8f]g] #!)) )=)!  

@$ d'ufnL @*#$ )=)!  

@% h]/f]÷h]¿ª @*!& )=)!   

@^ sdf{/f]ª @^!( )=)!   

@& l5Gtfª @%^$ )=)!   

@* Nxf]kf @#$* )=)!   

@( nfKrf @@$) )=)!   

#) d'08f÷d'l8of/L @!)& )=)!   

#! dgfª] @)@@ )=)!  

#@ l5lnª @)!! )=)!  

## b'/f !((! )=)!  

#$ ltn'ª  !(^( )=)!  

#% ;fª\s]lts efiff !&*$ )=)!  

#^ JoFf;L !&)^ )=)!  

#& Af/fd !%#( )=)!  

#* Af/fu'ªjf !%#^ )=)!   

#( ;fb|L !#$& )=))  

$) cª\u|]hL !#@# )=))  

$! du/ sfOs]  !@@% )=))  

$@ ;f]xg !!*@ )=))  

$# Xfo' !!## )=))  

$$ ls;fg !))$ )=))   

                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                  

Tfflnsf %cg';f/ Ps xhf/ / ;f]eGbf dfly b; xhf/eGbf sd hg;+ª\Vof ePsf 

dft[efiffx¿ $$cf]6f efiff ljleGg ;}4flGts cfwf/df x]bf{ ;ª\s6fkGg efiffsf efiffsf ¿kdf 

/x]sf] kfOG5 . 

Nff]kf]Gd'v efiff  

   Aff]nrfndf /x]sf efiffsf jQmfx¿ 36\bf] qmddf b]lvPsf] cj:yf nf]kf]Gd'v cj:yf xf] .  

jQmfsf] cefj a5\b} uO{ k':tfGt/0fdf x'g] l:yltdf /x]sf efiffx¿ nf]kf]Gd'v >]0fLdf kb{5g\ . 

æsDtLdf !))) eGbf sd jQmf;+Vof ePsf efiffx?nfO{ nf]kf]Gd'vsf] sf]l6df /fVg ;lsG5 -

kf}8]n / e6\6/fO{ , @)&&,k[=k[=@&)_ .Æ o; cfwf/df jQmfn] af]nL Jojxf/df sd ub}{ n}hfg' 

cyf{t efiff af]Nbf af]Nb} ;lsFb} hfg' nf]kf]Gd'vsf clenIf0f x'g\ . o:tf efiffsf aQmfx¿ Go"g 

/xg' / af]nL Jojxf/df clt sd k|of]u x'Fb} hfg]sf] cj:yf nf]kf]Gd'v xf] . vf;u/L n]VoeGbf klg 

sYo k/Dk/fdf ;Lldt lnlk, j0f{Joj:yf gePsf dft[eflifs jQmfx¿sf efiffx¿ rFf8} nf]kf]Gd'v 

af6f]lt/ nfu]sf] kfOG5 . æk|of]usf b[li6n] efiff qmdzM x/fpFb} u/]sf] cj:yfdf  cl:tTj 
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b]vfpg'sf] ;f6f] nf]k x'g]lt/ nfu]sf] t/ nf]k geO;s]sf] l:tlt nf]kf]Gd'v k|j[lt xf] .  dfr/ / 

j08nn] k|To]s b'O{ xKtfdf ljZjaf6 Pp6f efiff n]fk xG5 eGg] ts{ cl3 ;f/sf 5g\ -l/dfn 

@)&! k[M !_ .Æ efiff n]fk x'g' egs]f clnlvt ;flxTo leqsf hftLo u}f/j, k/Dk/f, cl:tTj / 

;f:s[lts ul/df klg n]fk xg' x]f . o;/L /fHosf eflifs cjl:ylt cg'¿k efiff ;DaGwL /fHon] 

lng] efiff gLlt tyf o]fhgfn] efifsf ;/If0f / ;j4gdf k|d'v e"ldsf v]Nb5 . vf;u/L lnlk, 

Jofs/0f, ;flxTo cflb gePsf efiffx¿ rfF8} nf]kf]Gd'v efiffsf /]vfdf kb{5g\ . efiffzf:qL  

u|fOdn] aStfsf] pd]/nfO{ cfwf/ agfP/ efiffsf] auL{s/0f u/]sf 5g\ . uf|Odsf cg';f/ x|f;f]Gd'v 

