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Abstract

The focus of the thesis is on how Nepali school head teachers develop awareness,
understanding and practice of social justice within educational leadership. There is extensive
international research into social justice and educational leadership. However, key influences
and experiences in head teachers’ personal and professional lives shaping social justice

consciousness in the Nepali context is under-researched.

A mixed methods approach, underpinned by a pragmatic and transformative philosophy was
adopted to gather qualitative and quantitative data from four focus groups, a survey with 108
respondents and interviews with 12 Nepali head teachers from different cultural, educational
and geographical settings. Using an interpretive phenomenological approach, head teachers
were provided with opportunities to share experience, insights and personal and professional

stories through their own narratives.

The findings suggest both personal and professional influences and experiences impact equally
on head teachers’ social justice understanding and practice. Analysis of survey data revealed
differences of approach and understanding according to heads’ gender, their years of
experience as educators and more significantly, heads’ geographical locations. Nepali head
teachers’ conceptualisation of social justice is primarily focused on students’ welfare,
characterised by recognition of injustices and wider societal challenges of inclusion. In seeking
to elicit head teachers’ visioning for more effective social justice educational leadership, the
need to collaborate with other stakeholders and address the lack of professional development

were highlighted.

The study concludes with a model to enhance head teacher capabilities to promote social
justice leadership within schools and encourage further professional development, especially
at local and regional levels. Recommendations include utilising the interpretive
phenomenological approach and narrativity analysis as professional development
opportunities to assist head teachers in transforming their social justice leadership. Further
research is proposed to capture a greater range of head teacher voices across this

geographically and culturally diverse country.
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Chapter 1 Introduction

1.1 The focus of the research

Schools are not just places of learning; they need to be places of action and change realising a
more socially just world for all. Educational leadership needs to be both visionary and
pragmatic to achieve social justice. This thesis explores how Nepali school head teachers
develop their awareness, understanding and practice of social justice within educational
leadership. The research identifies key influences and experiences shaping head teachers’
social justice consciousness at critical points in their personal and professional lives. It
assesses how they impact on leaders’ understanding and practice of social justice. By
generating professional reflection, the research has potential to be transformative. For
example, it may enable or encourage some school leaders to develop their leadership resulting

in more positive contributions to social justice practice for stakeholders in their setting.

This chapter has six sections providing an overview of the structure and rationale for the
research. The next section sets out my philosophical or value position exploring personal and
professional experiences that have shaped my attitudes, beliefs, motivation and interests.
These reflections assist in forming a philosophical underpinning that facilitates an examination
and justification for the rationale for this professional doctorate. A key focus in this chapter is
how | became involved in research in Nepal. The rationale for choosing to investigate social
justice and educational leadership and how it shaped my approach to the data collection is
explained. Next a brief conceptualisation of social justice and how it relates to education and
school leadership is introduced. The central aims of the study follow, setting out the three key
research questions. A summary of the purpose of the research, expected outcomes and
potential value of the study is given and how it contributes to wider research on social justice

and educational leadership. The chapter concludes with an overview of the thesis structure.



1.2  Value position, background and professional experience

My background and educational journey as a school pupil formed many of my views and
beliefs on fairness and opportunity. As the only member of my family to pass the examination
for grammar school and then to progress to university | became acutely aware of differences,
variable opportunities; of being part of something that was not inclusive of others. However,
despite its selective nature my Catholic grammar school espoused social justice within its
Christian mission and was a positive formative experience. Individuals mattered, all had equal
rights and everyone was treated with dignity. It was the first mixed Catholic grammar school
in the country. Staff were required to use first names for all pupils. Personal and social
education promoting gender equality and a rich extra-curricular programme was encouraged.
The leadership and several of the teachers were priests from the Institute of Charity, an order
founded by philosopher and theologian, Antonio Rosmini. | was surprised to learn, during the
literature research, that Rosmini was possibly the first to use the phrase la giustiizia sociale

(social justice) around the 1830s (Kraynak, 2018; Burke, 2010).

My interest and commitment to ‘socially just’ education was further shaped by a career of
thirty years within a range of English secondary schools; first as a teacher, then in various
leadership positions and ultimately as head teacher in a socially deprived school. Throughout
my career | have passionately supported and promoted inclusive comprehensive ideals in
education. For me this is consistent with the democratic ideals of a society that promotes
equity, fairness and equality of opportunity. At the same time, | believe there is a need to
eradicate or at the very least minimise the impact of injustice, inequality and discrimination
against individuals and groups in schools. In striving to promote fairness and eliminate
unfairness the task is not merely to achieve justice for individuals but to ensure a wider
contribution to developing justice for families, groups, social organisations and across society;
this is my understanding of social justice. | am very much in agreement with the perspective of
Dorling (2014) in his analysis of the wider causes of inequality in society. He argues that
uneven distribution of capital and income inequality leads to social difficulties, problems with
health, mental well-being and reduces life expectancy. Additionally, it reduces educational

opportunity and employment prospects.

Social justice is not about the State or an organisation dispensing something to its citizens or

members. It is about the agreeing of obligations to which citizens must aspire to demonstrate



to and for each other. This applies exactly the same way in the school and education
environment to nurture social justice (Cribb and Gewirtz, 2003). Educational leaders have
particular responsibilities in understanding, promoting, modelling and practising social justice.
During my own professional development as an educational leader | benefited from
opportunities to reflect on critical incidents and experiences that impacted significantly on my
role, personally and professionally. Recognising the powerful influence of these experiences

and influences has been critical to my own understanding and practise in leadership.

Axiology, the philosophy of ethics, can be described as the value position taken by an
individual. It follows that my own axiological assumptions underpin and influence my
philosophical beliefs and value position. My intention is to engage with research that is both
pragmatic and transformative, producing a positive impact promoting social justice in
education and across society (Mertens, 2010). | also accept the pragmatic and transformative
assumptions that education researchers and head teachers are motivated by the quest to
improve provision for learners through developing social justice and addressing human rights.
Furthermore, my approach to epistemology concerning knowledge and understanding of social
justice, perspectives of ontology regarding the nature of reality and methodology describing
the nature of inquiry are all shaped by my values as outlined earlier. These inter-related
aspects of my approach to research are further outlined in Chapter 4, explaining the

methodology for this study.

For leadership to be just, it requires an inclusive stance where transparency and clarity of
meaning are shared by all. Commenting on the complexities of justice theory terminology,
Maguire (rather ironically, in my opinion) states, “Obscurantism, which is often mistaken for
profundity, does tend to breed an unfriendly nomenclature” (2014, p.29). This thesis is socially
just only if the reader can understand it! The terminology and ‘nomenclature’ must be clear
for all. This is especially important for the interaction and communication with the head

teacher participants in this research, head teachers from a different culture and language.

1.3 Rationale for my research in Nepal

What are the reasons for choosing Nepal for this research? In part this was a matter of

serendipity. Over the last fifteen years | have been very fortunate and privileged to visit



schools and meet educational leaders across international settings including Brazil, India, Iraq,
Norway, Latvia, South Korea and on several occasions, Nepal. These experiences inspired me
to consider research that could support and contribute to wider international and comparative
enquiry around social justice and school leadership. | was particularly drawn to under-
researched and under-reported countries like Nepal. This lack of recognition in wider

international research is a form of social injustice.

After completing my headship, in 2008-9 | studied for an MA in International Educational
Management. My interest in international research was further encouraged in 2009 following
an invitation to lead school leadership training in Nepal. The programmes ran in Kathmandu
and Pokhara providing me with opportunities to visit schools and meet leaders in the private
and government sectors. The diverse experiences and motivations of the Nepali head teachers
| met were inspirational. The contrasts and disparity in educational access, provision and
outcomes between the Nepali schools were considerable, highlighting the extent of social
injustice in the country. These experiences motivated me to focus my doctoral thesis on social
justice leadership despite the challenging context of working in an international setting.

During this and subsequent visits | established a small network of contacts in the education
sector, especially Mahendra Khanal, a principal of an established private school. Mahendra
eventually became the co-ordinator for the research in Nepal. Whilst social injustice is evident
in all international contexts the variations in Nepal were stark and markedly more noticeable,
it being one of the poorest developing nations in the world. Working closely with school
leaders during the training and in further visits helped me to develop a wider perspective. This
was grounded in the reality of the Nepali educational environment, rather than beginning from
a more theoretical starting point of discourse on educational leadership and social justice. This
understanding shaped my research focus for the study. The formulation of my research

questions and the initial plans to utilise focus groups began to take shape.

The history and culture of Nepal is dramatically different to my own Western-based
experience. The opportunity to challenge my established perspectives and assumptions about
social justice and leadership in education was another factor that encouraged my plans to
undertake research outside the UK. Although my primary focus was Nepali educational
leadership, my interest covers the challenges and issues facing school leaders for social justice

in education which is a global concern (Bogotch and Shields, 2014).



1.4 Conceptualising social justice

Concepts such as social justice, education and leadership are terms that help to classify,
describe, interpret, explain or evaluate aspects of the social world we inhabit. Ontologically,
social justice is a highly complex and contested concept with multiple meanings across a
multitude of historical and current contexts (Zajda et al., 2006). On the one hand it has an
abstract and philosophical meaning whilst at the same time it is deeply practical and relevant
to individuals, between individuals and across organisations, communities and societies
(Harris, 2014). Establishing the ontology of social justice is crucial to theorising about
education and to explore the perceived realities of this concept (Gewirtz, 1998; Clark, 2006;
Oplatka, 2014). In this section | briefly introduce Rawls’ (1971) understanding of social justice
derived from his seminal theory of justice. Later | consider how this is developed by Sen (1987)
especially his perspectives on Capability and how these are interpreted by others, particularly

Fraser (1997) and Spitz (2011).

It is widely assumed that aspiring to achieve social justice is a ‘good’ or positive endeavour
(Reisch, 2014). Equally, the commitment to eradicate injustice is seen as an obvious and
worthwhile undertaking. The realities are more problematic. Individuals, groups and
organisations in all areas; political, economic, environmental, religious, cultural and
educational, make bold claims for the importance and promotion of ‘social justice’ within their
own sphere. Often these are based on the belief system of individuals and groups working
from their own definition and understanding of social justice and how it relates to their
context. As Reisch (2014, p.1) states, it is ironic that, “secular and religious, democratic and
authoritarian, individualist and collectivist march under the banner of social justice”,
regardless of their contradictory visions of society. Philosophically, politically, economically,
socially or educationally the perspectives are endless. Liberals, Conservatives and Marxists all
profess to seek and promote social justice within society and educational systems. Indeed,

who is not in favour of social justice in education?

Social justice as a term originally developed in religious or theological thinking (Burke, 2010;
Kraynak, 2018). In the 20" century, the work of the political philosopher, John Rawls and his
publication, A Theory of Justice, became the foundation from which understanding and
debates on social justice have subsequently developed, especially for Western Anglo-American

perspectives (Spitz, 2011). John Rawls (1971) aims to create an ‘ideal theory’, one that



encapsulates, in a theoretical way, how justice is seen as the result of agreements between
people within a clearly defined society. The economist Amartya Sen (2010; Sen, 1987),
develops a different view of justice; one that is more practical and dependent on people and
what he describes as their ‘capabilities’. Furthermore, Sen’s thinking uses wider cultural
concepts of social justice, liberty and reason, pointing out these are not uniquely Western
ideas (C Brown, 2010). The importance of agency in Sen’s Capability Approach, rather than the
more theoretical structure of Rawls’ view of justice, resonates more strongly with the position

adopted in this study.

Fraser (1997) brings a fresh perspective, distinguishing and conceptualising redistribution and
recognition, the two paradigms of justice. She articulates how affirmative and transformative
remedies for injustice can be achieved by the synergy of redistribution and recognition.

Indeed focusing on social injustice may be more effective in understanding the elusive concept

since this is more easily identified than idealised notions of justice (Bufacchi, 2012).

There are difficulties in formulating a definitive understanding of social justice owing to the
multiple perspectives and complexity of the concept. However, this study will propose a
working definition of social justice in the educational context. One that explores a broad
inclusive perspective articulated by Nepali head teachers within education and leadership. A
perspective that is applicable in Nepali school contexts but may be recognised in other
international contexts. Linked to the ontology and perceptions of social justice is the need to
address conceptions and notions from a non-Western perspective. Exploring alternative and
complementary notions of justice in the specific socio-cultural context of Nepal requires
understanding and interpretation across cultures (Geertz, 1973). This is both an ethical and

ontological challenge. These themes will be explored further in the literature review.

Social justice within education is a relatively new field of study; however, it has roots and
similar characteristics associated with studies in human rights, philosophy and religion,
multiculturalism and social and political research (Adams, 2014). There are multiple meanings
to the term social justice in education depending on the stakeholder; it is used and claimed by
politicians, researchers, policy makers, practitioners, parents and students (Reisch, 2014). All
have their own varied perspectives, subtle and significant differences of emphasis. In my view
schools are places where social justice should be evident both in the policies and the practices
they espouse. Apart from teaching and encouraging learning about social justice, schools

should be organisations that promote social justice, minimise injustice and change the world in



which we all live. Social justice in education is not the central focus of this thesis. However, an
understanding of its wider meaning and implications for education is essential to appreciate
how schools and educational leaders grapple with the multifaceted and demanding challenges

created by expectations to achieve social justice in their institutions.

There are many different starting points for an exploration of social justice in education
(North, 2006; North, 2008; Gewirtz, 1998). Ideas on equity and inclusion, ensuring that
personal or social circumstances are not obstacles to achieving educational potential are vital
(Polat, 2011). Inclusion is implicitly or explicitly part of all aspects of educational research,
policy and practice (Hytten and Bettez, 2011). Understanding critical pedagogies, personal and
professional identities of teachers is yet another approach (Perumal, 2015). Reay (2012) asks
what a socially just school looks like. She criticises the political philosophy that produces the
injustices evident in British education and compares it with Finland, described as the best
example of a socially just education system. The literature review (Chapter 3) examines these
approaches and the international dimensions in more detail. This research acknowledges the
importance of social justice in educational policy and practice, arguing it is fundamental to all
facets of educational leadership, rather than being merely one aspect that leaders may, or may

not, consider relevant.

There are few studies exploring the experiential influences shaping educational leaders’ lives
and work, especially in relation to social justice development and understanding. Although the
International handbook of educational leadership and social (in)justice (Bogotch and Shields,
2014) offers a comprehensive forum and a wealth of literature exploring aspects of social
justice and educational leadership it only briefly touches upon head teacher narratives and the
influences shaping their leadership. The handbook adopts an advocacy stance for the
promotion of justice and elimination of injustice in line with my own views and professional
experience. Earlier studies, for example Sugrue (2005) and Taysum and Gunter (2008) explore
life histories of school leaders seeking to understand and explain how these impact on their
work. They focus more on professional identities of school leaders and to a much lesser extent
on personal dimensions that shape social justice understanding. To address this gap my
research uses narrative inquiry (Goodson and Walker, 1991; Goodson, 2013) to gather head
teacher stories and critical incidents of social justice and injustice that have impacted on their

leadership.



A few overarching dimensions of social justice and educational leadership emerge as areas for
exploration in this thesis. The relationship between the theory and practice of social justice is
key (Bogotch, 2002). How leaders actively steer their schools towards social justice is
important (Theoharis, 2007; C. M. Shields, 2004). One vital dimension concerns the cultural
and international aspects. Miller (2017) argues that leadership is culturally situated but
explores the recent research on educational leadership that suggests there may be some
common approaches to the understanding and practice of leadership. Another area considers
the professional development of leaders and represents the most extensive volume of

research in this area (Capper et al., 2006; Oplatka, 2009; Forde and Torrance, 2017).

1.5 Aims and research questions

This thesis aims to understand how school leaders develop ideas, understanding and practices
of social justice in educational systems in Nepal. The literature review explores the contested
concept of social justice. It examines the relationship between social justice and the
complexity of school leadership in different contexts and seeks to evaluate these more
specifically in the Nepali environment. The significance of this study is that it focuses on the
under-researched Nepalese context and takes place in situ. Using insights from Nepali head
teacher narratives, including personal and professional critical incidents, the extent to which
awareness and development of social justice ideas are culturally situated and where there are
common universal practices is explored. Meanwhile, the identification of Nepali leadership
strategies that are of wider relevance that can inform more effective practice are also

considered.

This study addresses the research aims by undertaking an exploratory study of school
leadership in Nepal. This is intended to provide opportunities for Nepali school leaders to
reflect on their current and potential practice and then to consider the possibilities and
strategies to become more effective social justice practitioners. Considering these aims three

research questions were proposed for the collection of empirical data in Nepal.

1. What are the key influences and experiences that shape Nepali school leaders’
understanding and attitudes of social justice leadership?

2. How do Nepali school leaders apply social justice principles in their leadership practice?



3. What future opportunities for promoting social justice in Nepali schools are envisioned by
school leaders, and how do they see such opportunities being realised?

1.6 Purpose and outcomes of the research

| recognise the aims of the study are ambitious. However, it is hoped that a few practical
outcomes can be achieved as the study attempts to create some clarity regarding the different
meanings and competing views on the social justice concept, between local and universal
interpretations. Furthermore, the research has potential to contribute, albeit in a small way, in
the field of international comparative educational research focusing on social justice and
educational leadership in developing nations. The research creates possibilities to bring
benefits to a range of stakeholders contributing to their understanding, knowledge and
practice of social justice within and across educational organisations. These stakeholders fall

into four main groups:

Educational practitioners in Nepal, especially participant head teachers and other school

leaders across the government, private and charitable sectors.

Staff within education support organisations such as charities and Non-Governmental
Organisations (NGOs) that work closely with schools, many with specific commitment to a

social justice agenda.

Policy makers in Nepal operating in the newly restructured system at local, regional, provincial

and national level.

Members of the research community seeking to deepen knowledge and theoretical aspects of

school leadership and social justice in new international settings.
More specifically this research aims to contribute to one or more of the following outcomes.

Practice - by enabling the participant head teachers, other Nepalese and wider communities of
school leaders to reflect on current and potential practice in educational social justice and by

informing provision of professional development and support for school leaders.
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Theory - by examining and challenging theoretical understanding, development of conceptual
frameworks and links between social justice, education and educational leadership, the

research contributes to ‘theory-building’.

Policy - to inform the connections, implications and opportunities between leadership policy
frameworks and social justice action especially in relation to selection, recruitment and
training of school leaders, their own continuing professional development and that of their

staff.

Research - to encourage further research into school leadership and narratives in different
educational systems exploring context and influences on social justice provision and

development, primarily within Nepal but also other international contexts.

Ultimately, all educational research should be transformative and improve the quality of
education for learners and the life of those working in schools. First and foremost, the
intended outcomes for this research are to provide opportunities for Nepali head teachers to
share their stories and shape their own social justice agenda. This creates possibilities for head
teachers to contribute to and evaluate strategy development, improving social justice
provision across educational and the wider communities. Additionally, the research has
potential to develop better collaboration, enhancing communication and understanding
between the practitioner, policy and academic stakeholder communities concerned. Although
policies are being developed by educationalists in Nepal that promote the aspiration for social
justice, the part to be played by school leaders is not yet articulated in a meaningful way. |
would argue this research is helpful in posing questions and offering suggestions to how school

leaders might become more prominent stakeholders in these endeavours.

1.7 Thesis structure

The thesis uses a conventional structure for the remaining chapters. Chapter 2 focuses on the
Nepali context, setting the scene for the research. Chapter 3, the literature review, evaluates
current international perspectives and conceptual frameworks for social justice and
educational leadership. This is designed to facilitate a deeper understanding of wider outlooks

beyond the Nepali setting while bringing perspective and critical evaluation to the context
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within Nepal. Narrative inquiry is explored in the review with particular reference to

Goodson’s ideas (2013), to explore how we can learn from school leaders’ life stories.

Chapter 4 discusses the methodology, a mixed methods approach involving empirical data
collection over three phases. Qualitative and quantitative data was gathered from focus
groups, a survey and interviews with Nepali head teachers from different cultural, educational
and geographical settings. The aim was to provide opportunities for school leaders to share

their experiences, insights and personal and professional stories through their own narratives.

Chapters 5 and 6 present empirical findings in a thematic format. Each theme is introduced
using selected quantitative data from the survey presented with appropriate statistical
analysis. Themes are further explored in more depth using narratives and examples from
gualitative data derived from the interviews and survey. These illustrate head teachers’ critical
incidents, influences and experiences and their aspirations for improving social justice
leadership in the future. The interpretation and implications of the data findings and results
are examined in Chapter 7. What the data means to me as the researcher and what | think it
means for the Nepali head teachers is considered. This informs a wider discussion alongside
analysis of the literature to enable key emerging themes for social justice leadership in Nepal
to be interpreted and summarised. How the findings from this social justice research add to or
align with other studies will be considered. How the findings identify gaps in current thinking
on social justice and educational leadership and how these gaps might be addressed by the
findings will be explored. Additionally, the concluding Chapter considers the implications of

the research not only for practitioners and policy makers but for researchers and academics.
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Chapter 2 Nepal Context

2.1 Introduction

The focus of this chapter is to understand the wider Nepali context. First, important
contextual data covering the key geographical, social, political and economic landscape of
Nepal, essential to the understanding of the wider social justice environment within the
country is discussed. A brief evaluation of the effects of globalisation in this developing nation
is considered, identifying the potential challenges and opportunities these may bring. Next,
educational provision and organisational structures are described and recent government
plans to introduce a new provincial federal structure across Nepal are considered. An outline
history of educational development in Nepal to provide a clearer insight into what the current
educational and social justice context is and how it came about follows. The impact of the
Maoist movement and the civil war is highlighted as an important milestone in Nepal’s
development. The disruption caused by the civil war and more positive developments are
then evaluated. The penultimate section evaluates the resulting wider socio-cultural
challenges and the implications for social justice affecting children, teachers, head teachers
and schools in Nepal. The chapter concludes with a summary, briefly examining the

implications for my research focus on social justice and its leadership in schools.

2.2 Geographical, socio-economic, and political contexts

Although Nepal is a relatively small country with a population approaching 30 million (United
Nations estimate, August 2019), the diversity of its people, culture, terrain, and infra-structure
is vast. Landlocked between two giant, powerful nations; India to the South and China to the
North, Nepal endeavours to have good relations with these two opposing powers (Figure
2.3.a). The geopolitics resulting from this location create both difficulties and opportunities (T.
Marshall, 2016). India and China both have a desire to influence, even dominate Nepal’s

national politics. India does not want Maoist governments in Nepal, while China is keen to
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keep stability in the Tibetan region. Nepal needs financial and infrastructure support from

both nations.

There is a long and difficult history to the struggle to meet the basic needs of the Nepali people
(P. M. Blaikie et al., 2000). UNESCO (2011) report that a third of Nepal’s population lives
below the poverty line. As one of the world’s poorest countries Nepal was ranked 149th out of
189 in 2017 in the UN Human Development Index (United Nations, 2018a). Its position in the
Index has remained unchanged over the past five years. The World Bank (2016) reports that
81% of the total population inhabits rural locations scattered throughout small villages, living
off the land, often in inaccessible mountainous and hilly areas. This challenging terrain (Figure

2.2.a) presents enormous difficulties for socioeconomic development.
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Figure 2.2.a Map of Nepal — Main Geographical/ecological regions: mountains (Himal; over

3000m), hills (Pahad; 300-3000m) and plains (Terai; less than 300m) (Tyman, 2014)

The distinct geographical and varied ecological regions in the country impact in many ways.
Infrastructures of power supply, transport and communication are extremely basic even
around major cities and towns. Educational provision is rudimentary and health care very

limited or non-existent. An appraisal by Murray (1980) describes the magnitude and
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uniqueness of Nepal’s educational and social challenges given the extreme environment and
lack of infrastructure. However, according to the census data in 2011 there have been some
improvements in living standards and access to education (Central Bureau of Statistics, 2011).
Whilst the level of provision is still relatively low and socio-economic difficulties persist, the
rate of change is increasing substantially. The socio-economic pattern is also true for children
of school age in Nepal; poverty, discrimination and exclusion are issues but there are some

indications of change (UNICEF, 2016b).

Nepal’s susceptibility to earthquakes was demonstrated in a devastating manner in 2015
(WorldVision, 2018). More than 8,600 people were killed and 22,000 injured in two
earthquake catastrophes. Infrastructure was severely affected, for example 9,300 schools and
500,000 houses were destroyed or significantly damaged. By early 2018 only 2,900 schools
had been rebuilt. This has had a serious impact on school drop-out rates and academic
progress for those affected. Progress to rebuild and make repairs is slow and although it is
over four years since the disaster, many people in the hardest hit and poorest areas are still in
temporary shelters. This disaster exposes not only geographical precariousness but raises
questions as to the capacity of the government to effectively respond (Shrestha and

Pathranarakul, 2018).

Nepal is a developing nation still undergoing post-conflict and earthquake reconstruction and
recovery. The replacement of the absolute monarchy that ruled Nepal for centuries led to civil
war and the emergence of the federal representative democracy (Whelpton, 2005). Although
a parliamentary system emerged, Deraniyagala (2005) argued ongoing economic tensions,
related in part to the civil war, continued to have adverse effects in the country. From 1996 to
2006 a violent insurgency led by Maoist rebels destabilised the country but had positive effects
as well (Karki and Seddon, 2003). Educational implications of the insurgency are discussed in
section 2.3. The economic and political instability undermined overall security impacting on all
developments in Nepal including the provision of quality education (Bhattarai and Wagle,
2010; Pherali, 2013). Despite these problems the continued, albeit difficult, movement
towards more democratic processes has been underway (Rappleye, 2011). Nevertheless, the
eventual emergence of a more democratised system led to the adoption of a new constitution
in 2015. Characterised as a partially free state, Nepal held the first national, regional, and local

elections under the new constitution in 2017 with a high voter turnout. Although there were
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some reports of violence, the signs of an improving democracy are evident (Freedom House,

2018).

Nepal has received funding from outside agencies and countries supporting many of these key
developments. The provision of external development funds has led to corrupt practices
typical of many developing nations, where resources are ineffectively, inappropriately or
worse still dishonestly diverted. Nepal was ranked 114th of 150 nations in the ‘corruption
indices’ (World Audit, 2012). On a more positive note there is good evidence of the positive
influence of better education in reducing corruption and challenging the acceptance of a range
of corrupt behaviours (Truex, 2011). However, reliance on external funding creates tension
between the supporting benefits of capital investment and the dilemma of interference and
regulation by the donor agency. Effectively Nepal surrenders some control to organisations,
e.g., the World Bank which expects certain conditions to be met by countries in receipt of their

funds (Zapp, 2017).

There is a convincing argument that the World Bank is now the most important and
“influential international organisation in the education for development field” (Verger et al.,
2014 p. 381). Nepal requires development aid funds to finance education. This brings with it
other problems. A critical analysis of the World Bank’s neoliberal policies and their impact
over three decades on Nepal has been undertaken by Regmi (2017). His conclusions are not
encouraging. The impact of the three main principles promoted by the World Bank, i.e.,
marketisation, privatisation and decentralisation have little to offer Nepal’s education
development. Indeed, it is contended that problems in educational provision are exacerbated
by these neoliberal policies. Regmi argues persuasively that a serious gap in understanding
and motivation exists between those in government tasked with implementation of
educational reform and most of the Nepalese living in remote communities. The lack of
appreciation of their problems and impact on the potential opportunities for those in
education prevents progress. To appreciate these complex issues an understanding of

educational provision and the history and development of education in Nepal is helpful.
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2.3  Education in Nepal

Educational systems everywhere are under immense pressure to promote high expectations to
achieve academic excellence whilst at the same time addressing and solving any number of
societal challenges and inequalities. For Nepal, the intentions and aspirations of The Universal
Declaration of Human Rights (UN General Assembly, 1948), adopted by the United Nations in

Article 26 are still not realised sixty-one years later. It states,

“Everyone has a right to education. Education shall be free at least in the elementary
stages. Elementary education shall be compulsory. Technical and professional
education shall be made generally available, and higher education shall be equally
accessible to all on the basis of merit.

Education shall be directed to the full development of the human personality and to the
strengthening of respect for human rights and fundamental freedoms.”

Such ambitions to realise educational opportunity for all can only thrive in socially just
environments. This section first outlines educational organisation in the country and
introduces recent changes to Nepal’s governance. It then briefly focuses on the historical

context, including the impact of insurgency, leading to the current landscape.
2.3.1 Organisation of the education sector

Until recently Nepal had five overarching development regions from East to West (MFALG,
2014). These cut across the three main geographical regions dividing the terrain from North to
South (Figure 2.3.a). The western regions of Nepal are the poorest and have the least
developed infrastructures. The central areas around the main cities are the most developed.
For organisational and government administration purposes the five development regions
were divided into fourteen zones. These are further subdivided forming the seventy-five
districts across the country. Within these districts local democracy was provided through 3915

Village Development Committees (VDC) (Figure 2.3.b).

The decentralisation of control to the VDC is variable in quality but extensive and was
encouraged by the government, enabling oversight of education at local level. However,

regional and national control is still maintained and is significant in many respects.
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Far West Mid West West Central East

Figure 2.3.a Map of Nepal - Five development regions, 14 zones and 75 Districts. (Hégésppe,

2007)

Decentralisation strategies to support local policy, planning and implementation increase
democratic participation (Adhikari, 2006). However, although local people within VDCs are
involved in educational planning, management and governance (through School Management
Committees - SMC), the inequities within the system and differential progress between cities
and other rural parts of Nepal have been and continue to be striking. The Central region and
to a lesser extent, Eastern regions covering the main cities become centres of relative wealth,

whilst rural areas fall behind.
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Figure 2.3.b Map of Nepal - Distribution of Village Development Committees (VDC) across the

original 75 districts. (LGCDP, 2010)

Appreciating relationships between school leaders and their local communities is critical to

understanding the context in which their educational leadership is exercised. School leaders

are accountable to regional and national offices and finally to the Department for Education.

The organisational structure linking the national government to the local level is summarised

in Figure 2.3.c. The Department operated four regional centres coordinating Education Offices

in each of the seventy-five districts. These offices line-managed local Resources Centres that

exercised some control of the government schools across the country and liaised with the

VDCs and finally through the SMCs. Meanwhile private schools must be registered with the

government. The percentage of pupils at all ages attending private institutions has risen from

7% to 26.8% in the period 1995 — 2011 (Central Bureau of Statistics, 2011).

The proportion of enrolled pupils in the government and private sector varies significantly

according to the geographical zone and development area, see Table 2.3.a. This is a key
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Department of Education - (within the Ministry of
Education ) National Government

Four Main Regional Centres
75 District Education Offices
1091 Resource Centres

31,500+ Government Schools - SMC Governance

Figure 2.3.c Organisational Structure of National and Local Control of Government Schools

indicator of access and equity in the country: where you live matters. 2014 attendance data
profiles for boys and girls are more encouraging (Central Bureau of Statistics, 2018). The

varied attitude to education in urban and rural areas is another challenge for school leaders.

Table 2.3.a Percentage of students on roll according to type of school

Community

Ecological Zone Government School Private School Other
Mountains 90.5 9.3 0.1
Hills 75.5 25.1 0.5
Terai 66.1 31.7 2.2
Urban 42.9 56.1 1.0
Rural 79.1 19.6 1.3
TOTAL 71.9 26.8 1.2

(Central Bureau of Statistics, 2012)
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Whilst levels of literacy across the country have improved over the past 15 years the rate and
level of increase are different and unequal for gender, geographical area and whether the

pupil has the social and economic advantage of attending a private or government school.

There has been a dramatic reduction in the flow of children from public sector schools to
private ones since the 2015 earthquake (Ezaki, 2018). This may have some beneficial effects in
ensuring more support for local public schools. The importance of focusing on individual
children, their enrolment and completion of education rather than an overview of enrolment
across the whole population is argued by Ezaki (2019). The research highlights that there are
still specific groups of disadvantaged learners who cannot complete their primary education

and others that complete but do not transition successfully into the higher grades.

2.3.2 Transition to new federal organisation and administration

Research for this study took place during a period of transition for Nepal’s administration and

organisation of government. Research plans and data collection were based on the previous.

Nepal {}

(ADMINISTRATIVE DIVISION)

msss |nternational Boundary

s Province Boundary

—--—--- District Boundary

[N Province Number ® il 20 i
Km
- . Map Published By : o The administrative boundary are as per the Nepal G olume 66, Number 58, Part 4 dated 10th March 2017 published by
National Geographic Information Infrastructure Division Ministry of Fex airs and Local Development
Survey Department The administrative boundary are not verified in the field
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Figure 2.3.d Map of Nepal — Proposed Federal Structure based on seven provinces (NGIIDS
Dept, 2017)



21

structure, in place since 1982; participant head teachers were familiar with this organisation
The five economic development zones and fourteen administrative centres have now been
replaced by seven provinces each with a dedicated capital (Figure 2.3.d). These reflect the
population demographics and terrain for each province more appropriately. The 75
districtsare now 77 in number since two were further divided to reflect their geographical
position more accurately. Daly et al. (2019) with school-based and other stakeholders
assessed the opportunities and barriers for education and other services arising from
federalisation. One key finding identifies the potential for the improvement of educational
inclusion and how this contributes to the realisation of the UN Sustainable Development Goal
4: Quality Education. Particular efforts are required to improve learning, especially for girls
and other marginalized learners many of whom are in vulnerable and poor settings (United

Nations, 2018b).

2.3.3 Historical context: Pre-1996

Nepal’s transition towards becoming a ‘modern’ state began in the 1950s (Carney and
Rappleye, 2011). Once the country opened its borders to the outside world the inevitable
surge of cultural and technological change was unleashed. The history of education for all
people in Nepal is very recent in comparison to most other countries. Until 1950-51, access to
education in Nepal was restricted to the Royal family and ruling classes. In 1971 the education
system became centralised and a common curriculum developed as more of the population
accessed education. In 1990 the first comprehensive National Education Plan was created
following the World Summit on Children in New York. This plan focused on participation and
inclusion, aiming to raise primary school attendance from 64% (31% for girls) to 100% and at
the same time to increase the completion rates from the very low level of 27% to 70% by the
millennium (Skar and Cederrot, 1997). In the same year, the government set up the National
Education Commission (NEC) to provide more schools to accommodate the increased
enrolment of students and to improve the quality of provision with better trained teachers and

a more developed curriculum.

Despite these efforts, from the early 1970s the state of Nepal’s social injustices, including the
educational inequalities, began to fuel the rise of Maoism and the prospect of an underground

guerrilla movement (Karki and Seddon, 2003). Protracted failures of the various political
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parties, interventions of the monarchy and continued disaffection, especially in rural areas led

the Communist Party of Nepal (Maoist CPN) to launch a ‘People’s War’ in February 1996.

2.3.4 1996-2006: The Maoist insurgency

At the commencement of the ‘People’s War’ the impact of the Maoist insurgency on education
was immediate (van Wessel and van Hirtum, 2013). Schools, their staff and students were
targeted by the insurgents because schools were the visible and physical expression of the
government within the scattered communities especially in the Western areas of Nepal where
the Maoists were most established. They provided an ‘arena’ for the conflict with the
government (C. M. Shields and Mohan, 2008). However, van Wessel and van Hirtum argue it
was not simply the Maoist insurgents that exploited schools in this way, government forces
used the same tactics. Four ‘qualities’ and resources made schools central to the tactics of
both parties. The school as a physical structure offering amenities, space to operate and hide,
especially in rural locations was crucial. Often students were used as a physical shield to
prevent government forces attacking the insurgents. The symbolic nature of the school as the
representation of government and education was strategically important. Maoists and the
government used the schools to promote their political message. Maoists stressed their
opposition to the caste system and the subordination of females. They changed the
curriculum, preventing the teaching of Sanskrit seen as the classical and privileged language.
The third aspect was the exploitation of ‘human resources’, i.e., students, teachers and school
leaders (Pherali, 2011; 2013). Students were recruited to the cause; staff made to advocate
and approve of the actions being taken. Tens of thousands of children and large numbers of
teachers were ‘abducted’ by the Maoists. The fourth resource was financial. By 2000 it was
claimed that many schools, including the majority of private institutions were paying regular
‘protection’ money to the Maoists (Whelpton, 2005). Maoists would extort money from

teachers using violent and non-violent means (Pherali, 2011).

This turmoil seriously impeded the provision of education, yet it also enabled the local
communities to become awakened by new ideologies and possibilities for the future (J.Hart,
2001). Meanwhile political parties throughout this period and those in government failed to
establish an effective response or alternative narrative leaving space for the Maoist agenda to
develop and become more established. Research also indicates that the impact of the

insurgency, both intended and unintended, was highly variable across geographical areas
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(Valente, 2013). Nevertheless, educational leaders, wherever their location, would be aware

of the insurgency on their colleagues and schools.
2.3.5 Post-conflict transition

The past few decades since the conflict have been a turbulent and important period of
transition. Commitments within the Comprehensive Peace Agreement (CPA) to adopt political,
economic and social transformation to remove barriers preventing inclusion are being
implemented (Kumar, 2013). Central government pledged to implement the policy Education
for All (EFA) as part of the National Plan for Action 2001-2015. The government adopted the
United Nations Millennium Development Goals (UNESCO/UNPFN, 2013). This national reform
programme included specific commitments to changing educational provision as outlined in
the School Sector Reform Plan 2009-2015. Social justice issues were to be central to this
strategy and included assurances to eradicate inequality, promote social inclusion and
guarantee the human right to access quality educational services. This created massive
financial resource implications for the improvement of the educational infrastructure. The
rapidly growing demand for school places, training for the expanding teaching and support
workforce and implementation of a suitable curriculum were just a few. For Nepal, despite
World Bank funds, there are still fundamental problems with participation and enrolment,
gender disparity between male and female experience in schools and other societal factors
impacting on educational provision and organisation. The 2015 earthquake placed even more
stress on financial and resource planning. These pressures make the removal of barriers that
create and tolerate educational social injustice more difficult. Meanwhile, providing enough
support and training to school leaders to meet the social justice challenges generates

additional questions for the government.

2.4 Social justice implications

The Maoist insurgency undoubtedly had many negative implications for education in Nepal (J.
Hart, 2001). However, it is also recognised that the insurgency led to some positive aspects
particularly for marginalised and deprived groups leading to more achievement and aspirations
for better education and opportunities to thrive (Snellinger, 2017). Consequently, these

implications raise several issues and demands for school leadership to adapt and change.
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2.4.1 The negative implications

The negative impacts of the insurgency on children were numerous including social, economic,
psycho-emotional, educational factors and not least the exposure to violence. (J. Hart, 2001).
The straightforward disruption of schooling, forcing teachers to strike, physically occupying
buildings and cancelling lessons is obvious. Many parents feared sending their children to
school in case the Maoists indoctrinated them or worse still recruited them to the violent
cause. The exposure to and fear of violence has potentially devastating impacts on young
persons. This might be direct or indirect through the witnessing of executions, beatings or
threats to older students, teachers and school leaders. In areas where fighting was intense
female attendance at school and attainment was lowered (Valente, 2013). Violence towards
students was by no means restricted to the Maoist insurgents. There are examples of police
and other government forces displaying violence to young people and brutality towards
women and others (Bohara et al., 2008). The negative impact on school staff was significant
even in areas where Maoists had less influence and control (Nepal et al., 2011). Wider
adverse effects on staff and school leaders are well documented and appraised by Pherali

(2011; 2103; 2015; 2016).

2.4.2 The positive implications

The disruptive nature of the insurgency created opportunities and a more optimistic view of
possibilities for the poor, especially in rural contexts (Snellinger, 2017). Although children and
young people, in the deprived and marginalised communities, continued to be poor like their
parents they could now envisage change. Snellinger argues that young people saw the
potential of moving beyond the unstable agricultural work and insecure wage labour to pursue
entrepreneurial paths as a real possibility. The political violence brought into focus the
prospect of an alternative future. Sections of poorer Nepali communities now had a greater

confidence about how education and schooling could change their own lives and context.

The empowerment of women through supporting better access for females to attend school
was a clear positive outcome for many (J. Hart, 2001). Contrary to other conflict studies
(World Bank, 2005), educational attainment for females, and for males in many instances
improved. Furthermore, the abolition of dowry payments may lead to a reduction in child

brides and young childbearing whilst at the same time enhancing attendance and educational
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attainment (J. Hart, 2001). Additionally, the Maoists have been vociferous in their striving to

outlaw the degrading practices towards those considered to be lower caste (J. Hart, 2001).

Whilst the positive implications of the promotion of an inclusive ideology may be welcomed in
schools and the education sector that is not a guarantee for its successful implementation.
Replacing the atmosphere of force and threats of violence with a culture of belief, vision and
commitment to lead change for social justice remains a challenge for school leaders to

implement.

2.5 An overview of barriers to education in Nepal

There are many long-standing barriers to social justice in Nepal. Extreme poverty (Kumar,
2013), the caste system (Vishwakarma, 2002) a range of gender or ethnic inequalities (Maslak,
2003) and geographical isolation are just a few key examples. Despite the attempts by Maoist
and other political parties most individuals seeking opportunities for bettering their position
through education still face these barriers daily. Promoting and supporting more effective
social justice leadership across society is just one of several crucial strategies to combat the
acute social disadvantage and severe marginalisation in Nepali society. This vital endeavour
for every educational community requires school leadership that understands, promotes and

enacts effective social justice that has the capacity to remove the barriers to education.

In the report, Global Initiative on Out-of-School Children, Nepal Country Study (UNICEF, 2016a)
a detailed analysis of barriers to effective education is presented. Although the primary focus
is ‘out-of-school’ children, the difficulties identified are relevant to all educational provision in
Nepal. Nine barriers are identified and for each their impact or magnitude is assessed.
Existing policies and interventions applicable to each barrier are mapped and linked to current
gaps in provision. Key recommendations to minimise the gaps and reduce the barriers are
proposed. Although a detailed and extensive analysis of educational exclusion and remedies
for inclusion are presented there is no mention of the role of school leaders. The barriers are:
poverty; social exclusion linked to caste or ethnicity; disability; migration, child labour and
trafficking; social norms, gender bias and child marriage; school infrastructure and staffing;
language; emergencies and civil strife; governance and finance. Some implications of these

barriers have been discussed earlier.
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2.5.1 Gender discrimination

Although the Maoists have placed the importance of women and their liberation from the
previous feudal structures as a priority serious levels of discrimination persist. School
enrolment, completion and attendance rates for boys and girls are significantly different
(Central Bureau of Statistics, 2018). Nepal was ranked 123™ out of 135 nations in the World
Economic Forum comment on the gender gap (Hausmann et al., 2012). Nepal’s record on
gender equality and educational attainment is poor. Although there are female teachers at all
levels in education only 27% of teachers in the lower secondary sector are female. Across the
teaching workforce females are in the minority especially in leadership positions. The lack of
female role models is acute. Simple resource issues are important too. For example, basic and
separate toilet provision is a hindrance to female attendance in many schools. Societal
perceptions and attitudes to women and girls and education still need to be changed; child

marriage is still accepted in many parts of the country.

2.5.2 Language and education

The exact number of languages spoken in Nepal is difficult to ascertain (Hough et al., 2009).
Although the 2011 census confirmed at least 92 languages the Indigenous Linguistic Society of
Nepal identified 123 spoken languages but estimated there may be as many as 143. Whilst the
national language is Nepali, only approximately 50% of the population have this as their first
language. Non-Nepali speaking minorities have suffered from ongoing discrimination over the
years. Instruction in the mother tongue is limited and appropriate curriculum resources are
scarce. Access to schools and opportunities through education are acutely limited for non-
Nepali speakers. Difficulties of access are further exacerbated, even for Nepali speakers, by
the increasing use of English as the medium for teaching and learning particularly in the towns
and cities, encouraging the erosion of the meaning and significance of local culture (Hough et

al., 2009).

NGO organisations, e.g., Global Action Nepal, have indicated the increasing inequity created by
the differential provision between private and government sectors, the former using English
and the latter Nepali as the medium for teaching and learning. More and more students are
being sent away from their hill and mountain schools to towns and cities with English-speaking

private boarding education. In response the community government schools are illegally
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charging ‘school fees’ or payments to provide English education locally. Whilst this
arrangement may be helpful to a few students, for the many who cannot afford the ‘fees’ the
gap in provision is widened further and their social exclusion increased. The diversity of
languages impacts not only on learners but the wider community including parents, teachers

and the school leaders themselves.

2.5.3 Ethnicity and caste

To an outsider visiting Nepal, religious culture in the country is evident. However, the extent
of religious practice and adherence is much more difficult to assess. Around 81% of the
population of Nepal are Hindu and 11% Buddhist whilst Christian and Islamic groups are in the
minority. The diversity of ethnicity is clear as one travels through different geographical areas.
There is a significant cultural diversity of ethnic groups; however, the Indo-Aryans from the
South and Tibeto-Burman group from the North dominate. In addition, there is a highly
complex stratification of society resulting in the intrinsically unjust caste system. Officially the
caste system is no longer recognised by the state but still retains a major influence throughout
Nepalese society. The proportion of teachers from the lowest Dalit caste in primary and lower
secondary levels is only 5% whereas the proportion of students from this caste in these schools
is between 14-19%. Dalit children suffer exclusion through a combination of school and

community factors (D. Khanal, 2015).

2.5.4 Disability, child labour and trafficking

Thirty percent of children with a disability (special needs) are not in any form of education
(Central Bureau of Statistics, 2012). This is an important indicator of social injustice. Child
labour and trafficking of minors, especially girls for sexual exploitation is a serious problem in
Nepal. Approximately 37.4% of children between the ages of 5-17 years are involved in some
form of child labour (Central Bureau of Statistics, 2015). The Trafficking In Persons Report
(United States Department of State, 2015) describes a number of bonded labour industries
where children are involved; these include agriculture, domestic work, the textile industry,
brick kiln and stone-breaking. Child labour has a devastating impact on educational chances

for the poorest and most marginalised in society.
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2.6 Summary

The implications for the research focus on social justice and school leadership in Nepal are
inextricably bound with the complex, contextual setting. The inevitable changes resulting from
globalisation, aid programmes and the historical and continuing influences of the Maoist
insurgency all impact on educational challenges. The day to day consequences and encounters
faced by all in Nepali society, particularly the poor, disadvantaged and marginalised continue
to challenge and test school leaders and their social justice practice. Two main implications for
this study emerge. First in the next chapter a review of literature to understand wider
perspectives on social justice and school leadership research is conducted. This attempts to
draw an understanding to illuminate the key implications for school leadership in the Nepali
context of leadership. action. Second, by conducting empirical research with educational
leaders the study explores more deeply the social justice understanding, values and actions of
Nepalese school leaders. It examines possibilities for future improvements of leadership and

professional development in education that recognises the unique context for Nepal.
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Chapter 3 Literature Review

3.1 Introduction

Using a Maori proverb McNae illustrates in a simple but striking manner the importance of
seeking social justice, “When asked what is the most important thing in the world? The reply
is: It is people, it is people, it is people!” (McNae, 2014, p.93). This chapter explores the
interrelated themes of education, social justice and people. Appraising the epistemological
and historical origins of social justice introduces a range of meanings and problematises this
concept. This is followed by an evaluation of social justice across educational contexts and
then more specifically for school leadership in international settings. These two areas are
further probed with particular reference to Nepal. The dilemmas and challenges of applying
Western-grounded models to other cultural settings are raised. Finally, previous research
findings on head teacher life stories and narratives of leadership and social justice are

examined to gain insights and consider implications for the empirical data in this study.

What is social justice? Within the range of features that characterise the concept of justice,
are there hierarchies of importance? Are there accepted fundamental principles of social
justice? More precisely what is the meaning of this broad term in education? What influences
and experiences shape leaders’ knowledge and understanding of the concept? How is social
justice addressed and promoted by educational leaders? Why is it considered to be so
important by some and less so by others? To what extent are answers to these questions
similar or contradictory in different cultural settings within and beyond national boundaries?
How do answers and insights into these questions enable educational leaders to promote
more justice and minimise injustice? Is it helpful to understand a theoretical approach to
social justice or is a practical and policy-oriented style more appropriate to address the
challenges? Twenty years ago Gewirtz (1998) stated that social justice was an under-theorised
concept in education policy research. More recently, Bogotch and Shields (2014) and Oplatka
(2014) in reviewing the plethora of literature, contend a combined integrated approach of

theory, policy and practice is now the way forward.

This literature review cannot fully answer these many questions. However, it seeks to examine

key theories of social justice, other insights from the literature and to explain how these may
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relate to each other to understand the landscape facing educational leaders. In so doing, this
review aims to develop a broad working definition of social justice that provides opportunities
to glean key insights to facilitate further reflection on the Nepali context and to enable the

subsequent evaluation of the empirical data in this doctoral research.

3.2 Social justice, epistemology and historical perspectives

This section summarises key historical and theoretical insights that underpin concepts of
justice and social justice. It conceptualises social justice by expanding on theoretical
approaches, emphasising the priority of tackling social injustices, inequities and suffering from
different perspectives, including agency and structure. These are then applied to educational

situations and leadership implications, including the Nepali context later in the Chapter.

Plato argues in The Republic that an ideal state requires four virtues: wisdom, justice, courage
and moderation. The 13th century philosopher, Thomas Aquinas, asserted that justice is a
state of mind whereby a ‘man’ does what is right according to the context before him (Zajda et
al., 2006). The term social justice was first used by theologians (Burke, 2010). Antonio
Rosmini, philosopher and theologian described social justice in the 1830s (Kraynak, 2018).
Later, in the 1840s it was defined by the conservative Jesuit, Luigi Paparelli d’Azeglio and
Rosmini further promoted his own understanding (Novak, 2000; Mingardi, 2004). These
religious perspectives were responses to political movements and radical ideas of the French
revolution. By the end of the 19th century the term social justice was widely used by social
reformers and political thinkers. John Stuart Mill, in Utilitarianism, imagines how both society
and its individuals can be equally virtuous (Novak, 2000). This secular debate asked whether
the ‘social’ aspect was the collective behaviour of individuals or if it was to be a state

constructed ideal, to be imposed from above?

In the 20™ century, distinctions between social justice of individual action and the collectivist
determination by the State interested economist and political philosopher, Friedrich Hayek.

An ardent defender of liberal market economies, Hayek attacked the idea of social justice as an
unwelcome form of state intervention. For him such social justice was anathema; it effectively
attacked concepts of individual liberty (Johnston, 1997). It is widely acknowledged that John

Rawls’ ideas became the foundation to how the understanding of justice defines the
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relationship between individual and state (Mandle, 2009). Rawls develops his theory of justice
using two overarching principles (1971). The first or Greatest Equal Liberty Principle,
emphasises each person’s equal rights that would be compatible with equal rights and liberties
for all members of society. The second principle has two elements: The Difference Principle
and The Equal Opportunity Principle. These declare that social and economic inequalities are
arranged so that they ensure the greatest benefit for the least advantaged in society and that

there is fair equality of opportunity for all, across society’s wide range of benefits.

John Rawls (1999) states a variety of ‘things’ can be classified as just or unjust. Justice (or
injustice) is not simply a product or expression of the law, a particular institution or a system; it
includes the myriad of actions encompassing ‘decisions, judgements and imputations’ (p.7).
Furthermore, attitudes and dispositions of individuals and groups can be described as just or
unjust. Rawls proposes that the essence of (social) justice is based on the structure of a
society and more specifically how it determines, promotes, limits and distributes rights and
responsibilities for its people. This requires an understanding of the political, economic and
social organisation and cooperation that impacts on the ‘institution'. These institutions would
include micro examples, the traditional family unit through to schools and the larger macro
examples including political and economic structures of government. Rawls’” work on social
justice is illuminating from a philosophical perspective. However, it is Sen’s Capability
Approach that is increasingly used to evaluate and respond to practical day to day challenges

of how we live, develop as humans and the social justice we seek (Sen, 1987; C Brown, 2010).

3.2.1 Capabilities, social justice, agency and structure

Each person’s ‘being’ and ‘doing’ is a mix of basic and complex states of activity, or
functionings (Sen, 1987). These ‘functionings’ range from the basics of being safe and healthy,
having a job through to the more complex states of being happy or having self-respect.
Capabilities, according to Sen, are where the combination of a functioning with opportunity
and freedom to choose enables a person to fully operate in the circumstances in which they
live. Capabilities enable individuals to enjoy a valued life and achieve valuable outcomes. For
Sen, this links to agency and is where a person is actually free to do something in pursuit of
what they see as being important. Agency applies to capabilities that include being well-
nourished, well-sheltered, avoiding escapable morbidity and premature mortality, being

educated, having good health and being able to participate in social interactions without



32

restriction. Sen has been criticised for lack of clarity and constantly redefining and shaping his
concepts of agency, freedom, identity and how these relate to capability (C. S. Hart, 2014;
Walker and Unterhalter, 2007). Nevertheless, despite these criticisms, several academics have
used or extended Sen’s ideas on agency and capabilities, notably Nussbaum (1999) who
focuses on the classification of capabilities in relation to human development. She
distinguishes three types of capabilities in contrast to Sen’s wider view. First, basic
capabilities, essential to human life. Next internal capabilities, an individual’s innate ability
(e.g. speaking a language) to achieve a more advanced function. Finally, ‘combined
capabilities’ where internal capabilities come together with external factors allowing
individuals to fully function (C. S. Hart, 2014, p.29). Nussbaum (1993) also believes it is
important to identify aspects of life to which capabilities relate, and lists ten universal,

normative capabilities to characterise definitive activities performed by human beings.

In critiquing Rawls’ notion of the ideal just world that relies on the State to maintain fairness
and distribution, Sen and Nussbaum argue that the complex effects of human behaviour and
their capabilities cannot be ignored if social justice is to be achieved. Recognising the
restrictions on agency and ‘capability’ for each person is important but equally the wider
societal considerations and structure of systems must also be evaluated. Societal inequality-
based unequal distribution of resources is one challenge. Another key structural principle is
that of recognition, the human struggle to be recognised. This may be for recognition as part
of one’s nation, increasingly this is more about groups within a nation seeking to have their
rights and opportunities recognised within their own society (Honneth, 1995). Social
philosopher Fraser (1997) suggests that the integration of recognition and redistribution is
essential for social justice. Fraser argues that these have been viewed as mutually exclusive
features in political thinking. Redistribution is well-established in the theoretical literature and
tackles economic inequality aligning with Rawls’ thinking and his Difference Principle.
Socioeconomic injustice rooted in the unjust political structures of society is more evident
even if the solutions and commitment to redistribution are not forthcoming. However,
recognition is less well-covered, despite its importance in recognising diversity, respecting
persons for what they are, giving them a voice and including them as full and active
participants in a democratic society. The dilemmas of integrating competing demands of

redistribution and recognition are not easily resolved (Fraser and Honneth, 2003).
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Importantly, Fraser’s generic term, recognition, encompassed her concept of representation
(Fraser, 1995). This includes cultural or symbolic ways in which individuals or groups are
subjected to social norms of representation, interpretation and communication. These are
often detrimental, discriminatory or negligent and include simply ignoring individuals and
groups to marginalise, demean and exclude. Her view of the importance of representation
provides a three-dimensional vision of social justice, one that encompasses: an economic
dimension of redistribution and maldistribution a cultural dimension of recognition and
misrecognition and a political dimension in which representation and misrepresentation are
highlighted (Fraser, 2008). Fraser’s framework provides an effective lens through which to
view injustice. In this social justice focus on educational leadership there is scope for reflection
on Fraser’s framework and how it applies to learners, teachers or school leaders. It applies
equally to the positionality of the researchers and the subjects of the research, especially in

terms of representation and the participation in the research.

In trying to define what is ideal for social justice Fraser recognises the need to acknowledge
the social injustice counterparts of her argument: misrecognition, maldistribution and
misrepresentation. Misrecognition, maldistribution and misrepresentation lead to societal
conflict and injustice for individuals. They enable an understanding of how the ‘structure’ or
systems within society create opportunities for injustice. Therefore, obtaining an
understanding of injustice may be more helpful than focusing on more conventional

approaches of seeking to understand what makes social justice.

3.2.2 Conceptualising social justice through social injustice

Social justice first evolved from philosophical ideas then reinterpreted through theological
discourse, adapted by socio-political thinkers and eventually considered by economists. The
concept of social justice as an ideal is unclear and problematic. Consequently, it is unhelpful in
identifying either the priorities or key strategies for social and educational change in a
developing country like Nepal. Therefore, by first conceptualising social injustice it may then
be possible to more effectively identify priorities for action that lead to social justice. Bufacchi
(2012) believes that focusing on social injustice rather than social justice is more meaningful.
Injustice is more easily identified and is a tangible reality, whereas justice is often a theoretical
description of a preferred philosophical or ideal conception. Social injustice is not simply the

lack of social justice. Indeed, he maintains the opposite view; social justice is achieved in the
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absence of social injustice. Bufacchi contends, if understanding injustice was dependent on
the meaning of justice, this would create contradictory perspectives of injustice. However, if
the reference point is injustice and defining justice is a derivative, then a sharper and more
focused understanding is achieved. Concepts of social justice are too often defined, some
would argue hijacked, by religious or different political thinkers (Reisch, 2014). For instance, if
| believe that a socially just system is achieved when each person is rewarded according to
their rank, class or caste, such a system of justice would be good for a few, but anathema and

an injustice to the many.