;a} pd]/sf aQmf /x] tfklg afnsn] gl;Sg] l:yltsf efiffnfO{ dfg]sf 5g\ . ;fy} clt 

;+ª\s6u|:t $) jif{eGbf dfly pd]/sf jQmf ePsf efiff Nff]kf]Gd'v efiffsf] ¿kdf /fv]sf]n] 

g]kfnsf] hgu0fgf @)&* sf cg';f/  g]kfnsf /x]sf sDtLdf Ps xhf/eGbf sd hg;+Vof 

ePsf efiffnfO{ nf]kf]Gd'vsf] :yfg /fVg ;lsG5 . h; cg';f/ efiffzf:qL S|mfp;sf cg';f/ 

dft[efiffsf ¿kdf afnsn] l;Sg 5fl8;s]sf] efiff nf]kf]Gd'v efiff xf] . g'gg -@))%_ n] !@ 

lrGtfhgs cj:yfsf ;ª\6fkGg efiff M d]jfxfª, sfOs], /fp6], ls;fg, r'/]6L, a/fd, ltn'ª, h]?ª, 

b'ªdfnL, af/ufFpn], gfkm"{ / dgfªjf efiffnfO{ dfg]sf 5g\ . To;} u/L sfOFnfn] n]Vo k/Dk/fnfO{ 

cfwf/ dfgL g]kfnsf efiffnfO{ d/0ff]Gd'v, c;'/lIft / ;ª\s6u|:t, c;'/lIft/ ;'/lIft rf/ ju{df 

af8]sf 5g\ . h; cg';f/ n]Vo k/Dk/f gePsf ;a} efiffx¿ Nff]kf]Gd'v efiff cGtu{t kb{5g\ . 

Tflnsf ^ 

Ps xhf/eGbf sd hg;+ª\Vof ePsf dft[efiffx¿ 

qm=;= dft[efiff hg;+ª\Vof k|ltzt   ;l~rt k|ltzt  

! kGhfaL *&! )=))  

@ Wf'n]nL &*^ )=))   

# vfDrL-/fp6]_ &$! )=))   

$ n'ªlvd &)@ )=))   

% Nff]jf ^@$ )=))   

^ sfut] ^!! )=))  

& jflnª÷jfn'ª %$% )=))   

* Gff/–km' $@* )=))   

( Nxf]dL $!# )=))   

!) lt5'/f]ª kf]Os] $!) )=))  

!! s'df{nL #(& )=))   

!@  sf]r]   ##@ )=))  

!# l;GwL @(! )=))  

!$ kmfªb'jfnL @$& )=))  

!% Af]nxf/] !&& )=))  

!^ ;'/]n !&$ )=))  

!& dfnkfF8] !^! )=))  

!* Vfl/of !#@ )=))  

!( ;wgL !@@ )=))  
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@) xl/ofGjL !!$ )=))  

@! ;fd !)^ )=))  

@@ Afgsl/of *^ )=))  

@# s';'08f @# )=))  

@$ cGo $@)! )=)!  

@% pNn]v gePsf #$^ )=))  +)=^& k|ltzt 

 

 

tflnsf ^ cg';f/ /x]sf kGhfaL, s';'08f , Afgsl/of, ;fd, xl/ofGjL, ;wgL, dfnkfF8], 

Vfl/of, ;'/]n, Af]nxf/],, kmfªb'jfnL, l;GwL, Wf'n]nL, vfDrL-/fp6]_, n'ªlvd, Nff]jf, sfut], 

jflnª÷jfn'ª, Gff/–km', Nxf]dL, lt5'/f]ª kf]Os], s'df{nL, sf]r], pNn]v gePsf, cGo efiffx¿ u/L 

@% cf]6f efiffsf aQmf;+ª\Vof s'n hg;+Vofsf] +)=^& k|ltzt dfq /x]sf] kfOg' /  Ps xhf/eGbf 

sd hg;+ª\Vof ePsf dft[efiffx¿ x'g' Nff]kf]Gd'v efiffsf] :yfgdf k'Ug' xf] .  

Df[tefiff  

hLjGt efiff k|of]df cfpg 5f]8]kl5 qmdzM z"Go cj:yfdf k'U5 / cGTodf cl:tTj g} 

;dfKt x'G5 . ctM eflifs z"Gotf / cl:tTjsf] ;dflKt eflifs d[To' 𝑙𝑎𝑛𝑔𝑢𝑎𝑔𝑒 𝑑𝑒𝑡ℎ xf] . 

lqm:6n 8L ;6 -;g\ @)))_ n] …Nofª \Uj]h 8]yÚ gfds k':tsdf  eflifs d[To'nfO{ dflg;sf] 

d[To';Fu t'ngf u/]sf 5g\ .;fy} dflg;lagf efiffsf] s'g} cl:tTj x'b}g / efiff k|of]udf gcfpg] 

l:yltdf k'Ug' cyf{t\ efiffnfO{ dflg;n] k|of]udf gNofpg'  efiffsf] d[To' cyf{t eflifs d[To' xf] . 

efiff hlt k|of]udf cfpF5 Tolt g} hLjGt x'G5 . s'g} efiff clen]vdf dfq ;Lldt e} Jojxf/df 

k|of]udf cfpg 5f]8\g' hLjGttfaf6 z"Godf k'Ug' xf] .  

6f]jf -@))!_ sf cg';f/ eflifs d[To' eg]sf] efiffsf] k|of]u jf cl:tTj ;dfKt ePsf] 

cj:yf xf] . s'g} ;dodf k|of]udf cfPsf] efiff clen]vdf s}b eO{ Jofjxfl/s k|of]hgsf b[li6n] 

z"Go d"Nosf] l:yltdf k'Uof] eg] Tof] eflifs d[To'j/0fsf] cj:yf xf]. To;}u/L a}/fuL sfOnfn] n]Vo 

k/Dk/fnfO{ cfwf/dfgL g]kfnsf efiffnfO{ rf/ ju{df afF8]sf 5g\ . pgsf cg';f/ d/0ff]Gd'v M 

n]Vo k/Dk/f gePsf / ;a} nf]kjfg efiffx¿ o; ;d"xdf kb{5g\ .   

@)&* sf] hgu0fgf cg';f/ g]kfnsf kGhfaL, Wf'n]nL, vfDrL-/fp6]_, n'ªlvd, Nff]jf, 

sfut], jflnª÷jfn'ª, Gff/–km', Nxf]dL, lt5'/f]ª kf]Os], s'df{nL, sf]r], l;GwL, kmfªb'jfnL, Af]nxf/], 

;'/]n, dfnkfF8], Vfl/of, ;wgL, xl/ofGjL, vfd, Afgsl/of, s';'08f, cGo / pNn]v geP sf 

efiffx¿ aStf ;ª\Vof klg Psbd} sd Ps xhf/eGbf sd hg;+ª\Vof ePsf sf/0f  @% cf]6f 

efiff d/0ff]Gd'v cj:yf / d[To'Gd'v sf]l6df kb}{ uPsf 5g\ . g'gg -@))%_ n] d/0ff;Gg efiff M 

lnªlvd, s'';'G8f, sf]r], ;fd, sfut], l5Gtfª / Nxf]dL . d[t efiff M afOaG;L, rf]Gvf, nf]ª\ufjf, 

d'ufnL, ;dJof, kf]ªof]ª, a'ªnf, r'Sjf, x]bfªkf, aflnª, vfdb'ª cflb dfg]sf 5g\ . To;} u/L  

ljleGg  ;}4flGts cfwf/ / hgu0fgfsf] kl/0ffdnfO{ x]bf{ g]kfnsf efiffx¿nfO{ d[To' x'gaf6 

hf]ufpg, ltgnfO{ n]vg k/Dk/fdf ptfg{, ltgsf] jfª\dosf] ljsf; ug{, ltgsf k|sfo{  a9fpg / 

ltgnfO{ ;dfh / /fi6«df oyf]lrt :yfg lbnfpg /fHon] efiffgLlt lgdf{0f ug{ cfjZos 5 . 

To;sf lglDt ljleGg efiffx¿sf] ;+/rgfut / :t/ut ljsf;sf] of]hgf th{'df u/L  efiffsf] 

;+/If0f ul/g' kb{5 .   

lj=;= @))(–@)!! b]lv @)&* ;Ddsf efiff 
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 g]kfn ax'eflifs b]z xf] . g]kfdf af]lng] w]/} efiffx¿ cem} af]nLrfnLdf ;Lldt 5g\ . w]/} 

efiffx¿ n]vg k|0ffnLdf :yflkt e} ;s]sf 5}gg\ . g]kfnsf] eflifs tYofª\s d"ntM hgu0fgfdf 

cfwfl/t 5 . h;cg';f/ hgu0fgfdf efiff ;"rLs[t x'g yfn]kl5=;+jt\ @))(–@)!! b]lv @)&* 

;Dd sfod ePsf efiffx¿ qmdzM o; k|sf/ /xsf] kfOG5 .  