Defining exactly what constitutes an injustice requires a conceptual framework. To be
coherent and robust it must encompass all examples and possibilities associated with each and
any injustice. Bufacchi proposes a framework for injustice based on three dimensions. The
first and most important dimension, Injustice as Maldistribution. This is the inappropriate,
inadequate or harmful distribution of the benefits and burdens that are shared by society but
should not be confused with inequality. It indicates institutional level maldistribution and
includes non-institutional contexts, e.g., across communities, families and individuals therefore
impacting on personal capabilities. This aligns with Fraser’s ideas on maldistribution. The
second dimension, Injustice as Exclusion, covers policies or actions that exclude others from
accessing the benefits or burdens of society. This dimension may be applied to individuals or
experienced by groups within society and would be considered by Nussbaum as a combined or
external factor capability. The third dimension, Injustice as Disempowerment where a person
(or group) is made vulnerable or becomes a victim of an injustice by virtue of being
disempowered. In other words, they are not sanctioned, allowed or permitted to have control,
restricting their participation and access. In effect they are excluded from the distribution of
the benefits and burdens. For example, the policy Education for All, in which everyone is
enrolled, appears to be social justice. However, female students may not be able to use the
benefits of their education for a variety of disempowering reasons. Exclusion and
disempowerment relate to Fraser’s notion of recognition and its counterpart, misrecognition

and lack of representation or effectively misrepresentation.

Bufacchi notes that it is vital to distinguish between the circumstances for social injustice and
the act of an injustice. This is the difference between societal structures that make injustice
possible or likely by creating unfavourable conditions or circumstances whereas the act of

injustice is when an individual exploits the circumstances of injustice to bring about an
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advantage for themselves or to cause detriment to another. For an action or a policy to be
deemed an injustice, maldistribution must always be evident. The dimensions of exclusion and
disempowerment are only an injustice if they lead to maldistribution. This concurs with
Fraser’s view of the need to be cognisant of both recognition and redistribution (1997). The
greatest injustices occur where all three dimensions are present. Bufacchi’s stance on social
injustice is less ‘theoretical’ than Rawls’ and others, favouring a more practical or political view
which is helpful to school leaders in the field. His belief is that a failure to focus on social
injustice inevitably leads to further scope for injustice to thrive; something for educational

leaders to take seriously.

How do these different theories and perspectives link together to begin to formulate a working
conceptualisation of social justice in educational leadership for this study? This is not an easy
task, bridging philosophical principles, policy perspectives and educational leadership practice
for the implementation of social justice. In summary, this study adopts the position that social
justice educational leadership first requires a recognition and understanding of the three key
components of injustice exemplified by maldistribution, misrecognition and misrepresentation
as identified by Fraser and Bufacchi. Secondly, that educational injustices are bound up within
the structures and culture of society, including organisations and the communities and
individuals within them. Thirdly, that Sen’s Capabilities Approach and Nussbaum’s
perspectives, facilitate insights into possibilities for systemic change addressing redistribution,
recognition and representation through agency and actions of school leaders. This research
seeks to understand how school leaders’ own capabilities are enhanced and consequently can

improve capabilities of learners and their staff to realise social justice for all.

3.3 Social justice in education

To understand and appreciate social justice in Nepal it is helpful to look at other countries’
experiences. International and comparative education, using multi-disciplinary approaches,
has been in evidence for over a century. In 1900, Sadler recognised the importance of cultural
and social factors impacting on education, establishing the value of comparative international
research (Sadler, 1979). Understanding another culture is difficult. Anthropologist, Clifford
Geertz claims that to explain culture requires what he describes as ‘thick description’. This is

the practice of using commentary and interpretations of peoples’ words and actions. It goes
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beyond simple factual description, or ‘thin description’. Thick description provides enough
detail and information to enable a cultural context to be grasped by another person outside of
that culture (Geertz, 1973). Understanding Geertz’s perspective is vitally important to avoid
the assumption that social and educational interventions based on Western cultural notions of
social justice can be applied to other cultures and raises critical ethical questions. With this
proviso in mind the following section explores international perspectives that may have
potential to be helpful and meaningful in other cultures. In addition, by examining social
justice issues in education these assist in setting an appropriate educational policy and school

leadership agenda for addressing social injustices within Nepalese society.

3.3.1 International perspectives

Article 26 of the Universal Declaration of Human Rights (UN General Assembly, 1948), states
the rights of all people to access education. The declaration resonates with Rawls’ philosophy,
the belief in justice based on fairness, founded upon principles of the right to liberty and
equality. National educational policies based on this declaration, strive to place the individual
at the centre, aligning with the spirit of Sen’s Capability Approach (1987). Global expectations
of the declaration, to provide quality education for all, create significant challenges for third
world states (Welch, 2000). Developing countries with expanding populations and rapidly
changing political, economic and cultural contexts struggle to manage educational
development and address the challenges of social justice action (Woods, 2005). Fraser’s
(1997) call for redistribution of human and material resources and recognition of diverse
marginalised groups are undoubtedly substantial challenges for educational development. The

pathway to social justice in education is difficult.

Challenges to achieve social justice in education are not restricted to developing nations.
Zajda et al. (2006) present a cogent overview of social justice as a multi-layered construct with
contested meanings for education. Relationships between social justice, politics and the State
are complex. Neoliberal economic pressures resulting in an ever-widening inequality across
society exacerbate social injustice. This places institutions including schools under significant
pressures (Gewirtz, 1995; Gorard, 2003a; Stevenson, 2007). Compromising to political,
economic, social and cultural forces is counter-balanced against the need for social justice and
change. After the 2008 financial crisis, austerity measures in many countries fuelled the

neoliberal market approach to education creating more competition, privatisation and endless
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auditing (Francis and Mills, 2012). The result was more social injustice as the privileged
prospered and the disadvantaged fell further behind. This had further consequences
according to Reay (2016). Stakeholders, especially parents, undermined the common
educational good, focusing on their own child’s needs. Struggles to achieve socially just
education are simultaneously undermined by policy and parents. However, Au (2016)
identifies some educators, parents and communities in the USA resisting the neoliberal

reforms in favour of more socially just practice, through protest and collaborative discussion.

Gale and Molla (2015) argue that even in economically advantaged countries, such as
Australia, ideas on student capabilities and efforts towards educational social justice are
undermined by increasingly market-driven performance-related policies. These focus more on
outcomes for the national economy than on the interests of learners, particularly more
disadvantaged students. Although different to Nepal’s context, it raises wider questions about
unintended consequences of policy implementation. Francis et al. (2017) identifies this
disconnect between social justice research in education and engagement with policymaking
for education. In earlier research Thrupp and Lupton (2006) suggest more appreciation should
be given to school context and how policies could be contextualised more appropriately at the
local level. Social justice plans ensuring fairer distribution of resources, additional support for
schools in challenging circumstances and more effective recognition of disadvantaged student
groups are needed. A more integrated approach to context, practice, policy and research is

required to achieve greater social justice across education.

In addition to more integrated policy and practice, Sen’s ideas on capabilities provide
additional scope to understand how individuals and schools realise social justice in education
(Sen, 1987; 2010; Walker and Unterhalter, 2007). Assuming social justice can be achieved
simply by virtue of the provision or participation in education is rather simplistic and ignores
more fundamental challenges. C.S. Hart (2014) makes a strong argument combining Sen’s
ideas with Bourdieu’s concept of habitus and capital. Together these elements determine a
person’s capability to aspire to better things. Although her empirical studies are only based on
two studies in English schools, they produce compelling evidence of how aspirations may be
developed into capabilities. It is only by developing the underlying capabilities of young
people that social justice can be realised. A similar conclusion is reached in a USA study by

Larson (2014, p.171) reviewing how “the material conditions of children’s lives can powerfully
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limit the real opportunities and freedoms that children have”. | would argue this is equally

applicable to educational professionals striving to achieve social justice leadership.

Tikly and Barrett (2011) offer an interesting perspective on how the quality of education and
social justice in low income countries can be improved. Drawing upon ideas from Fraser and
Sen, they argue that fostering capabilities that individuals and communities value will help to
develop human capital and human rights in education. Although the study is in an African
context a wider global picture is considered. Three dimensions emerge as important areas for
educational development as a unified social justice approach. First ensuring inclusion, where
access for different groups of learners is improved by developing everyone’s capabilities to
overcome cultural and institutional barriers. The second looks at the relevance of education;
outcomes that are meaningful for learners in their own context. The third dimension probes
into the local, national and global structures for decision-making and the nature of
participation by stakeholders. These are different from the direction that the World Bank
promotes. Tikly and Barrett’s perspective may have some relevance to the Nepali context
because they address the potential limitations of externally imposed models of transformation

that lack adequate understanding of local context and culture.

3.3.2 Implications for education in Nepal

The World Bank (2005) is deeply involved in studies and interventions in over 50 countries
affected by conflict. These include promotion of education to prevent further conflict and
encourage reconstruction. Nepal is one such country. The impact of the World Bank’s efforts
to support Nepal’s education development has already been discussed (Regmi, 2017). In an
earlier paper Regmi (2015) argues how the narrow economic view of global, technical planning
of supranational organisations, especially the World Bank, limits or removes the capacity of
‘Least Developed Countries’ to decide their own educational aims and priorities. Nepal has
been particularly vulnerable to these external pressures owing to the 10 years’ armed conflict
and continued political instability. This analysis is confirmed by Bhatta’s (2011)
comprehensive, historical perspective on the use and impact of foreign aid on Nepal’s move
towards Education for All from 1990 onwards. Whilst acknowledging many positive features of
foreign aid for educational development Bhatta identifies the crucial dilemma facing
developing countries in receipt of external funds. As each recipient country becomes

dependent on aid to achieve global targets, aid agencies increasingly set their own external
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targets. Nepal's Ministry of Education (MOE) effectively becomes a manager of these
externally imposed demands, rather than a leader of its own plans and priorities. This loss of
ownership as donors take control of recipient programme planning further impedes genuine

educational progress (Winther-Schmidt, 2011).

Whilst the World Bank dominates the strategy globally, the national and local work of NGOs
does not operate any more successfully. NGOs’ endeavours to alleviate poverty, mitigate
against social injustice and provide human and material resources in Nepal are in danger of
being a wasted effort according to Karkee and Comfort (2016). Ultimately the effectiveness
and efficiency of NGOs are dependent upon strong, stable government. For some years the
governments in Nepal have suffered from poor management, elements of corruption, lack of
stability and general inefficiency. Karkee and Comfort suggest that NGOs should be more
advocate-oriented, empowering people, raising awareness, drawing attention to
discrimination and marginalisation. Being advocates rather than direct service providers

would make them more effective and create more sustainable change.

Identifying the factors that create educational inequality in Nepal is a complex undertaking.
Devkota and Upadhyay (2015) analysed empirical data from the 1996 and 2004 Living
Standards Survey, finding a 5% increase in educational inequality. One key factor, made more
acute by ethnic, economic and geographical dimensions, has been the increase in urbanisation.
The movement of people from rural to urban areas predominantly favours the more
economically advantaged and certain ethnic groups. Wilson (2014) discusses key challenges
facing rural education in Nepal and how the application of Sen’s Capability Approach may offer
some improvements for a more socially just education. He identifies three key areas of
research. First a focus on policy and wider socio-political and economic factors. Second
school-based research on teaching and learning and community involvement of parents and

other stakeholders. Finally researching the role and importance of school leadership.

Another political and economic dilemma for educational systems is whether the public or
private sector is best placed to achieve social justice for all (Power and Taylor, 2013).
Comparing public and private provision is a complex and under-researched area. Thapa (2015)
produced an analysis of Nepali private and public school performance using the 2005 School
Leaving Certificate examination results, declaring that there is a positive private school effect.
There is little, if any, consideration of contextual factors. This simplistic analysis feeds into the

criticisms and contempt for public education especially in developing countries like Nepal.
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Joshi (2018) refers to an editorial article in the Economist suggesting that governments should
either encourage the private sector or simply let them get on without interference. It is not
clear how this would lead to social justice for all. Social justice is usually associated with the
public sphere, by virtue of its availability to all learners regardless of financial status. Joshi
used head teacher evaluations to ascertain what makes a good school, his findings suggest it is
more than exam performance. Leadership is certainly a critical factor. However, despite head
teachers from both sectors recognising qualities in both public and private schools, parents in
Nepal continue to place more faith in the private sector and stigmatise public provision (Joshi,

2014; 2018).

Decentralisation policies for educational management of schools in Nepal, advocated by the
World Bank, have significant ramifications for social justice in local communities. Carney et al.
(2007) detail the impediments for developing schools through community participation in
Nepal. Edwards (2011) describes two further unintended features of decentralisation.
Educational policies created and then disseminated (largely controlled from external
providers) disconnect, that is they fail to reach the intended stakeholders. This disconnect is
made more damaging by other stakeholders who capture or take control of policies locally for
their own purposes. These issues impact on School Management Committees tasked with
governance of schools locally. Two examples of decentralised policies that create disconnect
and capture in Nepal are teacher management (P. Khanal, 2011), and community participation
in schooling (P. Khanal, 2013). Both have detrimental effects for social justice. The selection
and promotion of teachers locally are tainted by political interference, favouritism and
nepotism. Corruption thrives. Community participation is usually controlled by a small elite

based on particular socio-economic factors and allegiances to political groups.

More recent moves for further decentralisation leading to federalisation based on a
governance structure of three layers, Central, Provincial and Local, is still in its infancy (Daly et
al., 2019). However, despite limitations and challenges currently experienced there are some
signs of optimism. The reorganisation of local government from 135 municipalities and 3833
Village Development Committees to only 753 Municipality and Rural Council governments is
more manageable. It may disrupt or at least alleviate the disconnect and capture that have
damaged the current situation. Daly et al. ponder the possibilities for the improvement of
better education with less inequality. They highlight the importance of new opportunities for

engagement with parents and other stakeholders. They consider the opportunities for
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building capacity and professional development of existing teachers through expertise in the
regions and at national level. However, no separate comments on the role or importance of

school leadership are offered.

Whilst most literature on globalisation focuses on Western-inspired policy, organisation, NGO
involvement and other well-intended interventions, it does not evaluate how school is
perceived by students. How do Nepali students respond to the creation (imposition?) of a
‘modern’ education? To what extent are their experiences and expectations met by the public
education provision, guided by NGOs and World Bank expectations? The relationship of
educational vision, policy and its enactment in practice is not a straightforward journey,
especially when it is driven from a globalised view based on Western perspectives of
education. Madsen and Carney (2011) and Valentin (2011) both provide separate
ethnographic explorations of marginalised students in Kathmandu detailing how their social
reality is at odds with the vision of modern schooling envisaged by planners. Although
students are presented with the opportunities of education their daily lives are simply
incompatible with the possibilities presented. Females, individuals of certain castes and
marginalised groups are excluded by virtue of culture, language and ethnicity. Most students
are excluded simply by virtue of poverty, the economic landscape in society and the nature
and availability of employment. Expectations arising from globalisation are often far removed
from the lives and resources of the intended recipients. Speaking directly with students
exposes the gaps in educational provision (Koirala-Azad, 2008). Capabilities and aspirations

are not nurtured.

Kumar (2013) argues that exclusion is at the heart of injustice in Nepal and it sustains and
increases the chronic poverty and marginalisation experienced by many. Social justice can
only be realised by developing overarching policies of inclusion in every sphere of government.
It requires harnessing human capital and capabilities by removing all forms of discrimination
addressing deep-rooted problems for marginalised ethnic and caste groups and females.
Recent research into female students’ dropout from high schools in Nepal illustrates Kumar’s
argument is still evident today (Dahal et al., 2019). Educational factors for female attendance
and completion are complex, echoing issues of capability and aspiration. The solutions
proposed touch upon better policy implementation, improving teacher and student motivation
in an improved learning environment. By focusing on blatant injustices, as advocated by

Bufacchi, building support and developing interventions that are culturally and contextually
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appropriate there is more likelihood that leaders can succeed in making the required changes.
The next section reviews how educational leadership for social justice action might address
these changes, the wider problems of inclusion and exclusion and the cultural contexts and

professional development needs of leaders.

3.4 Social justice and educational leadership research

Until recently international research on school leadership in the field had been restricted to a
relatively small number of Western countries (Slater et al., 2014). However, since 2001 three
important networks have been created: the International Successful School Principals Project
(ISSPP); the International Study of Principal Preparation (ISPP); the International School
Leadership Development Network (ISLDN) with two strands, one focusing on social justice
leadership and the other on educational leadership in ‘high needs’ schools. Table 3.4.a details
the composition of the networks illustrating the continued dominance of Western, Anglo-
American countries and the lack of representation from developing countries. The ISSPP
network identified six claims to describe effective leadership applicable in most contexts. Two
of the claims are particularly relevant to social justice (Day and Gurr, 2016). First, leaders need
to engage with and acknowledge the accountability-oriented and decentralisation policies in
their own country. Secondly, successful leaders that serve diverse student populations
promote social justice through appropriate forms of teaching and learning, expanding
students’ social capital, building strong internal school communities and nurturing educational
cultures in families (i.e. working with parents). Nevertheless, other research identifies
different emphases and priorities for developing countries as they seek to improve school
leadership. For example, lack of finance, materials and facilities are important limiting factors

(Oplatka, 2014).

An alternative perspective on studies in educational leadership for ethics and social justice is
collated by Normore and Brooks (2014). They conceptualise social justice using different
disciplines in social sciences, e.g. anthropology, sociology, law and psychology. They identify
two key aspects for school leaders. Social justice has both “personal and collective

dimensions” and “it is manifest as tangible and observable activities and behaviours” (p.xiii).



43

Table 3.4.a Networks in international research on school leadership

Network/year established

ISSPP ISPP ISLDN

2001 2004 2008
Ghana X
Kenya
Nigeria
South Africa X
Tanzania

Countries

eduyy

E R Tl B

Brazil
Canada X X
Chile X
Costa Rica X
Jamaica X
Mexico X X
Puerto Rico
USA X X X

oL WY

China X X X
Hong Kong
Israel X
Singapore X
Turkey X X X

eisy

Australia
New Zealand

e|seesny

Albania X
Austria
Cyprus
Denmark
England
Finland
Greece
Ireland
Norway
Portugal
Scotland X X
Spain
Sweden
Switzerand X
Wales X
Total 25 15 17

adouny

L L R L e R T I
>

L K

School leaders are therefore seen to be in the privileged position of being able to start from a

theoretical or abstract consideration of social justice and then apply actions and remedies to
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influence social justice process and outcomes for individuals and the school organisation. Ryan
(2010) contends that to effectively promote social justice in schools requires political strategy
within the organisation. Identifying and overcoming barriers to equity requires micro-political
practices and initiatives. Working outside the system, rather than protesting, confronting and
challenging, in more subtle and strategic ways in the organisation may be more productive

(Ryan, 2016).

Whether research is ‘field’ based or emanates from a social science perspective, educational
leadership and social justice need to be inextricably intertwined and not seen as separate
entities according to Bogotch and Shields (2014). Indeed, social justice is inevitably part of
every aspect of life. Schools are therefore spaces for discussion, the curriculum and learning
about social justice. Educational leaders need to have vision and nurture these activities.
Bogotch and Shields claim it is not possible to be a leader in school education without a
commitment to social justice. Three international studies are considered below to emphasise

the intertwining of educational leadership and social justice in different ways.

Taysum and Gunter (2008) undertook research on the lived experiences of 14 school leaders in
England. It explored how their own school experiences as pupils impacted on their current
leadership. Using Cribb and Gewirtz’s (2003) conceptualisation of social justice encompassing
distributive, cultural and associational dimensions, they found these leaders were all
influenced by the distributive injustice of the economically and socially defined class they
experienced as school students. The impact shaped heads’ subsequent practice of social
justice in different ways. However, one common theme was their desire to make the
curriculum and school environment more relevant to students and their parents. Taysum and

Gunter cited this as an example of ‘associational’ justice shaped by prior experience.

Research by Richardson and Sauers (2014) found that the enactment of social justice by school
leaders in a small study in Delhi was dependent on their environment emphasising the
importance of context. Five leaders were interviewed, four working in relatively affluent
environments and one in a very poor disadvantaged area. Those school leaders in affluent
circumstances focused on teaching about social justice and the idea of serving others, whereas
the head in challenging circumstances was more intent upon providing opportunities for

students to change their social status and move them away from poverty.
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Applying Fraser’s social justice perspective, Wang (2016) undertook empirical studies with 21
leaders in Canadian schools. The studies evaluate how school leaders utilise the underpinning
ideas of redistribution (socio-economic injustice) and recognition (cultural/symbolic injustice)
to realise a more just education for all. Wang found that by raising awareness and focusing on
injustices, leaders began to reconceptualise their understanding of social justice. This led
participants in the study to go beyond merely thinking about the redistribution and recognition
frameworks and to put into practice strategies to achieve social justice outcomes for
individuals and at a social level in the school. Leaders sometimes are in danger of placing too
much emphasis on affirming the injustices rather than transforming the culture to eradicate

them.

3.4.1 Social justice leadership in challenging circumstances

The struggle by education systems to cope with extremes of injustice, inequality, ignorance,
poverty and conflict highlights the immense challenges to leadership at policy and institutional
levels (Cribb and Gewirtz, 2003; Davies, 2004; Paulson, 2011). The optimistic view that
education and school leaders are a natural force for good is not always evident in the research.
Indeed there is plenty of evidence to the contrary (Davies, 2004). The implications of civil war
on corruption, human rights and further opportunities for repression of individuals and groups
should not be underestimated (Bohara et al., 2008). For instance, Pherali (2011) argues that
education was one of the primary causes of the conflict in Nepal that lasted from 1996 to
2006. He identifies limitations and deficiencies in the education system ranging from school
exclusion in all its forms and violence in and out of the classroom including corporal
punishment. Ironically it was not the dispossessed that led the ‘People’s War’ but those who
had some education and could see injustice but also political opportunities created by
fermenting the conflict. R. Shields and Rappleye (2008) previously argued the seeds of the
conflict lay in the relationship between education policy and its inability to improve equity.
The resulting lack of opportunity, and exclusionary practices contributed to an environment of
conflict and hostility. Understanding the relationship between inequality and violence is
important (Nepal et al., 2011). The impact of the conflict on children pervaded every aspect of
their lives in and out of school (S. Parker et al., 2013). Educational injustice to a large extent
contributed to the conflict but was also seen as a potential solution to it (Standing and Parker,

2011).



46

Davies (2016) cogently assesses the challenges and dilemmas to post conflict states of realising
justice. Educational policy makers and leaders in schools need to be aware of past harm and
acknowledge causes and responsibilities. Of equal importance is to secure the present and
develop for the future a human rights education for learners to appreciate how to understand
and avoid past mistakes. For Davies such measures would involve the removal of violence in
school both physical and psychological. This requires the abolition of teacher ‘violence’, i.e.,
corporal punishment. As Davies argues, “The answer to extremism is not moderation, but a

highly critical and informed idealism“ (2016, p.16).

Although violent conflict within Nepali communities and schools ended in 2006, the political
ramifications and interference have continued and appear to be embedded. Schools have
become places in the community where discord and political conflict persist (Pherali, 2013).
Nepal’s ten-year conflict still has obvious and hidden impacts on today’s educational provision.
Pherali’s more recent studies specifically focus on school leadership and the conflict (2016).
He argues teachers’ and school leaders’ voices need to be heard. Their traumatic experiences
could assist in providing insights to shape post-conflict development of education and social
justice. Equally, how head teachers positioned themselves either as supportive, compliant or
in opposition to the conflict enables an understanding of how social justice is achieved or
injustice embedded. Pherali develops this idea further using four categories of teacher (or
leader) intellectuals proposed by Aronowitz and Giroux (1993). There are hegemonic
intellectuals who are complicit in perpetuating injustice of the dominant group;
accommodating intellectuals who simply acquiesce uncritically to what is expected of them;
thirdly, critical intellectuals who may understand and disapprove of injustices but fail to act
and provide leadership for change; finally there are transformative intellectuals who are able
to reflect critically and then motivate themselves and others to oppose injustice and bring

about change.

3.4.2 Social justice, educational leadership and culture

To fully understand the meaning and practice of social justice and educational leadership it is
essential to consider their relationship with the culture(s) in which they operate (Dimmock and
Walker, 2005). Culture is difficult to define. Generalised labels such as Western or Asian
cultures are unhelpful. Culture is the complex set of values held and norms that individuals

and groups follow in organisations and societies. Culture exists in organisations, e.g., schools,
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and within and across society at all levels. In the previous chapter the context of the people,
languages, caste system, religions and geographical context of Nepal were outlined briefly;
Nepal is truly a multicultural country. It is multi-ethnic, multi-lingual, multi-faith and its socio-
economic profile, caste system history and geographical distinctiveness create unique cultures
across the different communities. This needs to be acknowledged when exploring social
justice and leadership and it raises important ethical considerations for research and policy
development. More importantly beliefs, assumptions, values and norms from other
educational and social justice system cultures cannot be applied, imposed or used to analyse
Nepali culture. One tension is how in traditional contexts where longstanding notions of
culture clash with the new fast-changing ideas that emerge from the impact of globalisation

and economic turmoil (Dimmock and Walker, 2005).

Educational leadership for social justice in developing countries with traditional societies
requires a conceptualisation based on the norms of that society according to Oplatka and Arar
(2016). They express concerns about the use or inappropriate implementation of Western-
based social justice concepts, likely to be remote from the structures of the culture in
traditional societies. Miller (2017) recognises that although every culture needs educational
leadership it must be adapted to be culturally situated. It is questionable as to what leadership
practice is transferable across cultures. However, Miller notes some research increasingly
demonstrates there are approaches to understanding and practice of educational leadership
that may be more universal than first thought. Miller’s and Oplatka and Arar’s views are not
necessarily at odds. One example bridging both perspectives is provided by Middlewood et al.
(2017) on promoting the practice of collaboration for leadership and school improvement. As
a leadership practice this can be adapted to meet most cultural contexts, however different
the circumstances. This is not necessarily collaboration across cultures, Western to Eastern or
vice versa. Schools and leaders within their own culture may share ideas and practice. Varying
informal through to formal arrangements may be encouraged according to a range of specific
issues, e.g., geographical context and respecting other constraints of the different cultures of

each region or country.

Research into school leadership practices in Nepali contexts is limited. One study by Bir Singh
and Allison (2016), investigates the differences of leadership styles between leaders in five
highly-performing public schools and five leaders in lower-performing schools in Kathmandu.

Unfortunately, the study uses Western-based theories on ‘effective school leadership practice’
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focusing on results, achievement and outcomes. It does not focus on the social, cultural and
other educational contextual details. It may tick the box of the World Bank aims, however, it
raises questions as to whether it is possible to be both a high-performing and a socially just

school.

The under-representation of women in educational leadership positions is a complex political,
social and economic challenge. It is essentially a cultural problem, associated with
discriminatory barriers that are gender-based (Torrance et al., 2017). This social injustice
affects not only aspiring female leaders but all staff and learners in schools and impacts on the
wider communities they serve. This is an injustice in all cultures. The experiences of female
leaders in three very different cultures, England, Malaysia and Pakistan, were examined by
Showunmi and Kaparou (2017). Understanding the experiences of these female leaders, as
they faced obstacles and adopted different solutions provides cross-cultural insights that
include racial and ethnic dimensions as well as understanding gender injustice. One common
experience identified in all cultures was the difficulty of combining a leadership career and
continued care for their family. Pakistani leaders emphasised their difficulties in dealing with

the cultural stereotyping and expectations of women within their own society.

3.4.3 Professional development for social justice leadership

For some time there has been growing international interest in school leader preparation,
training and professional development including social justice understanding and practice (K
Brown, 2004; Lumby et al., 2008; Young, 2009; Huchting and Bickett, 2012). The widely
accepted belief that the quality of leadership makes a significant difference to student and
school outcomes is recognised globally; this emphasises the importance of professional
development for aspiring and current school leaders (Bush, 2008). There are expectations that
school leaders will not only manage learning but confront issues such as equity, inclusion and
diversity which are fundamental elements of social justice (Bush and Middlewood, 2005).
However, whilst leader preparation and practice are considered in detail, there appears to be
very little study around prior experiences and key influences or formative ‘critical incidents’
shaping educational leaders’ understanding and practice of social justice. Other research
highlighted the relatively poor provision in leadership development programmes for exploring
social justice concerns (Cambron-McCabe and McCarthy, 2005). Meanwhile analysing practical

strategies for the promotion of social justice are covered in detail, especially for Western



49

perspectives (Blankstein and Houston, 2011). Implications for professional development are
now being addressed by the International School Leadership Development Network, ISLDN,

mentioned earlier (Slater et al., 2014).

Bush (2018) believes that a leadership preparation and induction model could be adapted to
suit aspiring and newly appointed head teachers from different cultural contexts. He argues a
three-phase model of professional, personal and organisational ‘socialisation” would address
the leader’s role, consider individual needs and reflect the wider institutional and system
challenges faced by leaders. The lack of head teacher preparation and professional
development programmes in most countries, Nepal included, not only affects new heads but is
a serious omission for more experienced and established head teachers. In the absence of
provision, more informal collaborative arrangements as proposed by Middleton et al. (2017)
could be a solution. Bir Singh and Allison (2016) found in their study of Nepali head teachers
that those teachers from lower-performing schools were very keen to learn from colleagues in
more successful schools. The role of mentoring whether formal or informal could be

considered with other strategies to prepare leaders as well as formal training programmes.

Engaging school leaders in action research offers opportunities to effect social justice
improvements and solutions for schools whilst simultaneously providing for leadership
professional development. Bosu et al. (2011) examined how primary head teachers in Ghana
and Tanzania used action research to overcome challenging circumstances. The research
projects focused on girls” access to education (including pregnancy and early marriage),
attendance and absenteeism and interventions to mitigate the impact of poor home
backgrounds. In gathering data for this research, the head teachers engaged parents and
teachers using social justice notions of fairness, equity, recognition and redistribution to bring

about change.

There are opportunities to learn from international perspectives on professional development
and social justice. Designing leadership preparation programmes that focus on proactive
leadership for social justice rather than simply understanding rhetoric is of paramount
significance (Oplatka, 2009). Identifying the content and delivery of development programmes
and more importantly recognising barriers or resistance to successful implementation of
professional development and training is vital (Hernandez and McKenzie, 2010; Hynds, 2010).
Ultimately if formal leadership professional development is enacted, ideally it includes values,

knowledge, understanding of social justice leadership as well as inclusive policy and practice
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according to Forde and Torrance (2017). Their review of social justice leadership development
in Scotland emphasises the importance of allowing participants to explore their own context
and address their own challenges accordingly. Wilson and Xue (2013) in reviewing
opportunities for school leadership learning, for Chinese head teachers, found that informal
learning including opportunities for experiential learning, collaborative partnerships and
professional networks were valued. These opportunities were perceived to meet head
teachers’ needs more than the formal, top down professional development training focusing

on government policy priorities.

3.5 Narratives and educational leadership

Previous literature has tackled research of social justice and social justice leadership from
several different angles. Given the focus of the research strategy for this study | believe it is
useful to review literature where head teacher narratives have been used to explore
educational and social justice leadership. This provides an argument for choosing a narrative
approach in the empirical data collection. Additionally, a theoretical framework for the
analysis of narratives (Goodson, 2013), evaluating the intensity of respondents’ narrativity
against their leadership practice provides a coherent rationale for this approach. Further
details and the methodological justification for using narratives and framework for analysis in

this study are covered in Chapter 4, Methodology.

There are multiple purposes for teachers and school leaders to share their narratives
(Goodson, 1992). Some are simply factual and descriptive, others express feelings and
experiences. Narratives may be reflective and evaluative, designed to disrupt the status quo
to bring about social justice (Larson, 2014, p.289 ). These narratives ask why events happen
rather than simply recording the what, how and when of an event. Narratives may be used to
look back on actions and decisions, to evaluate present practice or to look forward to guide
future choices. Narrative is both a method of inquiry and an approach to create

transformative leadership for social justice (Insana et al., 2014, p.477).

There is limited literature and research on the formative influences of critical incidents on
school leaders and social justice. However, research on narratives in wider educational

settings has been established for a considerable time (Connelly and Clandinin, 1990; Cortazzi,
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1993). In this section | consider several studies and reflect on issues relevant to this doctoral
research. These explore the deeper relationships of educational leaders with their personal
histories, culture and community settings and how these intersect with their professional

experience and practice.

Sugrue (2005) presents a compelling collection of international studies exploring how life
histories shape identities of principals and their educational leadership. Whilst not explicitly
focusing on social justice leadership, the main themes on commitment for learning, inclusion,
working for and with the wider community are implicitly connected to social justice. Described
as ‘passionate principals’, their reflections, insights and life stories are concerned about the
human side of education rather than the managerial bureaucracy and narrow focus of targets
and outcomes. Sugrue describes how principals’ identities develop from a combination of
personal life experience, the professional context at career milestones and institutional
influences and context. However, the latter two are more dominant in the literature than the
personal life experience, whereas Taysum and Gunter’s research places greater emphasis on

head teachers’ lived experience of their own schooling.

Narrative and life history research in Denmark, Ireland, Norway and the UK explored how head
teachers framed their professional lives (Biott et al., 2001). Cross-national comparisons
revealed common ground in the content of the narratives. This included importance of
professional transitions, turning points and how head teachers view policy reform. However,
the researchers found differences in the form and structure of stories from experienced long-
serving leaders and the work of new head teachers. The authors used concepts of ‘immediacy’
and ‘distance’ as helpful in understanding heads’ stories (Spindler and Biott, 2005). New head
teachers were more in the ‘immediate’ present, revealing feelings of uncertainty and a sense
of instability. On the other hand, longer-serving school leaders were more stable and
embedded in their communities. They were more reflective using a wider repertoire of
experience and thus able to ‘distance’ themselves from the immediate present. This raises
questions about professional development needs of leaders at different stages of their career
and how social justice practice understanding and practice may change as a leader gains

experience.

L. Johnson (2017) explores life histories of pioneer, experienced and novice black and ethnic
minority head teachers in the UK. Interesting findings reveal how critical life experiences,

professional and social identities intersect and impact on leadership. Overwhelmingly these
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life histories evidence all leaders’ student-centred priorities. However, pioneer and
established heads narrate identities rooted as community leaders whereas new heads focused
on raising attainment for their marginalised students, echoing features of Spindler and Biott’s
observations. Johnson's study recognises the significance and complexity of multiple
identities, highlighting the importance of professional identity and context and critically, the
need to situate leadership perspectives within the social, political, geographical and historical

lives of the leaders.

In other studies by Day and Gurr (2016) biographies and narratives were used to explore
successful leadership development and practice of schools in international settings. These are
insightful and illuminating stories, but they are about ‘successful’ head teachers, a small
section of educational leadership. What lessons can be learnt from ordinary or struggling
leaders and their narratives? In a few studies personal biographies at an early age are included
but for the most part narratives start at training, early career or during leadership. Mgller and
Vedgy (2016) describe one Nordic head’s story of leadership for social justice. Charismatic,
successful and experienced he focuses on the weak, vulnerable students with behavioural and
learning difficulties. But his story is in the context of Norway, resource-rich, ideologically and
politically tuned to social justice and entirely congruent with the same educational vision of
the head teacher. So what of the stories from those schools in poor and politically unstable
environments and where context and school visions are at odds? The need to extend the

research base to examine more stories of heads in different cultures and contexts is clear.

Arar and Oplatka (2016) collected narratives from a Jewish Israeli and an Arab Muslim head
teacher using in-depth semi-structured interviews which revealed their difficulties integrating
personal, cultural and professional dimensions. These narratives demonstrated that the
heads’ perceptions of social justice were shaped by national and cultural context as well as
their personal contexts. The Jewish head working with students not facing inequality, spoke of
the difficulties of promoting social justice to his advantaged students whereas the Arab
principal’s social justice values and vision were “intertwined throughout his day to day reality”
(p.69). His personal experience growing up in a peasant family, within a marginalised minority
group, powerfully influenced his understanding of social justice. In both cases their vision for
social justice was derived from the collection of personal experience and many features are

similar. However, the declarative intentions of social justice ideals and policy enunciated by
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the more advantaged Jewish head contrasted starkly with the Arab head working in practical

ways to change the social justice reality for his marginalised students.

Narrative inquiry research into social justice leadership is valuable. However, it is also a useful
professional development approach for the individual leader. Griffiths (2014) employed a
personal, critical, philosophical auto-ethnography to map how her understanding of social
justice developed as a teacher, leader and researcher over a 40-year career in education. The
remembered experiences throughout her career and how they intersected the personal and
professional are fascinating. Griffiths argues that theoretical approaches like personal
narratives and phenomenological accounts are powerful tools to develop reflective practice
leading to insights and understanding of how teachers and leaders work and think about social

justice.

3.6 Summary

Social justice is a complex and contested concept. Rawls’ fundamental, philosophical
principles of justice, encompassing fairness, liberty and opportunity help to anchor social
justice complexities. However, it is Sen’s and Nussbaum’s ideas on capability, the
opportunities and abilities for a person to lead a valued life, that make the concept and
practice of social justice more meaningful for individual learners, teachers and importantly
educational leaders. This underpins the working definition of educational social justice
leadership in this research. Societal and individual action are required to achieve greater social
justice in education through recognition and representation of diverse identities and
redistribution of materials and resources as posited by Fraser. In other words, policymakers
must ensure appropriate resources and effective policies enable those in school leadership to
address fairness, equality of opportunity to participate fully and be recognised. This research
study attempts to take account of the dialectic between ‘structure’ as exemplified through
societal culture, systems, policies and organisation and ‘agency’, through the leadership role of

head teachers.

The reality for school leaders is that the experiences and presence of social injustice, as

described by Bufacchi, are more obvious and tangible than the ideals of social justice. The
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challenge for educational leadership is to prevent, mitigate or where possible eradicate the

underlying aspects of injustice: maldistribution, exclusion and disempowerment.

Currently there is limited research into the key influences and experiences shaping school
leaders’ social justice understanding and practice. This is restricted to how leaders’ views are
shaped by their professional experiences rather than their formative personal histories as
children and learners in school. However, there is growing awareness of the importance of
professional training and development and the impact these have on educational leaders’
social justice understanding and practice. International research encompassing a range of
countries is increasingly more sensitive to cultural contexts recognising the impact of global
challenges at national and local level. Using narrative inquiry has proved to be particularly
helpful in exploring the personal, social, cultural and professional lives of school leaders. This
approach and the wider international studies may be applicable to the challenges and

possibilities for social justice understanding and practice in other countries including Nepal.
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Chapter 4 Research Design and Methodology

4.1 Introduction

The methodological rationale and research design underlying a mixed methods approach to
collect and analyse data gathered from Nepali head teachers is explored in this chapter. The
thinking behind the reasons for using focus groups, a survey and interviews to assemble a
breadth and depth of qualitative data supplemented by quantitative data is explained. This
chapter outlines the aims of the empirical study and explains how these relate to the three
research questions. A discussion of the methodology underpinned by an integrated pragmatic
and transformative philosophy is provided aligning with my own context, axiological position
and experiences as set out in Chapter 1. Challenges, benefits but also limitations of mixed

methods are discussed.

This was an ambitious research project in a developing country with substantial challenging
circumstances. These had significant implications for the research design, impacting on the
choice and nature of the data collection methods. These included assembling a team of Nepali
colleagues to assist with coordination of research in the field. This was especially important in
reaching out to head teacher participants in remote geographical settings and to speak to head
teachers who may feel isolated by virtue of language or cultural contexts. Additionally, other
Nepali colleagues were required for interpretation, translation and transcribing of material.
The chapter addresses how these additional elements in the research design were managed
and related to the philosophical assumptions of the design strategy. The chapter continues
with further detailed explanations of the data collection methods and how these connected to
each other. The approaches to focus group and survey analysis along with analysis of
interview narratives using an interpretative phenomenological approach are explored. The
implications for data transparency and trustworthiness in quantitative and qualitative work are
reviewed. Finally, an overview of the usual ethical deliberations involved in empirical work is
given. However, ethical considerations are embedded in every stage of the research from
setting aims, designing methods that are inclusive of Nepali culture and language and how

data is analysed and interpreted.
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4.2 Research aims and questions

4.2.1 Aims of the research

The aims of this research were to address how Nepali school leaders develop ideas,
understanding and practices of social justice in educational systems and how they envisaged
opportunities to use their knowledge and understanding to promote social justice in the
future. The study was designed to enable school leaders to reflect on current practice and
then consider, at the school level, how their leadership could become more effective and
inform provision of professional development to promote more favourable conditions for

improved social justice.
4.2.2 Research questions

At the outset of this study three research questions were formulated that underpinned my
choice of a mixed methods approach and the selection of the specific data collection tools. As
G. Thomas (2009) asserts one of the key purposes of the literature review is to reflect on the
prima facie questions (as set out in the introduction) that provide the initial sense of direction
of the research journey (p.14-15). Initial questions may then change considering insights from
the literature review. However, in my case, following the rationale set out by Sandberg and
Alvesson (2011) on ways to construct research through gap-spotting and problematization, |
found no reason to modify the research questions. The questions continue to address the
overall research aim targeting as wide a range of Nepali head teacher voices as possible. Thus
Fraser’s concern with ‘representation’ is partly addressed, whilst acknowledging that there are
still limitations in the representativeness of the head teacher samples. The three questions are

further explained below.

What are the key influences and experiences that shape Nepali school leaders’
understanding and attitudes of social justice leadership?

This first question addresses the aim of the research by exploring how Nepali head teachers’
current conceptions of social justice in education have been shaped by critical influences and
experiences. It takes into account the cultural and social background of the leaders and the
context in which they live and work. Leaders were invited to identify key points in their life

story, and throughout their educational and professional experience, that have formed and
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moulded their social justice awareness and understanding in their educational and leadership
roles. The relative importance of informal personal experiences over time and informal
observation of role models in school settings are evaluated. Informal influences are compared
to the more formal influences exerted by mentoring or line management by other leaders.
Finally, the head teachers’ perceptions of the relative importance of formal professional

development training and government and external education policies were sought.

How do Nepali school leaders apply social justice principles in their leadership practice?

This question focuses on how heads implement social justice principles in their schools
through their leadership. The question addresses one of the key aims: head teacher
reflections on their practice in social justice. It seeks to evaluate the relative importance
placed by head teachers on the range of social justice issues identified as priorities by the focus
groups in Nepal’s educational and wider context. Head teacher perceptions of the relative
impact of key influences and experiences at different times, on their leadership practice of
social justice issues are then explored. Impact on practice is described as a measure of what
the head teacher has done as an educational leader in relation to social justice issues. Finally,
how head teachers promote their practice of social justice based on their core values and
beliefs is assessed. The expectations and support for their school community, their staff,

students and parents are aligned with their core beliefs and attitudes to social justice.

What future opportunities for promoting social justice in Nepali schools are envisioned by
school leaders, and how do they see such opportunities being realised?

This question invited school leaders to explicitly articulate their vision for the ways in which
educational leadership could become more effective in addressing social issues in their
schools. Their perception of their own professional development needs related to social
justice issues is a key focus. Analysis of the findings from research questions 1 and 2 are used
to develop further understanding of the implications of this research question and the
opportunities to promote a more socially just leadership in Nepal. Insights arising from this

question may raise important implications for practice, policy and theory.
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4.3 Research philosophy

This research was an exploratory study that adopted the paradigm of mixed or multiple
methods (R. Johnson and Onwuegbuzie, 2004). This paradigm emerged in response to the
perceived limitations of adopting either a strictly qualitative or quantitative approach rooted in
the dichotomy between interpretivist and positivist philosophical positions. Using a
methodological pluralism that combines qualitative and quantitative data has a number of
advantages (Grbich, 2013). In the first instance the mix of data provides a broader view in
response to the research aims and questions. Addressing questions from different angles
provides opportunities to cross-check and compare the different data against each other and
enhances validity of findings. Furthermore, combining analysed data and the subsequent
interpretation of data findings enables different perspectives of the phenomena under study
to be viewed by both the researcher and, importantly, the reader. Complex and multi-faceted
research problems in education, like social justice, are best served by a mixed methods
approach (Donmoyer, 2014), including designs where a predominantly qualitative approach is

supplemented with quantitative data.

Whilst this research employed a methodological pluralism it did not adopt a philosophical
pluralism (Knox, 2004). Although a mixed methods approach is ambitious and potentially
difficult it provides a flexible and pragmatic design for complex social and educational subjects
(Stockman, 2015). Exploring social justice development in a range of Nepali school leaders
would be considered a complex social and educational subject. The philosophical
underpinning and integration of the qualitative and quantitative approaches in this study
embraces two complementary options. The first is pragmatism, focusing on the best ways to
address a research problem whilst accepting that culture, context, individual experience and
the constructed nature of reality must be recognised (Johnson and Onwuegbuzie, 2004). The
second option is the transformative perspective (Mertens, 2010). In a transformative
framework researchers and participants, in this case Nepali head teachers, may improve their
practice by participation in the research and by engaging in critical self-reflection. Ultimately
these research findings may lead to wider recommendations and improvements in education

policy and practice.
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4.3.1 Pragmatism perspective

Onwuegbuzie and Leech (2005), assert that the polarisation of quantitative and qualitative
methodologies is at the least unhelpful and at worst counterproductive for social science
research. Reframing quantitative and qualitative research approaches by emphasising
exploratory and confirmatory methods enables a united single pragmatic framework with
many advantages for data collection and analysis. Morgan (2014) supports this view stating
that to resolve the challenges and limitations of the positivist (quantitative) and interpretivist
(qualitative) dichotomy requires that each research question be most appropriately answered
by utilising the best tools available. Focus groups are exploratory and capture views and ideas
across a range of respondents in different contexts. Surveys enable an extended reach to the
population of participants facilitating confirmation of trends and patterns in their thinking.
Interviews enable deeper exploration of issues arising from the other methods and give voice
to individual school leaders. A methodological pluralism is therefore appropriate for this
educational research. Furthermore, Morgan argues that pragmatism embraces a number of
values critical to social justice in educational settings. For example, it promotes the
importance of praxis, democracy, equality and progress. It is therefore coherent and

appropriate with the nature and focus of this study.

Pragmatism accepts that provisional truths may emerge within the methodological design,
analysis and interpretation (R. Johnson and Onwuegbuzie, 2004). Pragmatism is not simply an
emphasis on the application of practical solutions, the how-to aspects of research. It must
address why to do research in a particular way, the philosophical is as important as the
practical. This resonates with Morgan’s (2014) view of the stance taken by John Dewey the
American philosopher, democratic socialist, educational reformer and a leading figure for the
promotion of the philosophy of pragmatism. He sought to make the emphasis on human
experience more central than the philosophical concerns with abstract ideas. His influential
approach on education and social justice was shaped by his views on the nature of experience.
Dewey’s model of experience encompasses an understanding of the sources of our beliefs and
the meanings of our actions and their interdependence. This research explores head teacher

experiences and how these shape social justice beliefs and actions.
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4.3.2 Transformative perspective

This study aligns with Mertens’ (2010) transformative framework, in that it uses belief systems
that enable the researcher and participants to find their voice to support the increase in
human rights and social justice. A research paradigm is founded on four connected
assumptions: axiology, epistemology, ontology and methodology, according to Denzin and
Lincoln (2011). My own values, personal beliefs, attitudes and their impact on the research,
have been discussed in the introduction. In essence the transformative action assumption of
this research is coherent with pragmatism. It utilised the best methods in practice,

acknowledged my beliefs and recognised actions to bring about change for social justice.

The inter-relatedness of the four philosophical assumptions and how these are positioned
within a transformative perspective are succinctly addressed by Mertens (2010). Axiological
assumptions about values require suitable ethical considerations, especially for cultural norms
that promote human rights and social justice. In this research inclusion is paramount.
Ontological assumptions, recognising the broad nature of cultural meaning, accepting a range
of versions of reality is essential. These multiple realities are shaped by social, political,
cultural, economic, gender, disability and other values. In this research, the implications of the
caste system and geographical context are central. The epistemological assumptions, for
example, using phenomenology to enable the importance of lived experiences and
perspectives and to give voice to head teachers seeking to bring future changes to improve
social justice. Finally, this research recognises methodological assumptions that support
appropriate qualitative and quantitative methods that are inclusive, address power issues,
cultural complexity and enable stakeholders to fully and freely participate (Davies, 1997). By
choosing to incorporate three methods of data collection more extensive opportunities to
consult head teacher views and stories from different contexts are possible. The data analysis
of this range of head teacher experiences, understandings and views may have more leverage
in helping to transform the educational social justice landscape in the future. Fraser’s notions

of recognition and representation are enhanced through this approach.
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4.4 Research design overview

The research design for this mixed methods study, pragmatism and the transformative
framework, is both systematic and appropriate to address the research aim. The design was
structured to collect, analyse and then interpret the dominant qualitative data supplemented
by quantitative data to explore the phenomenon, social justice in Nepali educational
leadership. Selecting the optimal mixed methods research design was critical for coherence
across the study starting with aims, through data collection and finally to interpretation. Leech
and Onwuegbuzie’s (2009) three-dimensional typology of mixed methods design is helpful in
conceptualising the most appropriate choice. The three dimensions consider: the level of
mixing of data (partially versus fully mixed), how data is collected over time (concurrently or
sequentially), and the emphasis of approach (data equality or one form of data that is
dominant to the other). Using this typology my study was designed as a partially mixed,

sequential, dominant status design. Partially mixed since the mixing of data was undertaken

Table 4.4.a Research design stages

Stage Purpose and design implications

Focus Groups Nov, Dec  Qualitative data collection. Orientation to culture, language, educational

2013 provision in Nepal. Consultation and elicitation of ideas, beliefs. Building
relationship with research coordinator and research assistant. Outcomes
and findings inform survey and interview stages.

Survey May 2014 data Focus group outcomes shared with research coordinator and assistant.
collection 2015 Further discussion of roles and planning for next phases.

Oct 2016 to March 2017 Translators appointed for survey development. Pilot of survey.
Quantitative and qualitative data collection using survey. Head teachers
supported by research assistant. Findings used to inform the interview
stage.

Interviews May 2017 Pilot first Nepali and English interviews. Qualitative data collection. In
depth exploration of issues with head teachers; research assistant acts as
interpreter and translator. Data to be evaluated considering themes from
focus groups and survey data insights.

June-Dec 2017 Translation and transcription of interviews.

primarily at the interpretation stage rather than at the setting of aims, data collection and

early analysis. Sequential in that qualitative and quantitative data are collected at different
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times rather than concurrently. The design is dominant status since the qualitative component
was given more weight than the quantitative element. All empirical data collection was

carried out in Nepal in three sequential stages summarised in Table 4.4.a.

4.4.1 Limitations and benefits of the mixed methods approach

Whilst the rationale for adopting the mixed methods approach identifies strengths, further
consideration of the limitations and benefits of such an approach is useful before embarking
upon the data collection methods and subsequent analysis. It is essential to maximise the
benefits and mitigate the limitations in working with both qualitative and quantitative
paradigms. Stockman (2015), lists several potential limitations of the mixed methods
approach according to a range of challenges, including some simple practical questions of
simplicity versus complexity. Assumptions about obtaining more data the better, but with
confusion over the myriad of method combinations and analysis may digress from the
intended research purpose. Combining different methodologies may create contradictions in
understanding the role and purpose of the different elements. Understanding which elements
are used and how they are combined is crucial (Driscol et al., 2007). Merging and converting
qualitative and quantitative data may be problematic, even when the justification appears to
be clearly explained. Driscol et al. (2007) evaluates how numerical analysis of qualitative data
may be used to assist in the categorisation and thematic structure of data with the help of
tools such as NVivo. This process, of quantitizing, may lead to undermining of the subtleties
and uniqueness of qualitative data. Additionally, Nzabonimpa (2018) explores a wide range of
methodological literature for the possibilities and impossibilities of qualitizing and quantitizing
data. For example, quantizing multiple answers from an open question in a survey or a series
of extracts from narratives into a summarised quantitative form may run the risk of creating
unintended patterns of meaning. It may suggest, wrongly, that statistical tests are appropriate
through ideas of numerical ‘objectivity’. On the other hand, qualitizing, the conversion of
quantitative data into qualitative data, also creates potential pitfalls. For example, it may
impose restricted, or categorised, subjective meanings on to numerical patterns. It may be
that such limitations are created by the way questions are framed for the data collection. In
this research the ‘quantitizing’ of qualitative data and the ‘qualitizing ‘of quantitative data are
only undertaken at a very basic level and are intended to reveal themes and trends by
consulting a wider head teacher sample. It is not intended to create opportunities for detailed

statistical analysis of qualitative data. This research emphasises the dominance of qualitative
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data. Nevertheless, the qualitizing and quantitizing processes offer complementarity and

triangulation of the data sources enhancing the insights obtained (Hammersley, 2008).

4.4.2 Nepaliresearch coordinator, research assistants, translators

At an early stage in the planning of the research design | decided that additional support would
be essential from native Nepali individuals in three specific roles. A research coordinator was
necessary to make contacts, plan visits and liaise with local research assistants for data
collection, translation and interpretation. The coordinator would have to be a native Nepali
with expertise in the language and culture and have extensive experience and knowledge of
educational systems and leadership in the Nepali context. To overcome the range of logistical,
geographical, cultural, language and access challenges for implementing the research design,
especially data capture in remote locations, additional assistants were required. Finally,
throughout the development of the data collection methods and to support analysis,
translators were needed to write Nepali versions of explanatory materials and survey
guestions and for the translation and transcription of Nepali interviews. Further details of
roles are provided in the appropriate data collection methods and analysis sections.
Additionally, the benefits of developing these three roles address several ethical implications,

covering challenges of positionality, access and importantly cultural sensitivity.

4.4.3 Research design timetable amended

The original timetable planned for an extended survey collection commencing in May 2015 to
achieve as large a sample as possible. However, on 25™ April 2015 Nepal suffered its deadliest
earthquake for 81 years. Seventeen days later, after hundreds of after-shocks another major
earthquake struck. The destruction affected 39 of the 75 districts impacting upon a third of
the national population. The strongest impacts were in the more remote rural areas.
Destruction of homes and schools was catastrophic (WorldVision, 2018). Later in 2015 |
became seriously ill and was unable to travel abroad until early 2017. A significant truncation
of the survey and interview phases had to be facilitated. The implications for this are

considered in section 4.5.4. on the final interview design.
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4.5 Data collection methods and sampling

4,5.1 Overview

This section explains the three stages of the research design. The rationale and purposes for
each method are first justified and then the specific design selected is articulated. The
strengths and limitations of each method and sampling rationale are considered. Finally, the
organisation and processes of empirical data collection in the field are covered. As indicated in
Table 5.4.a the three data collection methods are linked and intended to complement and
facilitate each other. Furthermore, the data collection is consistent with the sequential design
outlined in section 1.4. Survey and interview methods in the sequence are dependent and

shaped by the preceding method data outcomes.
4.5.2 Focus group method rationale — Stage 1

Focus groups have the advantage of being flexible and practical in generating rich data on
meaning while being sensitive to cultural norms and processes. Data may be derived both
from individual participants and the collective interaction of the groups (Bloor, 2001;
Liamputtong, 2011). In this research the focus groups had three purposes. First as an
orientation exercise for me to develop understanding of Nepalese cultural norms and context.
Second, to enable a range of Nepalese head teachers working in varied contexts to explore
their own perceptions and understanding of social justice. Finally, to collate sufficient
preparatory data on the conceptualisation of social justice to inform the construction of a
wider survey of head teachers and follow-on in-depth interviews. Hammersley (2008)
describes this as a form of facilitation where one method is used to underpin other data
collection methods. The focus group design enabled an exploratory discussion in four different
settings thus broadening my contextual knowledge of the social justice challenges facing
Nepali school leaders. The survey question answers serve to enhance my understanding of the

key concerns raised by the focus group discussions.
4.5.2.1 Focus group design

Focus groups have a variety of design forms (Morgan, 1997; Krueger and Casey, 2000) and it is
important to select appropriately for the specific purposes intended. In this research a blend

of semi-structured consultation and unstructured discussion was used to elicit participants’
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Figure 4.5.a Key elements of the focus group, based on Krueger & Casey (2000, p.64) adapted

to illustrate factors influencing effectiveness.

understanding of social justice within their educational leadership. Krueger and Casey (2000)
helpfully discuss four elements for the design and functioning of effective focus groups:
purpose, moderator role, type of participant and environment factors. Each must be
considered individually and collectively, especially when conducting a focus group in an
unfamiliar international setting. Figure 4.5.a examines these elements in more detail to assess

the design implications for the focus group discussion.

The strengths and limitations of focus groups for researching social justice leadership fall into
three areas, moderator, participant and environment. An outsider moderator can observe and
readily understand issues but may inhibit group interactions. A moderator may understand
complexity and probe effectively but needs to ensure this does not change participants’ views.
Ideally, 4-6 participants enable full participation, but there still may be some reluctance and
views become one-sided. Groups constituted by head teacher participants not known to each

other brings diversity to the discussion, but time is needed to develop group culture. If
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participants do know each other, mutual support is enhanced and there is rapid understanding
of the task, however, there may be a danger of ‘groupthink’, personal loyalties may hinder the
agenda. Where participants are experienced professionals they can operate independently
from the moderator. However, such a group may divert attention to other issues. Where
participants are inexperienced professionals new ideas are not hindered by prior experience,
but there may be a lack of depth in understanding. Ideally a mix of professional experience is a
strength as long as the dominant voice of the more experienced heads do not limit discussion.
Finally, using a familiar school environment allows for relaxed discussion, but interruptions

need to be minimised and recording can be difficult.