 

Hfgu0fgfsf] 

;+jt\ 

@))(–

@)!! 

@)!* @)@* @)#* @)$* @)%* @)^* @)&* 

Effiff ;ª\Vof $$ #^ !& !* #! (@ !@# !@$ 

 

 Kf|:t't tflnsf cg';f/  lj=;=@))(–@)!! sf] hgu0fgfDff $$ cf]6f efiff ;ª\Vof 

/x]sf]df lj=;= @)!* df #^ cf]6f qmdz M @)@* df !& cf]6fdf ;Lldt x'g k'u]sf] kfOG5 . o;} 

u/L @)#* df !* cf]6f dfq /x]klg  @)$* df #! cf]6f efiff ;ª\Vof /x]sf] kfOG5 . o;} 

qmddf tLg u'0ffn] a[l2 eP/ @)%* df (@ cf]6f efiff ;ª\Vof k'u]sf] kfOG5 . @)^* df !@# / 

@)&* sf] hgu0fgfDff  !@$ Effiff ;ª\Vof kfOG5 . lj=;+= @))( b]lv @)&* ;Ddsf] k6s 

k6ssf] hgu0fgfsf] ljj/0fdf km/s b]lvP tfklg @)^* / @)&* sf] ljj/0f vf;} leGg b]lvb}g 

.  

 /fli6«o hgu0fgf @)&* cg';f/ g]kfndf  !@$ dft[efiffx¿sf] pNn]v u/]sf] kfOG5 . 

To;} u/L !# cf]6f efiffsf aQmfn] g]kfnsf] hg;+Vofsf] ()=($ k|ltzt ;d]6]sf] b]lvG5 . 

To;dWo] Ps nfv / ;f]eGbf a9L aQmf;FVof ePsf efiffx¿sf]  ;ª\Vof @! /x]sf] 5 . oL @! 

Effiffsf aQmfx¿sf] hg;ª\Vof g]kfnsf] s'n hg;ª\Vofsf] ($=(% k|ltzt xf] . o; afx]ssf] 

!)# cf]6f efiff af]Ng] hg;ª\Vofsf] k|ltzt %=)% dfq /x]sf] 5 . To:t} bz xhf/ / ;f] eGbf 

dfly Ps nfveGbf sd hg;ª\Vof ePsf efiffx¿ #^ cf]6f / b; xhf/eGbf sd Ps xhf/;Dd 

hg;ª\Vof ePsf efiffx¿ $$ cf]6f 5g\ . To:t} Ps xhf/eGbf sd hg;ª\Vof ePsf efiffx¿ 

@# cf]6f /x]sf] kfOG5 . h;nfO{ /fli6«o hgu0fgf @)&* sf] k|ltj]bg, /fli6«o tYofª\s sfo{no, 

@)*) sf] k|sflzt cg';f/ dft[efiff cg';f/sf] hg;+Vofsf] ljj/0f o:tf] kfOPsf] 5 . 

 

g]kfnsf] ;+ljwfg @)&@ cg';f/ efiff gLlt 

 g]kfnsf] ;+ljwfg @)&@ sf] efu #, wf/f #@ -!_ df k|To]s g]kfnL gful/s / ;d'bfonfO{ 

cfkm\gf] efiff k|of]u ug{ kfpg] df}lns xssf] k|Tofe"lt ul/Psf] 5 . o;sf] afx]s efu $, wf/f 

%! u -&_ df g]kfnsf] ;fdflhs / ;f+:s[lts ¿kfGt/0fsf] nflu ;ª\3, k|b]z / :yfgLo txdf 

ax'eflifs gLlt cjnDag ug{ ;lsg] Joj:yf /x]sf] 5 . g]kfnsf] ;+ljwfgsf] wf/f @&* df efiff 

cfof]usf] Joj:yf tyf efiff cfof]un] l;kmfl/; u/]sf] cfwf/df g]kfndf :ki6 efiff gLlt lgwf{/0f 

x'g] Joj:yf 5 . efiff cfof]un] lgwf{/0f u/]sf cfwf/x¿sf] cfwf/df s'g efiff s'g k|b]zcGt{ut 

;/sf/L sfdsfhdf k|of]u x'g ;Sg] eGg] gLlt ;/sf/n] :ki6 kfg'{kg]{ b]lvG5 . To;} u/L efiff 

cfof]usf] sfd st{JocGtu{t g]kfndf af]lng] dft[efiffsf] ljsf;sf] :t/ / To;sf] cfwf/df pQm 

efiffx?nfO{ g]kfnsf ljBfnodf lzIffsf dfWod jf ljifosf] ¿kdf k|of]u ug]{ ;DaGwdf ;'emfj 

lbg] Joj:yf klg pNn]v 5 . t;y{ ;+ljwfgdf Joj:yf ePadf]lhd g]kfn ax'eflifs b]z ePsf] 

oyfy{ ;fdflhs ¿kdf :jLsfo{ 5Fb} lyof] xfn cfP/ /fHon] cfˆgf] d"n sfg'g ;+ljwfgdf ;d]t 

:jLsf/ ul/;s]sf] 5 . 
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 g]kfnsf] ;+ljwfg @)&@ sf] k|:tfjgfdf ax'hftLo, ax'eflifs, ax'wfld{s ax';f+:s[lts 

tyf ef}uf]lns ljljwtfo'Qm ljz]iftfnfO{ cfTd;ft u/L ljljwtf aLrsf] Pstf, ;fdflhs 

;f+:s[lts P]Soj4tf, ;lxi0f'tf / ;b\efjnfO{ ;+/If0f Pjd\ k|j4{g ub}{, juL{o, hftLo, If]qLo, 

eflifs, wfld{s n}lª\us lje]b / ;a} k|sf/sf hftLo 5'jf5'tsf] cGTo u/L cfly{s ;dfgtf 

;d[l4 / ;fdflhs Gofo ;'lglZrt ug{ ;dfg'kflts, ;dfj]zL / ;xeflutfd"ns l;4fGtsf 

cfwf/df ;dtfd"ns ;dfhsf] lgdf{0f ug]{ ;+sNk ul/Psf] 5 -k[=!_ . o;}u/L efu # df}lns xs 

cGtu{t wf/f !* df ;dfgtfsf] xs pNn]v ul/Psf] 5 M o;sf] pkwf/f # df /fHon] gful/ssf 

jLr pTklQ, wd{, j0f{, hfthflt, lnª\u zf/Ll/s cj:yf, efiff jf If]q, cflbsf cfwf/df e]befj 

ul/g] 5}g egL :ki6 pNn]v u/]sf] 5 . dflysf ;+j}wflgs Joj:yfn] / eflifs oyfy{sf] rrf{n] 

:ki6x'G5 g]kfndf eflifs ljljwtf 5 / ;a} efiffsf] ;dfg dxTTj 5 . ljBdfg ;+ljwfgn] 

eflifs ¿kdf ck"j{ Gofo ;'lglZrt u/]sf] 5 . 

 

                                     lgisif{ 

g]kfdf af]lng] w]/} efiffx¿ cem} af]nLrfnLdf ;Lldt 5g\ . w]/} efiffx¿ n]vg k|0ffnLdf 

:yflkt e} ;s]sf 5}gg\ . To;} u/L Effiffsf] :t/ut juL{s/0f cfwf/df eflifs hLjGttfsf] 

cj:yf x]bf{ ljsl;t, ljsf;zLn, ;ª\s6fkGg, nf]kf]Gd'v / d[t u/L  kfOof] .  ;fy} g]kfnL 

Psdfq ljsl;t efiff xf] eg] d}lynL, ef]hk'/L, cjwL, tfdfª\ / alHhsf ljsf;zLn efiff x'g\ . 

To;} u/L g]kfnL efiffsf jQmf;+VofeGbf lgs} sdjQmf;+Vof ePsf gofF k':tfdf x:tfGt/0f x'g] 

s|d sdhf]/ aGb} uPsf, jQmf;+Vof 36\t} uPsf efiffnfO{ ;ª\s6fkGg efiff elgG5 . g]kfnsf 

lh/]nysfnL, 5GTofn,r]kfª\, s'dfn nufotsf efiffx? ;ª\s6fkGg efiffx? x'g \. g]kfnsf 

nf]kf]Gd'vefiffsf] cj:yf emg\uDeL/ 5 . g]kfndf nf]kf]Gd'v efiffsf jQmf Ps xhf/eGbf sd 

/x]sf 5g\ . o:tf efiffx?sf] ;+/If0fdf /fHosf] ;+/If0f gx'Fbf efiff;Fu} ;Da4 ;+:s[lt / 

k/Dk/fx¿ klg x/fpg] vt/f a9]sf] 5 . o;} u/L d[tefiff eGgfn] ca b}lgs af]nrfn jf 

;fdflhs ;Gbe{df k|of]udf g/x]sf efiffx? a'lemG5 . g]kfnsf sltko efiffx? klg d[t e};s]sf 