4.5.2.2 Focus group sampling rationale

A range of head teachers were invited through a snowballing process in order to include
female and male, government and private schools (Cohen et al., 2011). To obtain the sample
for each group the research coordinator liaised with contacts in three host schools in
Kathmandu, Pokhara and Chitwan to expedite recruitment and to ensure head teacher
participation from outside the city. To widen the focus group sample beyond the more
developed areas, head teachers in and around a remote hill village, Dhamilikua, in the Lamjung
district were invited to form a group. This was facilitated by a local head teacher, a contact
known to the research assistant. Six to eight participants were planned as an ideal number for
each focus group consultation. Across the four groups 37 head teachers initially volunteered,
of which 33 attended and participated. Itis recognised that the four groups constituted a non-
probability sample in relation to the wider school leader population (Gorard, 2001). However,
the diversity of participants was considered enough to facilitate the initial exploration of the

social justice issues as intended.

4.5.2.3 Focus group organisation and data collection

The four focus groups were conducted in November and December 2013, each hosted in the
school of a head teacher participant known to the coordinator or assistant. Participants
received written documentation and were briefed in both English and Nepali as to the nature,
purpose and aims of the research. Additionally, their right for privacy and confidentiality at all

times and the right to withdraw at any time during or after the focus group discussions were
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Table 4.5.a School leaders’ focus group details

Kathmandu

Pokhara

Lamjung

Chitwan

Region

Participants

Gender

Nature of
head teacher
participants

Language
used

Location of

group
discussion

Hills, Capital City

10 (1 absent)

1 Female

9 Males

Mixed
government and
private, not all
known to each
other

English, with
some Nepali
speakers

Private School

Hills, 2" City in
Nepal

8 (1 absent)

1 Female

7 Males

Mixed
government and
private, not all
known to each
other

English

NGO School
Pokhara — Private
Charitable

Hills, Remote
Village

1 Female

5 Males

Government
school head
teachers from a
range of basic
rural schools,
known to each
other

Nepali

Village State
School

Terai, Bharatpur
City

9 (2 absent)

2 Females

7 Males

Mixed
government and
private, majority
known to each
other

English, with
some Nepali
speakers

NGO School
Bharatpur —
Private
Charitable

made explicit. All head teachers who volunteered to participate were accepted and signed

consent forms explaining their rights and responsibilities to the other focus group members

(Appendices A & B). | acted as the lead facilitator for each group. However, the host head

teacher, research coordinator and assistant provided translation, additional explanations and

clarifications as required. Recordings were made of the contributions and discussions. As an

additional measure, owing to the locations and ambient noise, field notes were taken by the

research coordinator and research assistant. Table 4.5.a provides further details of the focus

group composition indicating the range and profile of the sample in each case.
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Two questions were used as the key prompts for the focus group discussion:

What is your understanding of social justice in relation to your personal context and your

professional context as an educational leader?

Can you identify and describe the key experiences and influences that have shaped your

understanding and practice of social justice?

At least one hour was allowed for the discussion of both items. A consensus of views emerged

for the first discussion point. For the second item heads talked about their leadership and

aspirations to improve social justice in school rather than focusing on experiences. As a

prompt | introduced a timeline setting out six main phases of life. This was helpful in eliciting a

range of interesting perspectives and stories (Figure 4.5.b).

Early Childhood

Experience

eParental/Family
*Other experience

College/
University

eFormal training

*Other
colleagues

eMentor - key
people
*Role models

\ J

\.

Teaching/Early
Career

eEarly experiences
eFamily members
*Key teachers

eProfessional
experiences

eOther teachers

eLine managers
or leaders

*Role models
eOther

Figure 4.5.b Timeline prompt used in all focus groups

Secondary

School
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of educational
processes
*Observers of
fairness and
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Educational
Leadership

eBeing in post
eFormal training

or support
*Other
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4.5.3 Survey rationale - Stage 2

Surveys are highly flexible in collecting varied and diverse data and allow the study of a wide
range of variables (Muijs, 2012). The rationale for a survey is justified when the data required
for the research does not exist, as in this case (Gorard, 2003b). The survey in this research was
constructed with three main purposes. Using findings from the focus groups it widened the
consultation across a larger and more diverse range of Nepali head teachers. Furthermore, it
collected a range of personal and professional contextual data on the participants and
gathered insights into their understanding, attitudes and experiences of social justice. Finally,
it invited potential volunteer interviewees for the in-depth phase of the research. The survey
enabled a wider and more diverse target population of head teachers to be considered for the
interviews. Furthermore, consistent with the sequential design described earlier, the survey
offered a preliminary orientation for me as the researcher and for head teacher volunteers
prior to the interview process. This facilitated some analysis of survey data before the

interviews and enabled comparing of data sets later, based on the same research questions.

4.5.3.1 Survey questionnaire design

The online survey was constructed using the Bristol Online Survey (now Online Surveys)
recommended by the University of Leeds, guaranteeing security and confidentiality for data
collection and storage. The Online Surveys software to develop, deploy and analyse the survey
is clear and simple allowing the researcher to focus on the relevance and quality of the survey
content (Silverman, 2006). The alternative written survey option (for heads with no internet
access) was identical in format to ensure consistency. The survey was composed in both
Nepalese and English, respecting the main language of the country, seeking to be inclusive to
all participants no matter what their level of language proficiency. It was recognised that there
are many other languages used by school leaders in Nepal (Hough et al., 2009). Participants
were asked to identify their main language to establish the extent of this linguistic diversity

and to appreciate how this might impact on understanding of key concepts and later analysis.

Survey questions were derived not only from qualitative data arising from the focus groups but
also from ideas emerging from the literature, e.g., head teacher ‘representation’ based on
gender, caste, location and leadership experience, social justice values and beliefs, links
between social justice and professional development. The survey was divided into four

sections (Appendix C). Section one explained the aims of the research, information for
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respondents including data protection, ethical considerations and notes for completion.
Section 2 focused on personal attributes of respondents, e.g. gender and caste. The third
section used several close-ended questions to collect wider professional and contextual
attributes, e.g., the respondent’s school type, geographical location and their teaching and
leadership experience. Section 4 comprised six questions using Likert rating scales to explore
respondents’ ideas, views and attitudes to social justice in educational settings. Two
additional open-ended questions invited respondents to provide further reflection on their
experiences and influences shaping social justice and to suggest ideas on more effective ways

to improve social justice for the future.

The survey design included mandatory and optional questions providing a flexible and
structured facility to gather data for later analysis. It ensured that each respondent completed
all essential items whilst being free to choose optional questions, helpful to busy head
teachers. Nominal data (e.g. gender, caste) was collected by a series of multiple-choice style
questions. Whilst this type of question forces an answer in a category it was important, where
appropriate, to offer the option ‘other’ and a space to explain if required. This ensured that no
respondent felt excluded by the categories of answers offered. Six mandatory selection list
type questions, where each item is answered separately, were used to collate ordinal data
based on Likert attitude ratings. Two optional open style questions for free text answers were

used to allow respondents to expand on their answer ratings in other questions.

4.5.3.2 Likert items and scales

Likert scales are widely used as a simple but effective way of assessing attitudes and values
(Johns, 2010). A statement or question is posed and a series of options on a continuum are
presented to the respondent and this is repeated for a number of (Likert) items. In this survey
six Likert scale format questions were posed and a consistent four scale response continuum,

in descending order was used (Table 4.5.b).

The design of the Likert items on a consistent four-point ‘scale’ ensured clarity and ease for
respondents rather than adopting more complex multiple rating options. Each scale avoided a
neutral mid-point forcing respondents to place an answer rather than opting for an
‘undecided’ alternative or ‘don’t know’ option (Johns, 2005). Statements in each of the six

guestions were phrased in a neutral way rather than being potentially leading questions.
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Table 4.5.b Four-point Likert scale for survey questions

uestion
= Ratings / Attitude scale offered
Number
11,12,15, VeryImportant Important Less Important Not Important
Significant
13 Moderate Impact Less Impact No Impact
Impact
Very Significant o Less Significant
16 Significant CPD No CPD
CPD CPD
17 Strongly Agree Agree Disagree Strongly Disagree

Similarly, items within each question were given as neutral terms that did not favour or
emphasise particular values or attitudes (J.D. Brown, 2011). The range of items offered to
respondents in Q11, 13, 15 and 16 could not necessarily cover all options. To redress this
potential limitation, respondents were able to add their own items and rate them using the

same scale.

4.5.3.3 Survey and sampling rationale

There are over 31,000 government schools in Nepal. Ideally, the respondent sample for the
survey should reflect, as far as possible the profile of gender, caste, wider cultural, language
and social characteristics in the profession across the head teacher population. Additionally,
head teachers from different types of school, geographical contexts and socio-economic status
needed to be consulted across the population. However, the practicability of accessing head
teachers in an international setting in such a challenging context means that achieving a
random or probability sample is effectively impossible. A non-probability sample was obtained
by targeting head teachers using purposive sampling in the first instance and then a
snowballing technique was adopted to create a ‘booster’ sample (Gorard, 2003b). Whilst the
sample obtained cannot be deemed truly representative of the population of head teachers in
Nepal, it does enable consideration of a breadth of backgrounds and experiences, rather than

relying on data limited to a narrower group.

An ambitious sample target of between 250-300 head teacher respondents was set. All head

teacher contacts from previous visits, training sessions and the focus groups were sent the
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survey by email. The research coordinator contacted other head teachers and educationalists
to disseminate the online survey and provided written copies where required. Everyone

contacted was asked to cascade this to colleagues to increase participation in the survey.

4.5.3.4 Piloting the survey

The first draft of the survey was circulated to five Nepali native speakers and three English
colleagues to assess the clarity of instructions, the ease and time for completion and whether
the language was culturally appropriate. Minor amendments and modifications were
recommended, including some alterations to parts of the Nepalese translation and the
wording of items on caste categories. Categorisations based on traditional Hindu caste labels
were replaced by more recent secular, government terms used in census procedures. A
second draft was then piloted by three Nepali head teachers. They were asked to comment on

how accessible and meaningful the questions and concepts appeared to them as professionals.

4.5.3.5 Survey organisation and collection of data

Online and printed versions were made available in January and February 2017. Returns from
the private sector appeared online relatively quickly. The research assistant spent three
months targeting government schools in specified geographical areas across the Hill and Terai
regions. Effectively this was random ‘cold-calling’ and although time consuming it produced
responses from what would be considered hard to reach participants. Using a contact in one
of the education centres in the far-western region a further nine participants were secured. In
total 110 questionnaires were submitted. Two incomplete surveys were discarded resulting in

a final sample of 108 (Table 4.5.c).
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Table 4.5.c Survey summary: head teachers' personal, school and geographical details; actual numbers followed by percentage in brackets of overall total

Q1 Gender

Q2 Caste (main overarching categories)

Q4 School Category

Q5 Years in education (Head’s
experience)

Q5a Number of schools in experience

Q6 Years as Head of school(s)

Q6a Number of schools as Head

Q7 Geographical Region of current
school

Q8 Development Region of school

Female

19 (17.6%)
Dalit

0 (0%)

Government

60 (55.6%)
0-4

5 (4.6%)
One

27 (25%)
0-4

52 (48.1%)
One

88 (81.5%)
Terai

37 (34.3%)
Far West
7 (6.5%)

Male

89 (82.4%)
Janjati/Madhesi
28 (25.9%)

Private/NGO/
Trust

8 (7.4%)
59

10 (9.3%)
Two

26 (24.1%)
5-9

24 (22.2%)
Two

16 (14.8%)
Hill

62 (57.4%)
Mid-West
6 (5.6%)

Other

0 (0%)
Bahun/Chetri
73 (67.6%)

Private
Company
37 (34.3%)

10-14

9 (8.3%)
Three

27 (25%)
10-14

16 (14.8%)
Three
3(2.8%)

Mountain

9 (8.3%)
West
26 (24.1%)

Other
7 (6.5%)

Other

3(2.8%)
15-19

17 (15.7%)
Four

14 (13%)
15-19

6 (5.6%)
Four

1(0.9%)

Central

49 (45.4%)

20-24 25 or more

23 (21.3%) 44 (40.7%)
Five or more

14 (13%)

20-24 25 or more
8 (7.4%) 2 (1.9%)
Five or more

0 (0%)

East
20 (18.5%)

Total Sample
108

108

108

108

108

108

108

108

108
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4.5.4 Interview rationale — Stage 3

Interviews allow the researcher to listen to views, experiences, feelings and attitudes and gain
an insight into the world in which the interviewee lives (Brinkmann and Kvale, 2015). Itis a
pragmatic and natural form of communication between individuals. It provides a first-hand
opportunity for the researcher to appreciate the realities of the head teacher experiences
(Sugrue, 2005). Educational leadership and social justice are complex and it is important to
recognise that biography, history and wider contexts are all interrelated (Floyd, 2012). The
nature of data being sought relates to past events and the interview grants access to key
moments in the heads’ life history. Interviewing promotes interaction between the researcher
and interviewee allowing lived experiences and their impact on educational leadership to be
shared. An interview is a natural setting for head teachers to share narratives of key
influences and experiences shaping their social justice understanding and practice. Interviews
are particularly suitable for a phenomenological approach where there is a focus on real world

experiences of the head teachers (Moriah, 2018).

4.5.4.1 Interview design

A pragmatic approach was adopted on conducting and analysing interview data, based on the
research aims (Brinkmann and Kvale, 2015). Face-to-face rather than telephone or online
interviews were essential in this design. An interpretive phenomenological approach (IPA) was
adopted for the semi-structured interviews in this study. IPA is an investigative method to
make sense of experiences from the perspective of a person in their own context (Moriah,
2018). Seidman (2013) describes how a three interview series approach may be used to
capture an in-depth understanding of the phenomenon under investigation. Bevan (2014)
uses a similar three-part sequential method of interviewing for descriptive phenomenological
research. These frameworks were adapted in this study to incorporate the three

phenomenological elements within a single interview (Table 4.5.d).

The interview was not a discussion nor a structured or closed-question answer exchange. It
was a semi-structured interview where each head was enabled to explore how they
experience particular phenomena, e.g. social justice and injustice and reflect on critical
incidents. The understanding of the social phenomena from each head teacher’s perspective
and how they have experienced their world is based on the assumption that reality is what the

head teachers perceive it to be rather than aligning with an objective reality or one imposed by
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the researcher. In order to elicit the ‘stories’ of head teachers as they explore social justice

concepts and their experiences, the interview becomes a narrative (Goodson, 2013).

Table 4.5.d Three part phenomenological interview structure

Phenomenological concepts and Seidman’s description of Bevan’s description of the

Research Question or interview the (three) interview interview focus
focus series
RQ1 - Interview Part 1: Focused Life History Contextualisation

The school leader’s lifeworld in
context, understanding the
leader as a person, values,
expectations, etc.

RQ2 - Interview Part 2: The Detail of Experience Apprehending the
Phenomenon
The leader’s experience in detail,

relating to practice and
implementation of social justice

values
RQ3 - Interview Part 3: Reflections on Meaning Clarifying the
‘Intentionality’, meaning, Phenomenon

ambitions, future aspirations
and trajectories

In this instance, | asked head teachers to recount stories or specific episodes, experiences and
actions significant to the head that told a story about ‘social justice’. Whilst establishing
‘factual’ information, or ‘what’ happened, it was the meaning of the key themes that was
central to the narrative. It may be that each head teacher, as narrator, was also an informant,
where they recounted specific episodes and experiences that they witnessed for third parties
or the wider community (Bevan, 2014). The interviewer must bracket their own

presuppositions to allow head teachers to bring out aspects she or he feels important.

This research interview is an interaction between two professional people, both educational
leaders, respect is important and cultural and power issues need to be sensitively addressed
(Davies, 1997). The narrative arises in part from this interaction; however, the role of the
interviewer is not to over-guide but support and encourage interviewees to realise and

potentially change their descriptions and attitudes towards the phenomena. Interviewees will
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have their own agenda for what they wish to get out of the exchange (Davies, 1997). Thus, the

interview can be construed as a learning process for the interviewee (Goodson, 2013).

4.5.4.2 Interview sampling rationale

As a small-scale qualitative study, a non-probability sample of 8-12 head teachers was
considered suitable for the data collection through interviews. This provided a manageable
number but at the same time allowed for a breadth of head teacher attributes, experiences
and the feasibility of covering different geographical and school contexts. Purposive sampling
was adopted to select a number of respondents who indicated a willingness to participate in
the interview on completion of the survey (96 out of the 108 completing the survey). A
number of factors determined the final selection, for example the requirement for face-to-face
interviews, (preferably in the head’s own school) and the geographical logistics for both the
interviewer and interviewee. It was important that ordinary head teachers were given a voice,
not just those with high profiles or successful reputations. Eventually 16 head teachers were
identified on these criteria (Table 4.5.e), of which 12 are reported in this study; their names

have been changed to protect their identities.

4.5.4.3 Head teacher profiles

Sunil, a thoughtful and committed head of a government school, has worked in five schools in
both state and private sector. He travelled from Sindhupalchok district to Kathmandu for the
interview, a significant journey. Most answers were in English, but Nepali was used for
clarification. A relatively new senior leader, Sunil was extremely keen to be interviewed and
expressed interest and commitment to social justice. He referred to significant family events
that formed his understanding of social justice. He was the only interviewee from the Janjati /

Madhesi, caste category.

| have met Ajay several times and visited his government school in Bhaktapur. He is a quiet,
focused and determined school leader. Ajay works in challenging circumstances and is proud
of his school. He described attendance and gender discrimination as key challenges and was
particularly concerned about inclusion. He regularly monitors attendance of boys and girls by
caste, especially Dalits. He has informal experience of being mentored by other head teachers.
Ajay is very open and honest about the difficulties and challenges but also the joys and

successes at his school.
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Sita presented as a confident head of a large split-site government school in a poor area of
Kathmandu. Before the interview | observed her students walking to school, clean and smart in
their uniforms, and well behaved as they negotiated the muddy pathway to the entrance. Sita
seemed uncomfortable during the interview in Nepali. Translation revealed she was suffering
from toothache. Sita appeared to be a methodical and passionate leader. She was accessible
to her teachers in her shared office. Student success and performance are high priorities for

Sita.

Anu has an all-female staff and around 300 students in her government school in one of
Kathmandu’s most deprived areas. Described as a ‘slum’ school, it caters for students from the
immediate locality. The interview, in Nepali, took place in the ‘library’ — a room that contained
few books and no learning resources. During our discussion younger students from the
adjacent classroom wandered in on several occasions unsupervised. Anu chatted to the
children and then returned them to their class. Anu, an established head, was friendly,
engaging and committed to her staff, students and local community. Supportive, caring

relationships with everyone were encouraged.

A few hundred metres from Anu’s school is a Christian Mission School led by Ram. He is
Nepalese but became a Christian and his new faith guides his leadership. The school,
sponsored by an international charity, serves marginalised migrant children in Grades 1-5
unable to access state schools. Their parents arrive in Nepal, mainly from India, to beg on the
streets or undertake very poorly paid work. This school had relatively good facilities and
resources compared to Anu’s school. Every child’s photograph was displayed on a noticeboard
signalling commitment to knowing each student. Each morning a meal is provided for parents,
children and others as part of the school’s mission to the poor. Engaging parental involvement

is a priority.

Kedar starts work at 6.30 a.m. with students starting early school at 7a.m., owing to the heat
and climate in Chitwan. The interview took place in his office at 7a.m. This was also the staff
room, so a number of interruptions occurred. Tea was served. An elephant grazed on
vegetation just outside the open window. Although Kedar clearly understood English he
preferred to answer in Nepali. Kedar worked in the steel industry in Kathmandu before
becoming a teacher. His first formative job was working with nomadic disadvantaged pupils

which had a profound effect on his early career and understanding of social justice. He was
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keen to reach out to families in his community and spoke of the school’s links with a local

orphanage.

Bharat, was keen to be interviewed and share his views. He expressed his desire to become
more aware of social justice issues and spoke of his current involvement in charitable work
with international links to develop education in the challenging circumstances of Nepal.

Bharat is a relatively new head teacher leading a government school.

According to the research assistant, Usha had been inspirational at their meeting to discuss
the survey. Her interview took place at the end of the school day in the library, a poorly
resourced room. Usha spoke in Nepali and was chaperoned by a teacher friend. She was
highly impassioned and demonstrative, providing interesting descriptions of her work and
beliefs. She is clearly a dynamic and committed leader. The interview was interrupted by a
deafening hail storm. Hailstones the size of golf balls damaged car bodywork and people had

to take cover for protection.

Naresh established and now leads his own private school in Pokhara. He used English
primarily but occasionally spoke in Nepali. Naresh illustrated his answers using biographical
details of his life and teaching career. He spoke of corporal punishment and its impact on his
current leadership. Interestingly his choice of teaching as a career was a last option. However,
he is now successful and fully committed to his school. Passionate about his work as a lead
coordinator representing private schools to government ministers, he spoke of his ambition to

develop work with government schools that he perceived as less successful.

Hari presented as a confident head of a well-established large government school. During the
interview, in Nepali, he was succinct in his answers but appeared comfortable with the
questions and concepts. The interview was interrupted on several occasions since he shared
an office with other teachers. His staff were keen to offer views and Hari was happy to listen

and then shape his own answer to questions. He was keen to show me his school at work.

Dinesh is an engaging and committed head of a private school. He was very thoughtful and
reflective during the interview. He is clearly organised and has high expectations of himself
and his staff to develop school effectiveness and improvement. The school, in contrast to

government schools, was well-resourced and staffed. Students clearly enjoyed significant
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advantages over their government school peers. Dinesh discussed the private and public

system divide.

Rashmi is head of a well-resourced private school in a relatively affluent area of Kathmandu.
Students are mainly from the immediate locality. Accommodation, although cramped, is being
developed to its maximum capacity. Rashmi has invested funds into the school to expand
provision up to grade 10. The school is linked with other schools and thrives on collaboration.
Rashmi is well-established and has a strong sense of purpose. The interview took place in

English and she was fluent and articulate addressing questions.

4.5.4.4 Piloting interviews

The first two interviews in Kathmandu were treated as pilot interviews. One in English the
other Nepalese. | wanted to familiarise the research assistant with the interview process and
sequence and for me to acclimatise to the interpretation and translation. Working carefully
with each interviewee we talked through the survey questionnaire slowly, using it as a guide
for the interview. Notes were taken to highlight where appropriate additional prompt
questions might be helpful. | guided the research assistant to ensure he did not lead the
interviewee or dominate the discussion. | asked him to comment on my impact as the
researcher; how this might influence the interviewee, whether they were responding
authentically and consistently with their survey answers and the extent to which they might be
seeking to give the ‘right’ answer. The two interviewees were also asked to comment on the
experience and whether they had understood everything and had been given adequate
opportunity to describe, reflect and explain their ideas. The piloting enabled the research

assistant and me to prepare for the subsequent interviews to follow.

4.5.4.5 Interview data collection

Sixteen interviews were undertaken in May 2017, including the two initial pilot sessions.
Participants previously provided consent through the completion of the survey. Brief field
notes were taken at each interview, noting date and time, school details, environment and
other relevant issues. Head teachers were asked to select their preferred language for the
interview and to give consent for interviews to be recorded. Five interviews were undertaken
in the Central Bagmati area (locations around Kathmandu). Stories of how the head teachers

came to participate in the interviews are illuminating in themselves. The first interviewee,
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Table 4.5.e Details of head teachers interviewed: personal, professional and school information ( > greater than or equal to)

Interview length

No. of
i School type i
‘Name’ (pseudonym) Educa.tlon No. of . No of years schools ve Main Development region and (mmutes.), Ia.nguag.e
Caste experience schools in as head . . . used during interview,
and gender as head region geographical location . . X
years career teacher & grades S interviewed in own
teacher
school
. Janjati / Government ) Central, Bagmati, )
1 Sunil; Male . 225 25 0-4 1 Hill . 60 English
Madhesi G1-10 Sindhupaclhock
] Bahun / Government G1- ) )
2 Ajay; Male . 15-19 >5 0-4 1 Hill Central, Bagmati, Bhaktapur 62 Nepalese
Chhetri 10
. Bahun/ Government G1- . o
3 Sita; Female ) >25 1 >25 1 Hill Central, Bagmati, Lalitpur 33 Nepalese - S
Chhetri 12
Bahun / Government G1- . .
4 Anu; Female . 20-24 2 5-9 1 Hill Central, Bagmati, Bhaktapur 37 Nepalese —S
Chhetri 8
Bahun/ NGO TRUST . . .
5 Ram; Male ) 5-9 2 0-4 1 o Hill Central, Bagmati, Bhaktapur 18 English—S
Chhetri Christian G1-5
Bahun / Government G1- . oo
6 Kedar; Male ) 20-24 3 5-9 1 Terai Central, Narayani, Chitwan 54 Nepalese -S
Chhetri 12
Bahun/ Government G1- . o .
7 Bharat; Male . > 25 2 0-4 1 Terai Central, Narayani, Chitwan 33 English
Chhetri 10
Bahun / Government G1- . o
8 Mohan; Male >25 4 0-4 1 Terai Central, Narayani, Chitwan 28 Nepalese

Chhetri 12
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Table 4.5.e continued - Details of head teachers interviewed: personal, professional and school info ( > greater than or equal to)

Interview length

Education No. of No of years No. of (minutes), language
‘Name’ (pseudonym) R : . ¥ schools Main Development region and o 8 g
Caste experience schoolsin as head School type and grades X . X used during interview,
and gender as head region  geographical location i L
years career teacher S interview in own
teacher
school
Bahun / . Central, Narayani, .
9 Kamal; Male . >25 4 0-4 2 Government G1-12 Terai . 13 English
Chhetri Chitwan
Bahun / . Central, Narayani,
10 Usha; Female . >25 2 10-14 1 Government G1-5 Terai . 37 Nepalese—S
Chhetri Chitwan
Bahun Private Company G1-
11 Naresh; Male / >25 4 20-24 1 S Hill West, Gandaki, Kaski 55 English—S
Chhetri 12
. Other: Special Needs NGO . ) . .
12 Rita; Female o 5-9 2 0-4 1 . Hill West, Gandaki, Kaski 28 English -S
Christian Catholic G1-12
. Bahun / . . .
13 Hari; Male P >25 1 0-4 1 Government G1-10 Hill West, Gandaki, Kaski 31 Nepalese -S
etri
Bahun / . . .
14 Pawan; Male Chhetri >25 2 0-4 1 Government G1-12 Hill West, Gandaki, Kaski 19 Nepalese - S
etri
Bahun Private Company G1-
15 Dinesh; Male / >25 4 15-19 1 SE Hill West, Gandaki, Kaski 27 English -S
Chhetri 12
. Bahun / . . Central, Bagmati, .
16 Rashmi; Female 15-19 3 0-4 1 Private Company G1-8  Hill 56 English -S

Chhetri Kathmandu
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Sunil, travelled for two days and spent a night in Kathmandu to be available for interview. He
had been inspired by the survey. The second interviewee travelled from an outlying district
into the city for the interview whilst the remaining three were interviewed in their own
schools. Six interviews took place in the Central Narayani area, three in the heads’ own school
and the others in a private school hosting a workshop. The final five interviews were held in

the heads’ own schools in the West Gandaki region around Pokhara.

There were several challenges and difficulties in undertaking the interviews. All were
conducted during the school day. In government schools, head teachers often do not have
their own office and interruptions were common. Staff would need to access the head teacher
for decisions or were simply curious about the visit and interview. Interruptions from
disinterested or intense staff, one head teacher’s tooth ache, a ferocious hailstorm and even
an elephant (not in the room!) featured as part of the heads’ normal day-to-day work

environments.

Recorded interview files were uploaded to a software package, Trint. This automatically
transcribes audio into a basic text file and distinguishes between voices of each speaker. This
speeded up the transcription stage as the software enabled precise checking and editing of the
file text, synchronised with the voice recording. By repeatedly listening to the recordings an

accurate transcript was created and then exported to Word and into NVivo for further analysis.

4.5.4.6 Interpretation, translation and transcription

Collecting data in Nepalese or a mixture of Nepalese and English have implications for the
validity of the analysis and the reporting of the research (Birbili, 2000). The researcher must
ensure competence of the translators and be confident of their understanding and knowledge

of the Nepalese culture and the context of schools and head teachers.

Interview recordings were of variable quality, being affected by background noise of children
and staff in busy school environments. Some speakers had very strong accents and some used
Nepalese and English interchangeably as they strove to understand questions or communicate
their thoughts. Before recordings were shared with translators, pseudonyms were adopted
and care was taken to ensure the identities of schools protected. Interviews in English were
transcribed by myself and then checked by a Nepali English speaker to ensure | had accurately

represented the words of the speaker. Interviews in Nepalese were translated and transcribed
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by Nepali postgraduate students at the University of Leeds. Once a transcription was complete
it would be read by me and checked by another Nepali speaker. Thus, additional scrutiny of

transcriptions provided a reliability cross-check from the oral to written text.

For consistency, each transcriber used a common guidance framework and word template to
produce the transcript. The overriding purpose of the transcript was to secure a style that
faithfully represented the meaning of each interviewee’s words. Verbatim versions, with
pauses, repetitions, hesitation, notes on voice tone etc., were not required, these being more
appropriate for socio-linguistic analysis. In this case a literary style representation, highlighting
the communication of each interviewee’s story was captured, enabling a focus more applicable
for content and meaning analysis. However, in order not to separate the story from the
context, reference to the brief field notes on the school environment, demeanour of each

head and other factors were noted.