5g\ . d[t efiffx? s]jn clen]v, ;flxTo / wfld{s ls|ofsd{df dfq ;Lldt /x]sf] kfOG5 o; 

cWoogaf6 s] k|i6 ePsf] 5 eg] g]kfndf eflifs ljljwtf ;+/If0fsf] r'gf}tL;lxt cj;/ klg 

plQs} 5 . lzIffsf] dfWodaf6 dft[efiffsf] k|of]u a9fpgpFb} efiffx?sf] g]kfnsf efiffx¿nfO{ 

d[To' x'gaf6 hf]ufpg, ltgnfO{ n]vg k/Dk/fdf ptfg{, ltgsf] jfª\dosf] ljsf; ug{, ltgsf 

k|sfo{  a9fpg / ltgnfO{ ;dfh / /fi6«df oyf]lrt :yfg lbnfpg /fHon] efiffgLlt lgdf{0f ug{ 

cfjZos 5 . To;sf lglDt ljleGg efiffx¿sf] ;+/rgfut / :t/ut ljsf;sf] of]hgf th{'df 

u/L efiffsf] ;+/If0f ul/g' kb{5 .    

;Gbe{;"rL 

s]Gb|Lo tYofª\s ljefu -@)&(_, g]kfnsf] /fli6«o hgu0fgf @)&*, s]Gb|Lo tYofª\s ljefu . 

vgfn, k]zn -@)&#_, z}lIfs cg';Gwfg k4lt, ;gnfO6 klAns];g . 

vlgof, a'4/fh, clwsf/L, /fds'df/ / bxfn, ljk|xl/ -@)^*_, g]kfnL efiff lzIf0f -bf];|f] ;+:s=_, 

h'lk6/ k|sfzs tyf ljt/s k|f=ln= . 

lu/L, lhj]Gb|b]j -;g\=@)!)_,g]kfnsf] efiffgLlt,  lqe'jg o'lgel;{6L hg{n, +!@ =l8;]Da/ . 

tfdfª\ , cd[t of]~hg - @)*!_,g]kfnsf efiffx?, Dx]Gbf] 6«:6 . 

Gof}kfg], bLksk|;fb -@)&)_, g]kfnL tyf g]kfnL lzIff pkk|fWofks k/LIff dfu{blz{sf, ;gnfO6 
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    klAns];g 

 kf}8]n, k|]dk|;fb -@)*)_, ;+3Lo g]kfndf efiffgLlt M cj:yf,cGof]n / cfufdL sfo{lbzf, 

 efiffnf]s ,efiff cfof]u . 

kf}8]n, /fh]Gb|k|;fb / e6\6/fO{ /d]z -@)&&_, g]kfnsf] efiffgLlt / of]hgf cfwf/,OG6]n]SRo'cNh 

a's Kofn]; . 

aGw' ,r"8fdl0f -@)%)_, g]kfnsf ;Gbe{df efiffof]hgf, k|1f,jif{ @@, cª\s &( . 

efiff cfof]usf] jflif{s k|ltj]bg cf7f}+ - @)*) —@)*!_, Effiff cfof]u .  

ofbj of]u]Gb|k|;fb -@)&$_, cjsf] g]kfn ;Defjgf / sfo{lbzf -;+= of]u]z 9sfn / s[i0f lu/L_ 

lzIff a'S;=  

/]UdL, eLdgf/fo0f -@)*)_,eflifs tYofª\sdf klxrfgsf] k|ltlaDa, efiffnf]s -k[k[ !$#— 

 !^)_,efiff cfof]u . 

zdf{, df]xg/fh / n'OF6]n, vu]Gb|k|;fb -@)%@_, zf]wljlw, ;femf k|sfzg . 

 zdf{, lr/~hLjL / zdf{, lgd{nf -@)^^_, lzIffsf cfwf/x¿, Pd=s]=klAn;;{ PG8 l8l:6«Ao'6;{ . 

lzjfsf]6L, uf}kfn / rf}nfufO{, ltns -@)%*_, cg';Gwfg k4ltsf] kl/ro, kf7\o;fdu|L k;n . 

>]i7, bof/fd -@)&&_, ;flxTosf] cg';Gwfg Joj:yfkg, lzvf a'S; k|sfzg k|f=ln= . 

;Gbe{;"rL c+u|]hL efiff  
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