4.6 Data analysis

Preliminary data analysis occurred at each of the three data collection stages. Each part was
treated separately in the first instance and then using a thematic approach guided by the three
research questions including qualitizing and quantitizing as outlined in section 4.4. Initially
data from the three methods contributed to analysis presented as three overarching themes
linked to each of the research questions. However, on further reflection these were further
subdivided into five main themes to highlight key elements rather than be limited by a
procedural manner. Details of the thematic approach are set out in the next chapter. These
explain how combining relevant aspects from the quantitative survey data and qualitative
survey questions and interview data are organised. NVivo software was used to collate and

sort all data into appropriate categories (Bazeley and Jackson, 2013; Watling et al., 2012).

The qualitative data based on narrative enquiry provided further depth and breadth of
understanding of key issues. Narratives were analysed using an interpretative
phenomenological approach. There is value in combining qualitative and quantitative data
findings, bringing details of context to the narratives (Elliott, 2005). The quantitative data
summarised and grouped the main attributes of the Nepali head teacher sample, providing

their views and attitudes to key social justice themes. This quantitative data was helpful in
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identifying possible relationships between variables in the head teacher survey data, head
teacher attributes and contextual dimensions and responses to the survey questions. The
gualitative data was vital in exploring and explaining head teacher motivations, perceptions,
reasons for their choices and leadership decisions. The narrative of each head teacher enabled
valuable comparisons to be considered between their perception and behaviour with
reference to the wider group in the survey sample and the other interviewees (Webster and

Mertova, 2007).

4.6.1 Focus group data analysis

Four levels of analysis were applied starting with individual contributions, group summaries
and agreements, the impact of group effect and finally an assessment of the overall holistic
picture. At each level there are a number of key questions: What was included and excluded
in terms of individual contribution? How was consensus and disagreement determined in
relation to group contribution? Crucially how was the interaction and group effect
determined? Finally in developing an overall holistic summary, which elements of the other
three levels were included? Analysis was based on observation notes, transcripts taken from
recordings (where feasible) and subsequent discussions with the research coordinator and
assistants. It was important to ensure that analysis carefully addressed ‘groupthink’,
normative discourse, dominance of individuals and moderator influence and bias (Breen, 2006;
Flores and Alonso, 1995; A. Parker and Tritter, 2006; Smithson, 2000). The cultural context

and any tensions present were also considered (A. Thomas, 2008).

4.6.2 Survey analysis

The Online Surveys allowed for simple analysis and for data to be exported into a spreadsheet
format suitable for more sophisticated software packages, in this case SPSS was used (Muijs,
2011). All open questions with free text answers were uploaded to NVivo and were coded

using the same process as for the transcript in the interviews, as described in section 4.6.3.

4.6.2.1 Descriptive statistical analysis

The extent of agreement across the head teachers surveyed was high for most questions. In
other words, the variance was consistently low. Initially, | planned to analyse survey data

using mean averages, derived from scaling the four categories from 4 to 1, and then to
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calculate standard deviations for the responses given. However, | decided this was
inappropriate given the variance evident. That original approach has an implicit assumption
that there is reasonable variance and that the distances between categories are ‘known’ and
‘equal’, while in reality respondents were interpreting the terms e.g. ‘important’, ‘less
important’ rather than by using a scale or numbers. Furthermore, it is not possible to ascertain
whether one respondent sees ‘very important’ as just a bit more than ‘important’ and another
respondent sees the difference as substantial. This methodological problem is further
amplified when it is applied across the items. For example, is the difference between ‘Very
Important (4)’ and ‘Important (3)’ the same for ‘Child Poverty’ and ‘Attendance Girls’? Owing
to the lack of variance across the categories | considered aggregating the two positive
categories e.g. ‘Very Important’ and ‘Important’ and the two negative categories e.g. ‘Less
Important’ and ‘Not Important’. This had some minor effect on the tables of distribution and
the ranking of items. However, | decided it was more valuable to see the full data used by the
respondents and to acknowledge in particular the items each head teacher deemed as the

‘most’ or ‘least’ important category for each question.

The rank order of responses for each of the survey questions was used as an alternative
method for analysing the data. In such an analysis the responses in each of the categories were
treated as ordinal data rather than scale, eliminating the potentially inaccurate assumptions
associated with scaling. Treating items as ordinal data allows different rankings assigned by
different head teacher groups to be analysed, illustrating head teachers’ perspectives of

priorities and importance.

4.6.2.2 Further statistical analysis

How do particular groups of head teachers respond to the six main survey questions (11,
12,13,15,16 and 17), in comparison to the whole sample? Do female head teachers view social
justice issues differently to males? How does caste or years of educational experience impact
on each head teacher’s evaluation of priorities for social justice? How does the geographical
location of the head teacher and school or the type of school affect their approach to social
justice? To explore these questions eight head teacher groupings were established using

answers from survey questions 1-8.

To simplify the range of comparisons and make the statistical analysis more robust, data was

aggregated, reducing the number of levels within each grouping, apart from gender and
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geographical region, see Table 4.6.a. The decision to aggregate some of the groups in this way
was a response to the relatively small sample size of 108 head teachers. The Kruskal-Wallis test
was employed to determine the differences in how particular groups of head teachers ranked
items in each of the six main survey questions. This test is based on the Wilcoxon rank sum
test, it makes no assumptions about the distributions of the original items and is appropriate
and robust for non-parametric data, where there is not a normal distribution. It is ideal for the
analysis of ordinal data. It simply analyses the difference between the rankings given by

respondents against a null hypothesis, i.e., items would be equally distributed regardless of the

Table 4.6.a Summary of the eight head teacher groupings based on attributes, experience and

context across the survey sample

Head. teacher gro.up by Levels within the head teacher group — actual number
attribute, experience followed by (%) of total
or context Y1z
Ql Gender Female Male Total
19 (17.6%) 89 (82.4%) 108

Q2 Caste (main

) Janjati/Madhesi Bahun/Chetri Other
categories)

28 (25.9%) 73 (67.6%) 7 (6.5%) 108
0 Seliow] Calizzorn @ Government Private NGO
Type

60 (55.6%) 48 (45.4%) 108
Q5 T(?tal Years of 0-9 10-19 20 +
Experience

15 (13.9%) 26 (24%) 67 (62.1%) 108
Q6 Years as Head of
School(s) 1-9 10+

76 (70.4%) 32 (29.6%) 108
Q9 Zone - Bagmati vs .
All Other Bagmati Others

39 (36.1%) 69 (63.9%) 108
Q7 .Geographlcal Terai Hill Mountain
Region of School

37 (34.3%) 62 (57.4%) 9 (8.3%) 108
0 evelopment West Central East

Region of School
39 (36.1%) 49 (45.4%) 20 (18.5%) 108
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type or group of head teacher responding. This test initially determines if the null hypothesis
is to be accepted or rejected producing a Chi-square value which enables a probability score
(p) to be calculated. However, in this data rather than focusing on p values the emphasis was
on differences of ranking of items by head teachers and the related effect sizes that can be
calculated. In line with the arguments presented on the care required for quantizing and
qualitizing the use of p values would be misleading. Wasserstein and Lazar (2016) set out the
specific context, process and purpose of the p-value and argue that adherence to the
significance status it is commonly misused and misinterpreted in many instances. Difference

measurement is explained below.

(Mean — Mean0)
Standard Deviation0

= Standardised Distance (Difference)

The standardised distance average of the group, compared to the overall average under the
null hypothesis, determines the ‘difference’ between the ranking given by the head teacher
group and the ranking expected by the null hypothesis. Whether the test has two or more
groups, the null hypothesis mean is the overall mean (across the groups). If the mean of each
group is equal to that, the conclusion is that there is no difference between the groups.
However, where there is a difference (either greater +, or lesser -) and the effect size
calculation produces at least a medium effect then the relative difference between the two

groups is discussed and explored further.

Although an item may be deemed statistically significant and is different it does not provide a
measure of the level or impact of the difference that requires an effect size calculation. Using
the Chi-square value (¥?) it is possible to determine an effect size. SPSS does not do this
automatically, but it can be calculated manually. In this data eta squared (n2) is used as an

appropriate measure for effect size.

Eta squared measures the proportion of variance in a dependent variable in relation to
different groups defined by an independent variable. As such in this data it indicates the level
or amount of effect that the dependent variable exerts in relation to the different groups of

head teachers. The values for n2 effect sizes are as follows:

Small effect - >0.01 Medium effect - >0.06 Large effect - >0.14
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For comparison with Cohen’s effect sizes see Appendix D, (Lenhard and Lenhard, 2016). In
these calculations the effect size values indicate size of the difference between group means.
The means are based on a ranking score by a group of head teachers. The effect size
categories effectively indicate whether one group ranks an item relatively more or less
important than another group as follows: Effect sizes are relative descriptors given they are
calculated on ordinal ranking based on head teacher opinions. A small effect is a real effect
but may only be noticeable by careful study. Whereas a large effect is substantial enough or

consistent enough to be clearly obvious in the data and evidence (McLeod, 2019).

Given that each of the six questions has a series of Likert scale items as follows: Q11 (14); Q12
(6); Q13 (6); Q15 (5); Q16 (14) and Q17 (10), a total of 440 Kruskal-Wallis tests were processed
based on the eight head teacher groupings. Later a further 55 tests were processed for the
Province grouping. Of the 495 tests, all those identifying a small, medium or large effect size
are given in Appendix E. The format used for all tables in the main findings, reporting the
Kruskal-Wallis results, are presented in descending order of effect size. The head teacher
grouping, levels (the independent variable) are given alongside the dependent variable, survey
guestion item. Eta squared effect size are given for each calculation alongside the difference

measures.

4.6.3 Interview data analysis

Interview analysis concentrated on transcript content rather than a linguistic focus. The
detailed process of transcribing talk into narrative text enabled the research assistant,
translators and myself to familiarise ourselves with issues, develop understanding and begin to
recognise key themes (Goodson, 2013). As Riessman (2008) notes this familiarisation
stimulates an initial tentative thematic approach, examining the content of experiences and
events. Furthermore, it encourages a structural review of the narrative, taking into account
the background, context and chronology as well as the identification of themes. Once
recordings were in text form, repeated reading through the transcripts deepened

familiarisation with the data before a more systematic analysis was undertaken.

Interview transcripts were uploaded to NVivo to enable the preliminary process of content
analysis. Content analysis concerns itself with the meanings and significance of events,
experiences, ideas and aspirations being communicated (Newby, 2010). Qualitative content

analysis employs a set of procedures that can be applied to the head teacher narratives. In
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this instance a conventional coding approach was used to begin the process of extracting
meaning (Saldana, 2009). Coding is not without difficulties and frustrations and may lead to
fragmentation, over-simplification or over-complicating matters with too many codes (H.

Marshall, 2002).

Saldana (2009) describes the benefits and limitations of a wide repertoire of methods in two
stage analysis, first and second cycle methods. Initial data analysis, using first cycle methods is
simple, direct and seeks to identify themes and categories. Second cycle coding is more
challenging and relies on more analytical skills to identify categories, themes and conceptual
possibilities from the insights and details of the first cycle coding process. Effectively this is the
reorganising and reconfiguring of a large range of broad categories and themes into a smaller
and more focused number (Saldana, 2009). Too few coding methods may result in incomplete
analysis of data whilst too many methods results in confusion and potentially diverts the
analysis away from the intended research questions (Miles and Huberman, 1994). However,
coding methods are a pragmatic starting point for the analysis. Drawing upon Seidman’s and
Bevan'’s interpretive phenomenological frameworks enabled the analysis to be anchored
within the remit of the three research questions. The IPA framework highlighted how head
teachers construct their understanding and represent their leadership of social justice. The
analysis provided further categorisation of key themes allowing for the next stage of analysis,

interpretation of stories or narratives.

The ‘stories’ expressed in the interviews were analysed using narrative enquiry, the use of
which is well-documented in educational research (Dhunpath, 2000). Czarniawska (2004)
states that whilst everything can be considered as narrative, it is more usually the spoken word
or written text describing a key action or event or a sequence of linked events. Goodson’s
theory of narrativity was adapted to analyse the coded interview data (2013). His theoretical
framework has two dimensions. The first, narrative intensity, explores the extent to which a
narrative is description or elaboration. Description is factual, where stories are recounted but
not analysed or evaluated. Elaboration on the other hand, involves reflection, evaluation,
theorising about possibilities, considering why things are and what they might be. The second
dimension links closely to how the process of description or elaboration is realised leading to
‘courses for action’. This framework provides an assessment of the degree of learning
potential (description vs elaboration) and the degree of action potential (extent of the courses

for action) and is summarised in Figure 4.6.a.
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Low Courses of Action

Figure 4.6.a Theory of narrativity framework — adapted from Goodson’s (2013, p.68)
development of courses of action

The framework uses four broad sub-categories, or identity potential, within the two

dimensions.

. Scripted describers: narratives are simple, descriptive, tending to be passive and
recounting what is generally accepted. Narratives are usually restricted or focused on one

dominant identity.

. Armchair elaborators: narratives have the intensity of elaboration and evaluation but
there is little, if any, courses of action evident. The narrative is reflective but detached from

actual practice.
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. Multiple describers: narratives often result from multiple identities, personal and
professional in a range of roles. Narratives are still largely descriptive, lacking in reflection and

elaboration.

. Focused elaborators: high narrative intensity, evaluation and elaboration. Strategic,
innovative ideas break away from ‘scripted accepted’ norms leading to high courses of action

and practical solutions.

This framework evaluates heads’ narratives assessing the extent of their elaboration in terms
of their understanding and practice of social justice. It identifies their strategies for current

and future courses of action, leading to better social justice outcomes.

4.7 Research trustworthiness

The trustworthiness of research is an overarching concept that redefines the concepts of
validity and reliability (Lincoln and Guba, 1985). Ontologically, these terms are understood
differently when considering quantitative versus qualitative research. These different
perspectives may call into question validity and reliability, i.e., the quality of qualitative
research (Hammersley, 2007). Hantrais (2009) discusses three strategies that may be utilised
to enhance validity and reliability within mixed methods approaches as in this study. These are

triangulation, facilitation and complementarity.

The original concept of triangulation in research was to corroborate results from one method
with findings from another based on an understanding that objective measures are being used.
N. W. H. Blaikie (1991) argues that these traditional understandings of the meaning of
triangulation as an objective validation process are not appropriate or relevant to mixed
methods social science research. Blaikie is highly critical of the use of triangulation in social
science, however, he concedes that it may be reasonable to use multiple methods.
Hammersley (2008) discusses how concepts of triangulation at the theoretical, methodological
and respondent level, coupled with complementarity and facilitation establish trustworthiness
in the research. The focus group and survey both facilitated the design of interview. These
methods are an example of complementarity, an integrated approach to seek data collection

from different perspectives on social justice contexts in Nepal.
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Validity, within mixed methods research, stems from ensuring appropriate, thorough and
effective methods are employed. The focus group, survey and interview methods enrich and
broaden perspectives rather than attempting to claim that one data set can be used to
definitively corroborate other data (Blaikie, 1991). Furthermore, awareness of the limitations

of different methods is vital to avoid any inappropriate generalisations of data sets.

During data collection, and at the summary of final analysis following coding, ideally it should
be possible to amend and validate data and clarify items to ensure accuracy of interpretation.
This thoroughness of approach assures transparency because allowing scrutiny and
questioning promotes trustworthiness and confidence in the findings (Creswell, 2013). For
logistical reasons head teachers were unable to review their survey or interview responses.
However, to address this limitation, scrutiny was extended to the research coordinator,
research assistants and those involved in translation and transcription. By systematic cross-

checking validity of data is further supported.

4.8 Ethical considerations

4.8.1 Ethical review procedures

Research ethics should be embedded at every stage of the research process including an
awareness and sensitivity to the impact and outcomes of the research (Thomas, 2009). Ethical
research is much more than a set of practical considerations during data collection. It has to
be rooted in the research aims, the conduct of the researcher, respect for participants and
others involved in the study. It must take account of how the outcomes impact on participants
and others affected in the wider community. There should be appropriate sensitivity and

openness so that the research is seen as inclusive to those participants who wish to contribute.

Before proceeding with data collection an ethical review was completed and approved by the
University of Leeds Research Ethics Committee: reference AREA 13-024. Ethical review
guidance was derived primarily from the University of Leeds Research Ethics Policy (2018) and
British Educational Research Association, Ethical Guidelines for Educational Research (BERA,
2018). At the time of this research there were no overarching Nepalese guidelines on

conducting research nor any recommendations for undertaking educational research with
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schools or educational staff. | discussed the Leeds and BERA guidelines with the Nepali

coordinator and assistants. Further details are covered in subsequent sections.

4.8.2 Ethical issues in the research

There are significant, inter-related ethical considerations that impact upon this research and
my own position. As a British researcher coming into a Nepalese context there may be
unspoken hierarchical assumptions or expectations (Busher, 2006)For example, | may be
perceived as the ‘knower’, or that | am coming to tell them how to do things ‘right’. Since
social justice is a complex and culturally-bound concept it was vital that participants in the
study were able to put forward and share their own definitions and understanding of this
concept. One of the purposes of the focus group discussions was to explicitly promote Nepali
school leader views rather than introduce or compare them with my own position. The focus
group outcomes, rather than my views, were used to shape the survey and interview data
collection that followed. Similarly, whilst my personal value position must be open and

transparent it should not influence the survey participants or interviewees.

| consulted the research coordinator in Nepal at all stages of the planning and collection of
data to check the strategy, processes and plans for the research were culturally sensitive to the
participants and the wider community. | made it clear that focus group contributors were to
be approached carefully to ensure participation was by invitation without pressure due to any
form of relationship or obligation to the research coordinator. The same applied to the
coordinator’s contacts used to establish the focus groups. Each participant received written
explanations in Nepali and English relating to confidentiality, anonymity, the nature of
informed consent and the right of participants to withdraw at any time was reiterated.

(Appendix B).

The relationships between myself, the research coordinator and assistants and the participants
required exploration to ensure a common understanding of the ethical implications. All
research activity must protect and support those directly involved in the research, i.e.,
participants, researchers and other assistants. It must evaluate and minimise any negative
impact on other stakeholders, e.g., students, other educational professionals, policy makers
and the wider community. ldentifying third parties is avoided. It was important to ensure that
specific diversity issues of gender, language and ethnic groupings of the participants were

considered appropriately, and that participation of individual head teachers was open to all
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sectors reflecting the diversity of the population. The close working relationship between
myself, research coordinator and assistant in Nepal enabled ‘situated judgements’ (BERA,
2018, p.2) to be made, appropriate to different cultural contexts during the data collection. An
emphasis on respect and regard for local customs and protocol at all times so that the research

is well-received and culturally sensitive is essential.

A range of ethical issues can be created by translation. Whose interpretations are really being
promoted, the speaker, translator or the researcher’s? How is the meaning affected by choice

of either Nepalese or English language?

Apart from personal and institutional protection of identities there are wider implications and
ramifications for participants in countries with different types of control and social and
political conventions. It was essential that individuals in the focus groups acknowledged the
shared responsibility of confidentiality and that anonymity of respondents in the questionnaire
and in-depth interviews was met without compromise. This was a particularly important
consideration so participants could safely express views that may be critical or supportive of
their colleagues, government or institutional authorities. Care had to be taken to ensure there
was no detriment to individuals’ future careers. There are implications for managing the focus
group discussion and reporting survey and interview data in this thesis and in any future

publications.

Encrypting laptops and online questionnaire items and normal principles of data protection
and storage applied. All data in written form was filed and stored in locked cabinets. Written
and electronically stored items will be destroyed after three years following publication. This

allows for further analysis of data to support future publications.

4.8.3 Ethical issues post-research

British Educational Research Association guidelines (BERA, 2018) refer to the responsibility of
researchers to make their findings available in clear and accessible formats to research
participants, the professional community and wider public where appropriate. A summary
report of this thesis will be presented in Nepal after publication. Head teacher participants
from all stages of data collection and other school leaders will be invited to a workshop to
discuss data findings, analysis and implications of the research. A translation of the summary

report and information on published articles arising from the research will be made available
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to participants. Thus, the transformative potential of the research for head teachers and

Nepal’s educational provision may be realised.

4.9 Summary

This chapter has presented a coherent research design and methodology using three linked,
sequential methods, appropriate for the research aims. It justified the use of a pragmatic and
transformative approach as a suitable theoretical framework for this mixed methods study.
The vital roles of research-coordinator, research assistants and translators are explained, and
implications explored. An emphasis on sensitivity, need for flexibility and fair treatment of all
individuals recognising cultural challenges and different perspectives is central to the
researcher and participant interaction. The ramifications of accessing and recruiting
participants in an international context and more crucially the rationale for selection of head
teacher samples at each stage are set out. The importance and dominance of qualitative data
supplemented by quantitative data from survey responses are emphasised. The use of
narratives and the interpretive phenomenological approach for the interviews, coupled with
broader quantitative data trends and patterns, derived from qualitative survey responses
enables an overall thematic analysis to be presented. Trustworthiness of the qualitative and
guantitative data is discussed exploring how limitations are mitigated and possibilities
enhanced. Finally, through careful consideration of ethical guidelines the dilemmas,
unintended consequences and direct and indirect consequences of the research are
appreciated. Ultimately, minimising detrimental effects and maximising beneficial outcomes is

paramount in this study and indeed, in any research.
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Chapter 5 Research Findings (1) Head teachers’ Values and Formative

Experiences of Social Justice Understanding

5.1 Introduction

In this and the following chapter, data findings and initial analysis of the research are
presented through five overarching thematic sections. This chapter presents two key themes

addressing research question one.

What are the key influences and experiences that shape Nepali school leaders’

understanding and attitudes of social justice leadership?

First, an assessment of the espoused values of Nepali school leaders is given. This theme

explores what leaders express as their social justice values and identifies common features as
well as differences drawing on data from focus groups, survey responses and narratives. The
second theme concentrates on how these values have been formed. Chapter 6 then analyses

data with an emphasis on social justice leadership practice.

Section 5.2 explains how quantitative and qualitative data from the focus groups, survey and
interviews are organised in the two Findings Chapters. Data from the three sources are
integrated where appropriate to provide supporting evidence in the exploration of the five key
themes. Within these overarching themes other sub-themes are identified from the analysis
and interpretation of head teachers’ responses where their attributes indicate differences.
The section also explains additional data analysis reviewing Nepal’s recent provincial
reorganisation. Following presentation of the themes in Sections 5.3 and 5.4 the chapter

concludes with a summary of key findings.
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5.2 Thematic data presentation

5.2.1 Focus group, survey and interview data organisation

In each thematic section qualitative data findings from focus groups, survey and interviews are
integrated to achieve a breadth and depth of understanding. Focus group data provides initial
insights and perspectives. Survey data raises awareness of social justice leadership issues in
several ways. Both quantitative and qualitative aspects of the survey provide insights to wider
contexts both at the school and regional levels but most importantly linked to head teacher
groupings. In so doing, the survey data helps to identify other focal points for future research
that extend geographically beyond the boundaries of the narratives provided through the
interviews. Individual interview narratives provide more reflective opportunities for Nepali

heads to voice their views in depth using examples and illustrations of key issues.

Quantitative data used to supplement the qualitative data is presented using two table
formats. In the first format, simple descriptive frequencies summarise % responses by head
teachers for the four rating scales for each survey question. These provide an overview of the
relative level of importance and significance that head teachers attach to the social justice
items under evaluation. In the second format, Kruskal-Wallis statistical test calculations are
provided. These present differences of ratings and responses identified by head teacher
groupings concentrating on those items with medium and large effect sizes. Groups include
gender, caste, experience, school type and geographical locations. Items are listed in
descending order of effect size with difference values for each head teacher group. As
discussed in the methodology chapter, the quantitative data used here arises from the
quantitizing of qualitative data. In other words a numerical analysis of ordinal data is
undertaken to rationalise the categorisation of head teacher responses. The frequency
distributions and the focus on effect sizes facilitate an overview of the collective responses of

the head teacher sample and provide insights into differences between groups of heads.

Qualitative data from open questions in the survey, focus groups and interviews are integrated
to offer further insights into important themes and emerging key trends. The qualitative data
provides examples and illustrations to illuminate and explain phenomena; it raises questions
and promotes discussion on trends, patterns, similarities and differences identified in the

guantitative data. This enables further exploration of Nepali head teachers’ understanding,
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priorities and actions for social justice. Twelve of the sixteen interviewees were selected for
presentation of data in the main thematic sections. The twelve selected were based on the

breadth and depth of answers provided and to avoid duplication of similar responses.
5.2.2 Applying the data for the new provincial structure.

As indicated earlier the empirical data collection took place before the recent introduction of
seven new provinces across Nepal. However, since this is an important and relevant change it
was decided to include some further analysis to address this key development. Geographical
locations of head teachers given for the survey were mapped to the provinces. Extra Kruskal-
Wallis tests were performed to assess how head teachers ranked social justice issues, based on
the seven provinces, currently identified by numbers 1-7. Additional tables have been
included to the data findings for those results again indicating medium or large effect sizes
where head teacher responses are different across province locations. These tables are

presented in the same format as previous ones in each thematic section.

5.3 Head teachers’ social justice values
5.3.1 What head teachers regard as important for social justice

Understanding what headteachers regarded as important social justice issues was first
explored through Focus groups. This was designed to reveal their conceptualisation of social
justice, their own working definition within their context. Heads were asked to consider the
guestion:

What is your understanding of social justice in relation to your personal context and
your professional context as an educational leader?

Fourteen items were identified by the head teachers. These are listed in alphabetical order
below.

Attendance of Boys; Attendance of Girls; Caste System; Child Friendly School; Child
Poverty; Child Labour; Ethnicity; Fairness for All; Gender Differences; Language;

Parental Support; School Fees/Payments; Religion; Special Educational Needs (SEN).
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Rather than articulating a precise definition, groups described social justice as a series of
discrete entities but recognised interconnections. Most items were student-centred issues
focusing on the needs of the individual or groups of learners. However, some items e.g., caste
system, ethnicity, language and religion, were used to describe wider societal and cultural
factors that impact upon students, staff and head teachers in their leadership of schools.
Other items highlighted local community matters, e.g. parental support, child poverty and
child labour. Two of the items, Child Friendly School and Fairness for All, represented
established government policy. Head teachers commented that these two policies
acknowledge an accepted philosophical approach to education by the profession. Indeed, all
head teachers stated these two approaches (or policies) encapsulated social justice in Nepali
education whereas the other twelve items provided specific examples of key areas. The
fourteen social justice items identified by the groups formed a key question in the survey for
the more diverse range of head teachers to consider. This data on the relative importance of

the social justice values is summarised in the next section.

5.3.2 Relative importance of social justice issues

Head teachers provided their evaluation of the relative importance of the fourteen social
justice issues using a Likert scale for survey Question 11. Table 5.3.a summarises the
distribution of responses in descending order of importance, using the category “Very

Important”.

Four items are rated “Very Important” by 75% or more of the respondents notably the
government policies Child Friendly School and Fairness for All, followed by Parental Support
and Girls’ Attendance. The top seven items have very high levels of agreement across the four
ratings categories: all in excess of 90% for “Very Important” and “Important” and the
indications for “Less Important” and “Not Important” are very low. However, there is greater
variance for the seven items at the bottom of the table with indications spread across the four
ratings. Ethnicity and Religion score significantly lower than other items. These ratings
provide insights into the espoused values and priorities across the wider head teacher sample

and were helpful prompts for the interviews later.
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Table 5.3.a Survey Question 11 - % Distribution of answers - Head teachers identifying the
relative importance of social justice issues in Nepal education (108 respondents).

Item Very Important Less Not
Important Important Important

Child Friendly School 88.0 12.0 0 0
Fairness for All 88.0 10.2 0.9 0.9
Parental Support 79.6 17.6 2.8 0
Attendance Girls 75.9 22.2 1.9 0
Child Poverty 63.0 27.8 4.6 4.6
Attendance Boys 62.0 35.2 2.8 0
Special Educational Needs 50.9 42.6 4.6 1.9
Language 48.2 29.6 18.5 3.7
Child Labour 47.2 28.7 139 10.2
Gender Differences 40.7 34.3 13.0 12.0
School Fees/Payments 25.9 39.8 23.2 11.1
Caste 23.2 333 22.2 213
Ethnicity 14.8 42.6 28.7 13.9
Religion 11.1 26.9 36.1 25.9

During the earlier focus group discussions, head teachers spoke of the wide-ranging aspects of
diversity and inclusion using the fourteen terms expressed as their key social justice items.
Different perspectives on the caste system were expressed. Some believed the caste system
was now of less significance. Others were vehement in claiming caste hierarchies still
pervaded all aspects of society and educational provision. Female head teachers spoke of
frustration at the magnitude of problems facing women and girls. Even senior female heads
were subject to much discrimination. They claimed that male head teachers were either
oblivious or simply underestimated gender problems. Child poverty and child labour were
perceived as particularly challenging issues. The role and support of parents were repeatedly
raised and questioned, especially in rural situations where large numbers of children miss
school as they work at home and in the fields. Concerns were expressed about corporal

punishment in schools being counter to the spirit of the Child Friendly School.

Following on from these focus group discussions, Table 5.3.b presents the Kruskal-Wallis
analysis for question 11 items. This provides information on how the different sub-groups of

heads rate the social justice issues. Of the 112 tests, nine produced results with medium or
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Table 5.3.b Survey Q11: Kruskal-Wallis analysis of variance and effect size: Head teacher

opinions of relative importance of social justice issues.
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large effect size differences. The most notable difference is private school head teachers’

rating of the importance of School fees and payments, with a large effect size 0.2. Head

Table 5.3.c Survey Q11: Kruskal-Wallis analysis of variance and effect size: Head teacher
opinions of relative importance of social justice issues by Province.
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teachers with 20 or more years’ experience in education rate three social justice issues as
relatively more important than those with fewer years of experience; Child labour, Child

poverty, and Fairness for All (all medium effect size).

The geographical location of head teachers appears to impact on relative importance ratings in
five cases, all with medium effect sizes. Parental support and Gender differences were rated as
relatively less important by Western school leaders than their Eastern and Central colleagues.
Head teachers in the Terai rate SEN as more important than those in Hills and Mountain
regions. Heads in the mountain region placed relatively less emphasis on School fees than
their colleagues in the Hills or Terai. Heads in the Hills placed relatively less emphasis on Boys’
attendance than heads in the Mountains or Terai. The survey reveals heads years of
experience and more significantly their geographical location, influences the relative

importance placed on social justice items.

Analysis of head teacher responses by Province (Table 5.3.c) reveals three large effect sizes,
Child Labour, Ethnicity and Language and two with medium effect size, Special Educational
Needs and Parental Support. Understanding the geographical, demographic and other local or

regional reasons for these differences in ratings requires further research.

5.3.3 Head teacher narratives on social justice issues

The importance of each of the fourteen social justice issues and their inter-connectedness
became more apparent in the interviews. The narratives reveal the complexity and interaction
of one or more of the social justice items and the value placed on these by the school leader.

The following section highlights some of these items using selected examples from interviews.

Attendance, parental support, poverty and gender

Kedar spoke about his understanding of the attendance problem working in remote parts of
Chitwan with the marginalised Chepang community. Their experience of poverty impacted on

access to food and the parents’ ability to support and send their children to school.

“They could afford to eat grains for only six months a year, they had to resort to eating
vegetation from the jungle for the rest of the remaining six months. The parents did

III

not feel like education was important, so the children did not come to schoo
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Another example was given by Anu describing one unfortunate 6-year-old whose father had
died and whose mother was effectively destitute. “The boy is now a ‘street kid’ sniffing glue
and he has stopped attending school.” These examples highlight each head teacher’s values

being a response to challenging and negative contexts, rather than starting from an ideal.

Sunil spoke passionately about working with parents to tackle the attendance problems at his
school, especially for girls. These examples reveal societal and family challenges and their

impact on attendance.

“I told my teachers to inform me if any student does not come to school for two days...
I'll dial them (parents) or, go to their home myself. This way if we do direct encounters
with students and teachers then it automatically enhances our mutual relationship...”

He gave an example of where a girl had been withdrawn from school because she had failed

Grade 8.

“Her parents came to me and | told them that it’s all your fault. Because you were
biased. You ordered your daughter to do all the household work. She didn’t have
enough time to study.”

Attendance, Ethnicity, Gender and Child Labour

A significant attendance problem affected children in Usha’s school, who were disadvantaged
by poverty, their ethnicity and the insecurity of their mothers, many being single unemployed
parents. Some of Usha’s parents are migrants from India, others are street vendors from the
Tamang and Lama communities. Most migrant children have no certification and so they
cannot be enrolled in school. Usha told the authority she would get the birth certificates later.

She found domestic work for the childrens’ mothers in the locality of the school.

“The children would not even have shoes to wear, no bags, some don’t even have
underwear. Now those children have passed class 5.... wear shoes, they have books...if
they cannot afford books we help them. Now there is opportunity for them to learn
which they don’t have in their home.”

Rashmi spoke of her dilemma with privileged parents supporting their own child’s education
while maintaining injustice by employing children under 14 years of age who do not attend

school.
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“We surveyed grade one and grade two children they came up with the ideas that they
have children working in their home... | asked one child, ‘do you make your bed once

rn

you get up?’ And he said, ‘No | don’t because | have a small sister working for me’.

Parental support as a key issue

Anu described her efforts to tackle social injustice where there is a lack of parental support.

“This area is a slum where people from all over the country live. People are
uneducated and marginalised here and there are many social injustices. There are
often cases of child sexual abuse, domestic violence and polygamy. Once or twice a
month we call the parents to talk about these issues.”

Kedar argued that getting parental support is the most important social justice issue.

“The biggest problem in government schools is to gather the parents. Parents think
that they’ve sent their children to school and their job is done. They never visit the
school to learn about their children. We invite them repeatedly, but they don’t come,
always making some excuses. It’s very difficult to receive any help from the parents.
I’'ve made a rule to provide the exam results to the students only if their parents come
for it but many of them just don’t come.”

Ajay spoke about his challenge and frustration trying to work with parents and the local

community,

“... my school children are 95% Tamang [ethnicity]. Only a few students do good in
their studies from that community. How can we motivate such parents for their
children’s studies? They do not even care if the child comes to school. We have to
make the parents aware, tell them about the importance of education. There isn’t
much that the school can do. Because they show up inebriated even when they are
invited for some function at school. | don’t have much idea what to do about this.”

Child Friendly School, Government Support and School Fees

Although the Child Friendly School policy was given the highest relative importance by all head
teachers only a few commented on it explicitly. Ajay summed up his own vision and context

for his school,

“...we try not to discriminate on gender or caste. We’ve been focusing on child
friendly environment ... But there has been complaints that some teachers
discriminate, they beat the girls but not the boys. As this is a government school we
do not charge fees. What we see in the same locality is that the ones who have money
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go to private schools and the ones who don’t come to us. So the environment outside
the school is discriminatory.”

Dinesh explained he would like government support for scholarships for more disadvantaged
children to attend his private school. Scholarships are awarded based on an entrance exam to

determine ability.

“If there could be... government support for the poor family, give the money to the
parent ...if they cannot do it that way, then they can give some grant to us. We can use
that money to provide exclusively for those students. We are at this time giving 10%
through the scholarship. If we get the support that way we can extend it up to 20, 30
maybe or 40%.”

Ajay does not and will not charge fees, but he recognised the impact on his enrolment. Other
government heads admitted they were charging small amounts specially to provide English
medium teaching. Bharat agreed and explained that many government schools now have fee

structures for students.

These examples illustrate a range of common social justice values held by head teachers that
align with the focus group and survey data at one level. However, they demonstrate how the
values are shaped by the wider social context and the complex inter-relationship of different
factors. The next section explores some of the unspoken values, items not acknowledged in

the focus group discussions.

5.3.4 Other social justice values

Three important features emerged from analysis of responses from the focus group
discussions. First, the level of agreement across the four groups was very high. This agreed
with findings from the survey. Next, head teachers’ focus, and perspectives were centred on
the present rather than reflecting on the past. Values that described current practice in their
schools and local communities were important rather than looking back to conditions that may
have created social injustice and associated problems. There was no sense of a blame culture;
no identifying someone else or something in society for creating social injustice. Finally, there
were no references to lack of educational resources or finance, no mention of past conflicts,
insurgency, and instability despite this being raised by myself. The absence of any

acknowledgement of staffing, leadership, or organisational deficiencies in the management of
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schools and how these may impact on social justice was also noted. Similarly, there were no

references to local political or community contexts.

These observations prompted me to invite further comments and discussion in the focus
groups about political engagement and leadership focusing on the practice of head teachers,
their staff, and the role of the community and government. | enquired about nepotism;
corruption; civil war and community unrest as well as political benefits and challenges linked
to School Management Committees. Whilst participants were willing to acknowledge the
importance of these, there was still some hesitation or reluctance to engage in an extended
exploration of these challenging areas. These considerations were perceived as important and
central to current educational provision for social justice. However, head teachers stated they
needed to work within their immediate context and the limits of their own influence. This may
be a pragmatic decision but needed further exploration in the survey and interviews to allow
heads to consider these matters individually rather than openly in front of colleagues in the
focus group. To explore this further survey question 11a prompted respondents more directly
to consider the wider range of historical, professional and resource-oriented considerations

that may impact on how they conceptualised their social justice values.

Table 5.3.d. summarises survey respondents’ additional factors to the original fourteen social
justice items. Forty-three survey respondents from the 108 sample offered seventy-seven
suggestions. Some answers duplicated existing items noted by the focus groups. For instance,
‘family harmony’ or ‘parents must value and find worth in the teachers’ relate to parental
support. However, new issues emerged, based on fifty-seven comments, categorised into

three main themes.

Table 5.3.d Survey Q11a: Other Important social justice issues and values.

Theme Main issues (number of respondent comments in each issue)

1 - Political & Historical Political (16) Impact of historical armed conflict (5)

2 - Economic & Social Economics, poverty & societal (13) Health and nutrition (6)

3 - School Teachers, teaching and training (12) Curriculum matters (5)
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In the first theme, there was an emphasis on the negative impact of political interference and
corruption creating social injustice. Positive comments on government actions and policies to
promote justice and fairness were less evident. Several respondents described political
interference and nepotism linked to teacher and leadership appointments as a serious source
of injustice. One noted that education was disrupted by political instability and teacher strikes.
The political implications of the insurgency and after-effects of the civil war were cited by five
respondents. One head said the ten-year armed conflict followed by a ten-year transitional

period after the settlement had been destructive, spoiling good education in Nepal.

A wide range of economic social justice issues were raised. The rich and poor divide in society,
uneven allocation of resources owing to political corruption, low employment, lack of skills
training and migrant labour were listed. Heads cited the deficient infrastructure, access to
transport and other services creating societal injustice. Health problems and inadequate
nutrition were highlighted which particularly affect the poorer and marginalised students. A

lack of adequate hygienic facilities for menstruating females affects their attendance at school.

Head teachers added a range of concerns directly related to educational provision and social
justice mentioned by focus groups. For example, lack of recruitment of qualified and effective
staff and inappropriate selection of teachers through political corruption. Inadequate and
unfocused training of teachers in pedagogy and poor support for minority languages were
detrimental to creating a just educational system. One person indicated there needed to be
better provision for women in education. Another suggested that teachers needed better
support and improved salaries to raise the quality of provision. Several respondents indicated

the curriculum was not inclusive.

Interviewee narratives revealed how items within these three themes overlapped and
interacted. These provided examples and illustrations to emphasise the key areas. Dinesh was
critical and disappointed with government policy. He believed that whilst the government
supports a policy of Education for All, it lacks sufficient quality to be of value to learners. He
claimed teachers were inadequately trained and not monitored highlighting the importance of

training for professional staff,

“It’s failing poorly. They have made teachers permanent, given salary to teachers who
are trained but it did not work. There was no education minister asking why it did not
work...why teachers are not teaching in an appropriate way...So | see a lack of honesty
in government policy.”
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Sita argued a lack of opportunity is a social injustice. She believes that students will thrive only
if they have extra-curricular activities beyond their studies to get the broadest education
possible and to remain engaged. Sunil explained how a poor curriculum and lack of extra-
curricular activities is a social justice issue for everyone in school. He associated this with poor
school management and linked this to local political influences. He said expectations for

schools to teach in English were unrealistic and often led to poor staff appointments.

“And there are teachers who can’t even speak a single English sentence. So how were
they appointed? They were appointed because of management committee
chairperson.”

Usha described how health problems hindered student learning in her school. Most students
were under-nourished with other serious health problems. Family poverty led to an unhealthy
diet and prevented access to medical treatment. Naresh drew attention to the serious health
problem of HIV. He described how three students, infected by their parents, were ostracised
and discriminated against. The school community and individuals concerned were placed in an
impossible situation. Parents and other students ignorant of HIV expected exclusions. Others,

including NGOs and government officials, were pressurising the head to support the students.

Some heads commented on other societal inconsistencies and double standards. Bharat
described his feelings on the injustices of poverty and child labour, lamenting how society can

‘turn a blind eye’ to these challenges.

“... this is another bigger issue, child labour... It shocks me as | told you before...
poverty...Sometimes | get so sad on this point. Suppose a guy goes to give this speech,
anti- child labour and then he goes to the restaurant... If we go from here to ten
different restaurants, we will find more than eight restaurants with a child [labourer].”

Head teachers articulating further instances of social justice, described how their leadership
practice was challenged, modified and developed in the light of their values and beliefs. These

aspects are considered in more detail in the following section.

5.3.5 Implementing social justice based on values and beliefs

In this section head teachers assess their level of agreement with a series of statements that

described how their values and core beliefs impacted on their social justice approaches,
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responses summarised in Table 5.3.e. This provided respondents with opportunities for self-

reflection, linking their personal values and beliefs to social justice leadership.

Table 5.3.e Survey Q17: % Distribution of answers — Head teacher opinions on core values and
beliefs (108 respondents).

Strongly . Strongly
Item Agree Disagree .
Agree Disagree

17.1 | actively promote social justice in my 85.2 14.8 0.0 0.0
school
17.8 It is crucial to treat all members of the 84.3 15.7 0.0 0.0
school community with respect
17.9 As a school leader, | believe | can make a 82.4 15.8 0.9 0.9
difference
17.2 Every student should be able to succeed 75.0 22.2 2.8 0.0
regardless of background and circumstances
17.4 There should be high expectations for all 74.1 21.3 3.7 0.9
students
17. 7 | expect staff to think about what they are  73.2 25.9 0.9 0.0
doing for the students
17.5 There should be high expectations for all 66.7 30.5 2.8 0.0
staff
17.3 Parents should have the right to choosea  66.7 26.8 5.6 0.9
school for their children
17.6 Parents and students should be involved 55.6 42.6 0.0 1.8
in school decision-making
17.10 My head teacher decision-making is 34.3 41.7 19.4 4.6

guided by moral and/or religious values

Nine out of the ten items have very high percentages of agreement across the whole sample.
The exception is statement 17.10, My head teacher decision-making is guided by moral and/or
religious values with only 34.3% of respondents strongly agreeing. These comments were
explained through the survey open answers and resonated with interviewees who made it
clear that the moral and religious values of a person should be kept separately from their

professional role as school leaders and teachers.
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Table 5.3.f Survey Q17: Kruskal-Wallis analysis of variance and effect size - Head teacher

opinions on core values and beliefs.

f:tl>: ) 0 (w) i i
28s 3 c ff¢ 3 § §4 & &
558 3 e 422 g £ 88 & 8
D S o -+ = 0 < > ) G =
» G E— o 35 - 3 3 o Z ﬁ.

Development  East 20 17.3 Parents  2.27 10.95 2 0.0042 0.102
Region Central 49 Choose 1.17
West 39 School -3.05
Development  East 20 17.4 High 2.36 9.48 2 0.0088 0.089
Region Central 49 Expectations 0.74
West 39 Students -2.68
Development  East 20 17.5 High 2.96 9.12 2 0.0104 0.085
Region Central 49 Expectations -0.74
West 39 Staff -1.62
Years Total 20 or more 67 17.4 High 2.96 8.86 2 0.0119 0.083
Experience 10 to19 26 Expectations -2.30
0to9 15 Students -1.30
Caste Other/ 7 17.10 Moral ~ 2.21 7.96 2 0.0187 0.074
Bahun/Chhetri 73 Religious -2.46
Janajati/Madhesi 28 Values 1.38
Main Mountain 9 17.6 Parents -2.66 7.59 2 0.0225 0.071
Region Hill 61 Students 0.27
Terai 38 Decision 1.26
Years Total 20 or more 67 17.10 Moral ~ 2.53 7.34 2 0.0255 0.069
Experience 10to19 26 Religious -2.49
0to9 15 Values -0.47
Caste Other 7 17.2 Every 1.56 7.28 2 0.0262 0.068
Bahun/Chhetri 73 Student -2.62
Janajati/Madhesi 28 Succeed 1.92
Years Total 20 or more 67 17.6 Parents  2.66 7.11 2 0.0285 0.066
Experience 10 to19 26 Students -1.85
Oto9 15 Decision -1.44
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There was significant agreement across the head teacher sample for items 17.1 -/ actively
promote social justice in my school, 17.7 — | expect staff to think about what they are doing for
the students, 17.8 — It is crucial to treat all members of the school community with respect, and
17.9 — As a school leader, | believe | can make a difference. However, Table 5.3.f lists nine
occasions, out of a total of 80 possible results where specific groups of heads expressed

differences in approach to the core beliefs and values. These were all at a medium effect size.

Table 5.3.g Survey Q17: Kruskal-Wallis analysis of variance and effect size - Head teacher
opinions on core values and beliefs based on the Provinces.
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Province 1 12 Parents 1.95 21.49 6 0.002 0.201
2 8 have the 1.02
3 49 to choose a 1.17
4 19 school for -1.93
5 7 children 0.37
6 6 -3.72
7 7 0.11
Province 1 12 There 1.94 14.56 6 0.024 0.136
2 8 be high 2.05
3 49 expectations -0.74
4 19 all staff -2.48
5 7 1.11
6 6 -0.80
7 7 0.31
Province 1 12 There 2.14 14.24 6 0.027 0.133
2 8 be high 0.92
3 49 expectations 0.74
4 19 all students -2.77
5 7 0.75
6 6 -1.47
7 7 -0.34

Again, the head teachers’ years of experience is a key factor. Heads with 20+ years’
experience were more likely to promote high expectations for their students, encourage
parental involvement and student decision-making. And promote moral and religious values.
The location of head teachers had an impact on four of the items listed. Western head
teachers were less likely to agree on the importance of the parents’ right to choose a school,
having high expectations for all students and high expectations of all staff, than their Central
and Eastern colleagues. Heads in the mountain region were also less likely to agree that

parents and students should be involved in decision making.
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Head teachers who categorised themselves as Bahun/Chhetri were relatively less likely to
agree that every student should be able to succeed and thattheir decision-making was guided

by moral and /or religious values than others.

Heads from Provinces 4 & 6 gave less importance to three items compared to heads in other
provinces: parents having the right to choose a school (large effect size), high staff
expectations and high student expectations (both medium effect sizes). These differences of

attitude need to be explored further and may have implications for training and development.

5.3.6 Head teacher narratives on social justice values and beliefs

Head teachers’ expression of their social justice values and beliefs included examples from
practical day-to-day leadership through to more strategic vision for education. Ajay explained

his struggle to create a vision for his school based on respect.

“It is important to treat everybody with respect. | still haven’t been able to fully
implement it. If we address the children with respect, they will address us with
respect. Environment of the school becomes better if everyone is shown respect.”

Ajay described his expectations of teachers, staff and his students’ needs.

“The children want that... the teacher should come to class and teach. | don’t want
them to dread the feeling of being taught by a certain teacher. The classes should be
cleaned by the cleaning staff ...children expect those things.... they would expect the
toilets to be clean.”

Several head teachers expressed confusion about decision-making being guided by moral
and/or religious values. They wanted clarification of the terms moral and religious. Kedar

voiced the views of many head teachers, reflecting the survey response for this statement.

“The country is secular now so there is no need to talk about it [religion]. As a public
teacher | shouldn’t talk about religion anyway.”

Other heads indicated a very clear divide between religious faith and rational secular

educational organisation and felt the two should not be mixed. Ajay said,

“..Idon’t need to be guided by any religion. | can take these decisions on my own....as
a teacher we automatically have morality in us.”
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Usha spoke about her belief that a practical approach addresses poverty and the value of

harnessing assistance from others in her community,

“The parents of these children don’t even care about them, they just give birth to
them. We have to look after them, feed them, we have brought clothes, combs, oils,
we bathe them, brush their teeth, we have created an environment for them to come
to school. We should look after their health. There’s a medical college nearby where
they need to practice, we take children there and get their teeth, eyes checked up.”

Engaging support of parents and enabling them to understand their key role in their child’s
education was a very strong feature arising from the interviewees. It resonated with the
survey data analysis and comments from the focus groups. Heads spoke about their strong
belief that reaching out to parents was vital for social justice. Understanding the impact and
influence of these values and beliefs and their influence on social justice understanding is

addressed as part of the next section.

5.4 Data Theme: Formative influences and experiences shaping social

justice understanding and values
5.4.1 Focus group findings

The second area of discussion for head teachers in the four focus groups was based around

this question:

Can you identify and describe the key experiences and influences that have shaped your
understanding and practice of social justice?

The first group in Kathmandu identified six different life phases (Figure 4.5.b), where critical
incidents and experiences had been significant. The timeline of these six phases was used as a
prompt in the three subsequent focus groups discussion prompting several interesting
patterns to emerge. First, the variety and emphasis of negative comments and feelings about
perceived social injustices were more numerous and more strongly articulated than positive
feelings about ‘good’ social justice experience. Whereas aspects of society were recognised as
unfair, creating social injustice, individual agents, such as parents, other family members,

teachers or school leaders were identified as playing significant roles to promote social justice.
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Those head teachers identifying themselves as coming from deprived circumstances described
very early childhood instances that impassioned their need to become socially just in their
work. Others who felt they had experienced economic advantage and other privileges in their
early lives, claimed their understanding of the issues associated with social injustice emerged
later as adults. Often this was through the intervention of a mentor, teacher at university or
experiences in their early careers. Some explained their understanding only really developed

when directly faced with injustice in their role as school leaders.

The social justice insights and reflections given by head teachers indicate the complex interplay
and different challenges for each leader at the personal, social, organisational and professional
level. They raise interesting questions about the conscious and subconscious nature of
influences and experiences. The timeline was incorporated into question 12 of the survey and
was used as a key question and prompt in the interviews. In addition, the focus group
discussion raised the notion of different types of influences from personal to professional or
from informal to formal. These ideas were incorporated into question 15 of the survey and
again formed a key question in the interviews. Using the questions prompted by the focus
group had two benefits. First it extended the same consultation to a wider range of Nepali
heads. Secondly it was important to maintain a Nepalese insider, or emic perspective, rather

than introduce an outsider or etic perspective with alternative ideas.

5.4.2 Importance of key experiences and influences shaping social justice

over time

Data presented in the following sections are survey and interview findings based on an
exploration of school leaders’ conceptions of key influences and experiences that shape their
awareness, understanding and attitudes towards social justice in educational leadership. Two
related areas are explored. First, the stages and nature of formative influences that have been
important in the lives of head teachers across their personal timeline are identified. Later, in
section 5.4.3, the types of influence and experiences in head teachers’ personal and

professional lives are evaluated to see how they contribute to understanding of social justice.

5.4.2.1 Survey data

Head teachers were asked to rate the importance of six items over time. Table 5.4.a provides

the descriptive statistics for their distributions. Items in the table are ranked by the share of
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“Very Important” category. In fact, the cumulative share of “Very Important” and “Important”
ranges between 88%-94% indicating that all items are highly important across the sample.
Furthermore, the share of heads who indicated “Less Important” is very low across all items
(3.7%- 9.3%) and for “Not Important” even lower (0%-4%). Early childhood and school
experiences are as important in shaping social justice understanding as college and university

experience and the impact of school leadership itself.

This data is in line with the focus group findings. It indicates how early personal experiences
are powerful and enduring. It suggests that more recent influences and experiences based on
teaching and leadership are not necessarily as dominant as expected for these school leaders.
Further analysis of the responses by sub-groups of heads finds that three out of forty-eight
Kruskal-Wallis tests, produce medium effect sizes, see Table 5.4.b. First School experience is
rated relatively more importantly by East-based head teachers (medium effect size, 0.1). Head

teachers from the Terai rate their College/University experience as more important than

Table 5.4.a Survey Q12: % Distribution of answers — Head teacher opinions on the relative
importance of key experiences and influences shaping awareness and understanding of social
justice issues at different times (108 respondents).

Item Very Important Less Not Important
Important Important
Educational Leadership 69.4 24.1 5.6 0.9
Early Career 57.4 35.2 6.5 0.9
Early Childhood 57.4 30.6 8.3 3.7
First School 53.7 37.0 9.3 0.0
College / University 45.4 49.1 3.7 1.8
Secondary School 45.4 46.3 8.3 0.0

those from the Hills and even more so than those from the Mountain region. Head teachers
who do not adopt a Nepali caste category rate their experiences of College and University as
more important than those who adopt a caste category (medium effect size, 0.079). However,
caution must be exercised in this comparison. Those head teachers who do not adopt a Nepali
caste, i.e. the other category, include Muslim, Christian and Tibetan heads who on this

measure rate their higher education experience very positively.
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Table 5.4.b Survey Q12: Kruskal- Wallis analysis of variance and effect size - Relative
importance of key experiences and influences shaping awareness and understanding of social
justice issues at different times in head teachers’ lives.
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Development East 20 FirstSchool 3.13 1075 2 0.0046 0.100
Region Central 49 -2.23
West 39 -0.22
Main Region  Mountain 9  College -2.49 890 2 0.0117 0.083
Hill 61 University -0.67
Terai 38 2.14
Caste Other 7 College 2.90 842 2 0.014 0.079
Bahun/Chhetri 73  University -1.13
Janajati/Madhesi 28 -0.42
Table 5.4.c Survey Q12: Kruskal- Wallis analysis of variance: Relative importance of First
School experiences and influences shaping awareness and understanding of social justice
issues at different times in head teachers’ lives across the provinces in Nepal.
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7 7 -0.64
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Geographical differences according to the heads’ Province location (Table 1.4.c) indicate that
heads from more urban areas in Province 3 and to a lesser extent Provinces 4 and 7, assign less
importance, to the influence of First School than head teachers in Provinces 1,2,5 and 6 (large

effect size).

5.4.2.2 Head teacher narratives

This section explores head teacher stories of key experiences that shape social justice
understanding presented in the chronological order of the six timeline phases. Quotations
have been carefully selected to provide contextual examples of the interviewees'’ lived

experiences. These provide further detail of the different elements highlighted by the survey.

Early family experiences

Head teachers told powerful stories of early family experiences shaping social justice
awareness. Sunil, the government head teacher from Sindhupalchok described how his
perception of caste was influenced by his mother. She was from a Brahmin family. His father’s
caste is Rai. This caused tension and his grandfather ostracised his mother. Later his mother
and father were divorced, and he was raised by his mother. Her example and determination

inspired Sunil.

“Even though my mother was from a priest family, she drinks water and she goes and
eats food from an oppressed family.... After listening to my mother | made up my
mind that caste system is not good. It brings injustice in society. At the age of 8, |
started eating with the oppressed people. Many used to scold me saying we have to
discard Sunil as well because he has eaten in the house of untouchables.”

Likewise, Dinesh, a private school head from the hill area of West Gandhaki, also described his
mother’s positive influence on his early childhood. “... [My mother] was very much
sympathetic to the poor and people with problems. | think that is the main motivation to

me ...from my mother. | formally, directly and indirectly learned about inequality.”

Bharat from Chitwan in the Terai, had a different experience. Although his father died when
Bharat was five, leaving his mother in difficult circumstances, he was not aware of
discrimination. There appeared to be an order in society that he accepted as a young child.
Key males were accepted as the dominant citizens and were believed to be making the right

decisions for others. He now knows his mother suffered discrimination as a single parent.
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Early family and school experiences

Some heads had more limited awareness of social justice issues in their childhood due to their
more privileged upbringing. Usha, from the Chitwan area, described her own experience of
being considered as upper middle class, “we were sent to school even though there was no
tradition of sending girls to school back then. We were not exposed to the social injustices

then.”

In addition to caste, treating girls and boys in the same way was uncommon as indicated by

Anu.

“Well | myself have faced discrimination between sons and daughters. Because of
that, | did not want others to face the same. My father passed away when | was
young, then my brother sent two of my brothers to Kathmandu for their studies, but |
was sent to the public school in the village. Even then, | wanted to study. So, | studied
while doing the household chores.”

Sita, a head from a Kathmandu government school, told how only a few families were
educated where she lived; people were unwilling to send girls to school. She experienced
bullying and teachers did not attempt to stop this as there were too many students to teach.

She persuaded her sister to take her to school determined to be educated.

“There were a lot of people, | still remember the room. My friends would push me
because there were so many pupils. There would be a small space for you to sit. | was
admitted late so probably that is why | had to sit at the last benches, | accepted that
but you should at least have a bit of space to sit. | think | spent most of that year
standing and studying. There were so many students, | was afraid to speak. Those
days students were afraid to speak to the teachers. My elder sister and | were
admitted to the same class. My legs would hurt, and my father used to massage my
legs. They would let my sister sit but not me. Once | sat and they pushed me, | told
them that my sister cries all night please let her sit and | will stand instead.”

Before joining school Ajay, a government head in Bhaktapur, his father and brother taught him
the alphabet. He did not experience discrimination in his family, and it was expected that
everyone regardless of gender would attend school. Ajay’s first school experiences were
positive, “...when we were admitted to what is called nursery now, the head teacher and

teachers treated us like their own children which made us feel good.”
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Others had different early experiences. Naresh, now a private school head in Pokhara, spoke
of his poor family, the daily chores and how this impacted on his schooling and that of his
friends. The school had no furniture, just mats. From the age of six he and his friends were

subjected to corporal punishment.

“So teachers they used to give the homework ....and err the home environment was
not that type of environment.... | myself used to cut one basket, about one basket of
grass in the morning time before going to school and after coming from the school
another full basket of grass. | had to cut for the domestic cattle...In their houses all of
my friends ...they didn't have the educational err doing homework that type of
environment ... that was not in their home. So they didn't do the homework also at
that time. They received the corporal punishment that was using the sticks... | was so
frightened while they received that type of punishment my friends.”

Kedar, from Chitwan, remembered details of his own schooling and the determination he

demonstrated to achieve despite the difficulties.

“When | was in school, there used to be some discrimination, between girls and boys,
between rich and poor, but we were not too bothered by that. Especially between
children from cities and children from villagers, when we went to school, we were not
allowed to sit at the front. We had to sit at the last benches because the city children
would not let us. | want to recall an interesting incident. We used to have morning
classes then. | was a good student but | never got to sit in the first or second benches.
So what | did was | went to the school at night and stayed there so that | could sit in
the first bench the morning after. Incidents like that taught me about the
discriminations that students face.”

Ajay recalls his experience of discrimination and being forced into the back benches at

secondary school.

“For the secondary school we had to walk about one hour and go to town. When we
reached there, Bhaktapur, the area has majority of Newar community, but we who
were travelling from the village were mostly Brahmin and Chettri. There | felt some
discrimination.... For example, we had to sit at the very last benches. The locals would
not allow us to sit at the front. They used to take our lunch from our bags and eat it.
We couldn’t fight with them as we were outnumbered, there were only a few of us
and they were many. One hundred students had to sit in one class sometimes.”

Sunil’s positive experience of schools resonates with the awareness he developed from his

mother’s influence.
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“When | was in school till 5th grade, the teachers just taught us texts in the books.
They did not teach us about caste system, social injustice etc. When I wasin 8,9 and
10th grade there were some teachers who | still remember. They gave us knowledge
of religion, system, social order, justice, injustice, law. At that time our teachers used
to say we are Hindus but there are some deficiencies in the Hindu system. Because of
their lectures we were motivated to look for our own self. We started reading
different books and novels, we learnt Indian language also.”

Ajay’s class 11 and 12 (college) had less discrimination and there were more liberal rules.

“...we experienced so much freedom compared to school. The school was very strict
and you had to very disciplined and attentive. But in college, the teacher would teach
in the class and you were free to stay or leave, the teacher wouldn’t mind. Girls and
boys could sit together. In the school, girls and boys had separate rows.”

College, university and early career experiences

Anu, head of a deprived school in Kathmandu, described her initial career ambitions and the

influence of college and family on her career.

“l wanted to become a social worker and had studied social service in college. | did a
diploma in that course from Padma Kanya campus. So | wanted to be involved in social
service but my family urged me to pursue teaching, that’s why | started teaching. After
that | realised that teaching is a form of social work as well. Because people are not
conscious without education, and without consciousness they will not be involved in

social work.”

For Usha, attending college as a student was the start of social justice realisation.

“Our family was educated; my elder brothers were teachers. They told me to just
focus on my studies and nothing else. We were taught that if you study, you’ll be able
to get a job, your life will be easier. In my school days, | did not care for anything else.
After | went to college, then | started to realise that there are injustices in the society,
that there were things that | still hadn’t learnt about society.”

When Hari (head of a large government school) was in college, he had more opportunities to

understand social justice.

“After going to the college, | understood that there shouldn’t be any discriminations
on the basis of caste. With friends in college level from the social circle we had
student committees ... spreading awareness about equality. They were teaching us
that we should move ahead with togetherness and equality. We knew a lot about
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social justice .... that we should not have any thoughts about partiality and
discriminations.”

Early careers in education

Head teachers spoke of their increasing recognition of social justice issues in their early
careers. After becoming a teacher, Hari acknowledged the huge importance it had in helping
him to understand social injustice. He first experienced discriminatory mentality in his

colleagues. He explained:

“..there are Dalit people, and they are termed as untouchables and they say
(colleagues) that we can’t eat the food if they touch it. People staying little bit far from
them as they think they shouldn’t touch them. | saw these behaviours even in this

III
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School leadership role experience

Finally, in their school leadership role and working with the wider community, head teachers
explored their deeper understanding of problems specific to their unique context. Ajay related
the change from being a teacher to taking on a leadership role and the realisation of the extent

of social injustice challenges in his school.

“So | started facing problems after | became the principal. When | was a teacher, | just
had to teach the class. The first problem | had to face was in ... the different types of
children, some are from poor families some are from rich families. | had to integrate
these children from different families. Some children would not bring lunch whereas
some would. Some children did not have a dress whereas others were neat and tidy.”

Dinesh described the influence of many discussions with parents when he became head
teacher of a private school. Many of his students are from poor families and they have a
multitude of problems to resolve. He is aware of their social needs but cannot always help

from the limited resources he has as the school leader.

Usha explained that as head teacher she became part of different community groups outside

the school, for example the mothers’ group.

“I am part of that committee; people bring their problems there. People who have
rented their place to the marginalised, come and complain that they fight. A head
teacher has to sometime act like a judge, a lawyer, a doctor.”
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For Hari, social justice principles became important because of the interaction with teachers
and managers from NGOs and INGOs. Although he was always against discrimination and
“partiality”, these personnel helped him to develop the concept of “indiscrimination”. Bharat
illustrated the influence of being a school leader on social justice awareness by using the story
of an encounter with the police and local community and his students. The day-to-day
expectations and experience of the job shapes and challenges the leader. Following a dispute
between groups of boys from his school and complaints of their football games the police
became involved and requested his intervention. He quickly realised this was not a dispute

about football but tensions between different indigenous ethnic groups.

Kedar felt the need to acquaint himself with the lives of his students in the local community to

understand the social justice challenges.

“I became the principal in 2068 BS (2011). | felt like | should change things, so | went to
the children’s homes in the village. | saw that many homes didn’t have electricity, they
couldn’t feed the children. | wanted to find out why the children couldn’t study, and |
found out such things. Some of the parents would just drink and fight.”

Sita reflected on the influences of age and experience on a school leader:

“Well as time passes you become mature due to age, due to education. You read
things in newspapers; you see inequalities in society around you. That’s how you learn
about these things, you don’t have to have experienced it yourself.”

At all stages heads’ responses reflect the findings from the survey data, i.e., early childhood
and school experiences appear to be as important and, in many cases, more important in
shaping social justice understanding as their college, early career and leadership experiences
later. The importance of early family experiences included positive examples, particularly role
models. However, often it is the negative critical incident creating injustice or unfairness that
is cited by the heads as a significant influence on their social justice awareness and

understanding.

5.4.2.3 Survey Question 14

Survey respondents were invited to describe examples of influences and experiences. Thirty-
nine of the 108 sampled made a response, including five who volunteered for the interview

phase later. These examples add further breadth and support the interview narratives covered
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above. Many contributions focused on the action head teachers were undertaking rather than
how they had been influenced. However, those comments on influences and experiences

have been are grouped under three categories starting with individual personal experiences at
a specific moment through to the impact of wider social considerations, career experience and
influence of government policy. Whilst most comments were brief, one female head (Rashmi,

interviewee 16, head of a Kathmandu private school) summed up her perceptions as follows:

“Indeed, my understanding was shaped by my childhood experiences and culture of
society and home. As | grew up, through reading, research, exploration and education
my understanding and my horizon both broadened and ...my Master’s degree...helped
me be aware of social justice.”

Personal specific critical incidents

One head teacher described witnessing an “inappropriate approach” to discourage child

labour,

“The children were sent back home with little money and now they are left with

neither job nor any further support.”

Another head recalled an incident where,

“A teacher yelled at a student as ‘low caste’, unfortunately this student belonged to
the same lower caste, and | saw the student dull and sad throughout the day.”

One head described witnessing a “teacher’s brutality” in dispensing corporal punishment to a
Grade 4 class. Another head noted the important influence of her Law degree training which

helped her develop a better understanding of social justice.

Community, social and school incidents

Here head teachers commented more generally on ‘ongoing’ experiences in the community or
school setting rather than a single event. These formed most of the examples provided. One
person spoke of the superstitions and ill social practices that hinder children. This may refer to
religious rituals or caste matters. A few noted that daily interaction with their students was
constantly formative, as one head said, “...the interaction with students builds up the strongest

learning to the leadership.”
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Several head teachers described the diversity and complexity of issues impacting on their
understanding, e.g. caste, language and culture. For some it was discrimination between their

students based on gender, caste and creed. One summed up his experience,

“I have been working at such school which include diverse genders, classes, religions,
castes, languages and cultures. These diversities taught me to respect and do justice

to all of them.”

Another male respondent described ‘biased’ teachers in their school, noting how educated
parents had better interaction with these teachers, helping their children to gain advantage.
Often children from rural settings are disadvantaged by their “less responsive” parents.
Another observed the level of education of students’ parents is a significant issue for practicing
social justice. A further male head teacher spoke of up to 25% of the population not
supporting their children to access school. The connection between language and ethnic or
religious groups was cited by one head as a key influence. They had observed children with

minority languages in certain areas being unable to access good schooling.

Wider societal, government policy influences

One head teacher described Nepal’s infrastructural limitations, such as road networks, other
transport arrangements, power supply and communication provision, especially during the
rainy season. These had impacted on her awareness of social justice since they seriously
affected children, making it difficult or sometimes impossible for them to access school. At the
economic level one head teacher (Bharat, interviewee 7) said, “It’s the discrimination in
between rich and poor kids and its psychological impacts on the kids is very alarming to me.”
In terms of poverty and gender another found the way girls are sent to government schools
and sons to private schools troublesome. Only two heads drew attention to the influence of
political interference in the educational process and the negative impact on educational

outcomes for students.

Most of the respondents’ examples highlighted negative influences and experiences.
However, one head teacher chose a more positive focus for their answer claiming that every
child makes him realise the importance of equal opportunity. He went on to describe how all

stakeholders involved in school inspire and motivate him to treat every child in a fair way.
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5.4.3 Importance of informal and formal experiences shaping social justice

5.4.3.1 Survey data

In this section the survey data focused on types of influences experienced by leaders rather
than the time of the influence in the head’s life story. The rationale behind the question was
to follow up on comments made by focus group participants, exploring the issues in more

depth from different perspectives across a more diverse group of heads.

Table 5.4.d Survey Q15: % Distribution of answers - Head teacher opinions on the relative
importance of how awareness and understanding of social justice issues has been shaped by
informal and formal experiences, CPD, government and educational policy (108 respondents).

Item Very Important Less Not
Important Important Important
Informal Personal Experiences 52.8 40.7 5.6 0.9
Formal CPD 47.2 38.0 13.9 0.9
Gov. & Educational Policy 43.5 35.2 18.5 2.8
Informal Observation in Schools ~ 41.7 435 13.0 1.8
Formal Mentoring 333 47.2 17.6 1.9

Table 5.4.d shows the distribution of the five types of experience and influences for question
15 ranked in descending order from the “Very Important” category which ranges from 52% to
33%. Overall, the “Important” and “Very Important” categories range between 93%-80%
indicating high levels of agreement. None of the items received more than 3% for the “Not
Important” category. Two interesting features emerge from this data. First, head teachers
indicated little difference between the importance of informal influences and experiences,
either personal or observations in school settings and the professional experiences, e.g.
professional development training and government and educational policy. This is consistent
with the previous data analysis indicating early personal experiences are as influential as later
professional influences. Secondly, formal mentoring is seen as very important by only one
third of the sample. These findings have important implications for all in school leadership.
First in terms of heads’ training and professional development including the value of
mentoring. Secondly they are important in evaluating the effectiveness of policy and

communication from the government. Examining these issues according to the attributes and
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contexts of different head teacher groupings reveals that gender, years of experience and

geographical location are, as before, linked to differences of approach.

Table 5.4.e provides the Kruskal-Wallis analysis for five items indicating at least a medium

effect out of a total of 40 tests. Head teachers in their mid-career (10-19 years) ranked

Informal Observation in School Setting as much less important than those heads with up to 10

years and those with more than 20 years’ experience. Furthermore, heads with 20 or more

years’ experience ranked the item Informal Personal Experience relatively more importantly

than less experienced head teachers. Those heads based in the Terai rated both Informal

Observation in School Setting and Formal Mentoring as relatively more important than their

Table 5.4.e Survey Q15: Kruskal-Wallis analysis of variance and effect size - Relative
importance of how awareness and understanding of social justice issues has been shaped by
informal and formal experiences, CPD, government and educational policy.
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Years Total more 67 Informal 1.98 15.47 2 0.0004 0.145
Experience  10tol9 26  Obs. School -3.78
Oto9 15 Setting 1.90
Main Mountain 9 Informal -1.76  10.96 2 0.0042 0.109
Region Hill 61 Obs. School -2.03
Terai 38 Setting 3.12
Gender Male 89 Formal -3.08 9.52 1 0.002 0.089
Female 19 Mentoring 3.08
20 or
Years Total more 67 Informal 2.83 8.08 2 0.0176 0.075
Experience 10to19 26 Personal -2.22
Oto9 15 -1.22
Main Mountain 9 Formal -1.67 7.56 2 0.0229 0.071
Region Hill 62 Mentoring -1.46
Terai 37 2.49
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colleagues from the Hills and Mountain regions. Finally, female heads rated Formal mentoring
as more important than male heads. The relative importance of mentoring is considered

further in the interview narratives.

5.4.3.2 Head teacher narratives on informal and formal experience

In this sample of head teachers, unlike the survey data, informal personal experiences and
informal observations in school settings appear to be far more influential than formal
professional influences. Of the 12 interviewees, 10 had more than 20 years’ experience and
their comments align with the results in Table 5.4.e for ‘Years Total Experience’. They
described informal experiences and specific personal critical incidents that shaped their social

justice consciousness. Rashmi explained the impact of a personal family experience.

“..when | started working my father suddenly died. And then | started taking the role
of family [leader] ... So that helped me to understand what leadership position is...to
confront with so many things... it started shaping my understanding in a broader way
and then | thought like ... | understand what a leader can do in terms of influencing
others. That helped me.”

Ram, head of the Christian mission school, reflected emotionally as he compared his own son

with the poorest children in his care.

“...we are all human beings we have the same blood...and that’s why it is also our
responsibility...what is the difference between my children and others’ children? |
just...remember my son... and then... | just compare what is the difference between my
son and the other street children?”

Bharat described the importance of the wider community beyond school and the effect that
community people and their activities of support helped so many others. All head teachers
gave examples of how informal observation of other colleagues and institutions helped to
shape their social justice understanding. Anu was specific in describing how she created her
own informal opportunities as she arrived to teach in a newly established school that she is

now leading.

“This school had just started then. There weren’t many students or teachers. The
teachers here used to work in the resource centre, they didn’t have much idea. So, |
started learning on my own, observing schools nearby, how they operate. | started
managing this school.”
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Usha made an interesting point on the nature of influence,

“The motivation comes from the children. We receive training for ten months and
every three months after that, but we learn the most from the children themselves.”

Anu described a distant relative who had a major influence (informal mentor) on her thinking.

“One of my elder relatives, she achieved a higher position in life by struggling and
studying very hard, | was inspired to do the same. She is a professor now ...if she can
do it, we can all excel in our respective fields.”

Sunil has one teacher that he looks to for guidance and support as an informal role model or
mentor and described the personal value of the relationship. However, other male heads
spoke more generally about informal role models. Ram for example is guided by a religious
leader whereas Naresh described many working colleagues being role models in a variety of
schools over the years. Rashmi was more specific, she worked with international volunteers
from Canada for four years. One female in this group was particularly helpful in challenging

Rashmi’s thinking on social justice and became an informal mentor. She said,

“Yes we Nepali understand the culture very well and we are used to it...and what |
have felt is we Nepalese are a little...| mean less critical in certain issues. For us to put
our views at times...it's difficult...now | faced that with my mentors also.”

Rashmi also had experience of informal peer-mentoring with another Nepali female principal
to share ideas and explore challenges together. None of the sixteen interviewees provided
examples or experience of formal mentoring developing their social justice understanding.
This aligns with the relatively lower rating of importance given in the survey. When asked
about the contributions and influences from NGOs and INGOs on social justice training Hari
indicated his concerns, “They have done a few things of significant importance towards social
justice issues, however, their behaviour is not quite acceptable.” He explained that some
NGOs affiliated to religious groups discriminate against other religions and overall have a

negative impact on society and education.

Sunil acknowledged the guidance for head teachers resulting from government and
educational policies, Fairness for All, Child Friendly School. However, other heads were critical

of the government’s policy implementation to support schools. Rashmi expressed her views,
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“(The government) says there should not be social injustice. But again, to me ... mean
our government makes very nice laws but in terms of monitoring and evaluation it’s
really weak. So, I’'m not much influenced by government.”

However, Naresh, although a private school head, works alongside government education
trainers on non-violence education that is removing corporal punishment from school. He
indicated the positive influence on him and his school. Hari is less convinced of the beneficial

influence of government. He stated,

“There are government policies but not much effective. Concepts and ideas seem
important, but they have not been implemented in a significant way.

Naresh spoke of one and two-day training and professional development opportunities over
the years with a range of organisations. He described a missionary school that provided a one-
year course on school management with elements of social justice. Most heads indicated that
formal professional development was lacking around social justice and therefore it had not
been an important influence. Kedar explained that training was more for pedagogy and little
on leadership and management with five or six hours on social justice. Dinesh agreed but
explained how he developed his own social justice understanding by reading relevant

literature to compensate for the lack of formal professional development.

5.5 Summary

Focus groups identified and agreed on fourteen items to characterise their understanding of
social justice issues in Nepali educational settings. These primarily focused on students and
learning, underpinned by recognition of societal diversity and challenges of inclusion. Survey
and interviewee respondents agreed on the relative importance of these items, highlighting in
particular the policies Child Friendly School and Fairness for All. There was significant
agreement about the importance of gaining and developing parental support and improving
attendance. Whilst recognising the impact of other factors there were more varied views on
the importance of religion, ethnicity and caste as social justice issues and the status of fees and
payments in the school system. Analysis by head teacher sub-groups indicated the critical
influence of the school leaders’ experience and their geographical location. Data findings on

heads’ social justice values and beliefs and the influences and experiences shaping their social



131

justice understanding demonstrate considerable agreement across the range of respondents.
However, within the broad range of Nepali head teachers’ views, important key differences of
emphasis were identified both for individuals and groups of head teachers. Once again heads’
geographical location, their level of leadership experience in years and to a much lesser extent
their gender were the chief factors indicating differences of response to values and beliefs.
Whilst the initial focus group data and certain survey questions focused on discrete elements
of values, beliefs, influences, and experiences, interview narratives raised awareness of the
complex interaction of these elements. The narratives illustrated how the range of informal
and formal influences and experiences shaped social justice understanding. The implications
from the interpretation of these qualitative findings and additional data analysis from the next
Chapter, focusing on social justice leadership practice, are discussed in greater detail in

Chapter 7.
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Chapter 6 Research Findings (2) Social Justice Leadership in Practice

6.1 Introduction

This chapter presents data findings with an emphasis on leadership practice. Three key
themes are used to present the analysis of the findings. First the impact of social justice values
and influences on leadership practice is examined. Next implications for future practice are
identified, exploring heads’ visions of strategy, policy and practice to improve social justice
leadership. The third theme looks at head teachers’ perspectives on training and continuing
professional development needs (CPD), to achieve their objectives for social justice in their
educational context. The analysis of data from focus groups, survey and interview narratives
follows the same rationale presented in Chapter 5. The chapter concludes with a summary of

the key emerging themes.

6.2 School leaders’ application of social justice

The data findings in this section focus on how head teachers assess the relative impact of key
experiences and influences on their social justice practice. This addresses research question

two:

How do Nepali school leaders apply social justice principles in their leadership practice?
6.2.1 Impact of influences on social justice practice

As indicated in the previous Chapter focus groups identified six phases of a head’s life that may
have an influence on shaping social justice understanding (see survey question 12). This
section assesses the impact of influences during those phases of a head teacher’s life with
respect to implementation of social justice in their professional work. For this question
respondents were told that ‘impact’ is a relative measure for actions taken as an educational
leader in response to social justice issues that became apparent at different times in their lives.

Table 6.2.a gives the distribution of responses for question 13, in descending order for
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“Significant Impact”. Response ranged from 68.5% to 45.4%. Furthermore, together with

“Moderate Impact” the answers range from 97% to 89%. None of the items had more than 2%

Table 6.2.a Survey Q13: Distribution of answers - Head teacher opinions on the impact of
experiences and influences on leadership practice (108 respondents).

Significant Moderate

Item [ JR— Less Impact No Impact
Educational Leadership 68.5 28.7 1.9 0.9
Early Career 63.9 30.6 4.6 0.9
First School 58.3 324 9.3 0.0
Early Childhood 56.5 324 10.2 0.9
Secondary School 55.6 38.9 5.5 0.0
College University 45.4 44.4 8.3 1.9

of the respondents indicating them as “No Impact”. Therefore, across the whole sample of
head teachers these key experiences demonstrate at least a moderate impact and, in most
cases, a significant impact. Although the professional experiences from early career through
to leadership appear to be relatively more significant in creating leadership actions for social
justice, all phases are deemed to have impacted significantly. This aligns with question 12
responses indicating how the six phases influenced and shaped understanding of social justice
issues in equal measure. This further supports the equal status of personal and professional

experiences in shaping and impacting on social justice practice.
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Table 6.2.b Survey Q13: Kruskal-Wallis analysis of variance and effect sizes: - Head teacher
opinions on the impact of experiences and influences on leadership practice.
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Main Mountain 9 First School -2.06 12.39 2 0.002 o0.116
Region Hill 61 -1.96 2
Terai 38 3.23 2
Main Mountain 9 Early -0.35 10.25 2 0.006 0.096
Region Hill 61 Childhood -2.86 2
Terai 38 3.18 2
Gender Male 89 Early -2.57 6.61 1 0.0102 0.062
Female 19 Career 2.57 1

Of the forty-eight Kruskal-Wallis tests for question 13 across all groups, three indicate
differences with medium effect sizes (Table 6.2.b). Head teachers from the Terai rated both
First School and Early Childhood as having a relatively more significant impact than their
colleagues from the Hills and Mountains. Female heads indicated that Early Career was

relatively more significant for them than the male heads.
6.2.2 Head teacher narratives: impact of influences on practice

Six examples of heads’ narratives are selected in this section to illustrate the impact of
influences on social justice practice from early childhood through to being in school leadership.
Despite the range of examples, it was evident from the analysis of transcripts that heads found
it much more difficult to answer this question than the earlier exploration of influences
shaping their understanding of social justice. This may suggest a gap between understanding
and practice, or heads may have difficulty in articulating the link between the two. However,
the transcripts reveal some interesting features. Small incidents, both personal and
professional, have an enduring effect on the strong commitment adopted by heads. Negative

experiences of social injustice have more influence and impact based on the interviewees’

examples.
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Sunil’s social justice leadership is rooted in his mother’s influence. As a school leader he has
continued the practices he started as a boy of eight, for example, eating with oppressed
people. Although he was ostracised for these actions, he is willing to go against the prevailing
attitudes in society towards untouchables. His determination to combat the discrimination
against people by virtue of their caste extends to challenging not only his students but his staff
and others in the wider community. He explained how he tried to be a role model and take

responsibility for making social justice work.

“I am the leading person in my institution now. Every leading person, | think, must be

ideal for others. First of all, | should carry out social justice equally among all students,
guardians and other people. And secondly as a leader, | have to direct them. It is said
that school is a common home of everyone. And if | direct staff then it helps to shape
a just society.”

For Naresh two powerful examples from his early formative experiences of school have
impacted on his practice as a school leader. Firstly, his fear of corporal punishment and its

effect on his fellow students has made him work hard to eliminate this in all schools.

“...even though in Nepal corporal punishment system is not avoided...in many schools
in this city and in my school too....but....every year, every staff meeting | say that
corporal punishment is completely prohibited in this school. In some schools in
Pokhara they are renowned by the corporal punishment, very, very stupid schools!”

As a boy in Grade 9, Naresh organised to take a tour with his school friends, needing just 20
Rupees to pay for a one-night stay and food for the walk. His parents would not support him,

he was devastated.

“I felt very much inferior among my friends. Then next day | didn't go to the school |
was absent, | wept, | cried | requested so much ... but it was very difficult for me. |
didn't get the money.”

Naresh now ensures that all students are supported to attend extra-curricular visits. He spoke
at length about how this was a key feature of his school’s commitment to equal opportunity
for all students regardless of their background. Each year group have excursions of one or

more days according to their age.

When Rashmi started teaching, she noticed that groups of under-performing, non-academic
students were being treated badly by teachers in the classroom. These students, often from

disadvantaged backgrounds, suffered injustice as far as she was concerned. She was given
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some of these students as a class and she decided she would have to behave differently from
the other staff. She realised this was going to be a challenge, going against established

practice.

“..what | have seen, what | perceived there and what | have seen as injustice in terms
of teacher behaviour....I decided that | won’t be doing those sorts of things, so my
intention was to help those children...and through my school management.”

Ajay experienced a striking contrast between his previous employment in a private school and
later work in a government school. Although he himself had studied in a government school
he was not aware of the differences as a student. His commitment to work and lead in a

government school.

“When | was teaching in the private school, the children were cleaner, they had every
facility but it was not there in the government school. | then felt that | should do
something, the children should get equal opportunity, there should not be such
difference from the same place. That’s how | became motivated as a [school leader].”

Sita spoke of a very specific incident that changed her approach to her own teaching and then
her leadership style. She described herself being very strict as a young teacher, scolding
children who did not complete their homework. One day she asked the students to show their

homework. One student had not done his and started crying.

“I asked him why and he said that he had to collect drinking water all morning and
came to school at 10 so had a problem.”

This really made her think and she decided to change her attitude and practice. Now she
allows children to do their homework in class. On becoming a leader, she encouraged her staff

to be more understanding and places high expectations on them to follow her example.

“...our students have some problems, some have only one room in their homes, the
parents cannot look after them as they go to work. | tell the other teachers...not to
give homework that is too burdensome. | used to tell the teachers earlier on ...but
now they understand, and they do not load the students with homework.”

The interview data supports the survey findings indicating that different influences and
experiences over time impact on the Nepali school leaders’ social justice practice in equal
measure. This aligns with the earlier data findings for development of understanding of social

justice; the impact on practice is shaped equally by personal and professional experiences and
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informal and formal influences. However, whilst the impact was identified across all phases,
interviewees were able to articulate examples from earlier personal experiences more easily
than later professional influences. The fact that more recent professional experiences or

government policy is not the dominant feature raises several questions and implications that

are discussed later.

6.3 Future opportunities to promote social justice

In the next sections two themes are used to explore the third research question.

What future opportunities for promoting social justice in Nepali schools are envisioned by

school leaders, and how do they see such opportunities being realised?

Survey and interview responses are reviewed to understand how ideas and suggestions may
shape positive changes and address social issues more effectively in Nepal’s schools. How
heads envisage their ideas for more effective social justice leadership at different levels is
examined in some detail. Later in section 6.4, perceived professional development needs
(CPD) of the head teachers are explored. This offers indications as to how ideas for
improvements in social justice leadership might be realised, through enhancing opportunities

for training and continuing professional development.
6.3.1 Making heads more effective in social justice leadership

Survey question 18 asked: In your opinion how can educational leaders in Nepal become more
effective in addressing social justice issues in their schools? Seventy of the 108 head teachers
responded providing a range of ideas from personal perspectives through to strategic
proposals. Figure 6.3.a provides a breakdown of the heads’ answers organised into one of four
levels. Within each level heads’ responses were then categorised to understand the range and
emphasis of their ideas for improving social justice leadership. At Level 1, focusing on more
personal micro-perspectives, head teachers spoke about themselves or their peers. They
reflected on what individual leaders could and should contribute to improving social justice
leadership by setting high expectations for themselves and others. At this level, one
overarching category is used for expressions of expectations at a personal level or for peer
school leaders. Levels 2 and 3 are closely related and could be described as meso or middle

level perspectives. At Level 2, head teachers articulated more specific ideas about
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stakeholders and processes within their own school. Five distinct categories were identified by
the heads relating to three key stakeholder groups and further ideas relating to training,
professional development, curriculum improvements and resource organisation. In contrast,
Level 3 responses included wider suggestions beyond their own schools for their local
communities and other stakeholders outside of their school. At this meso level suggestions
including local politics, School Management Committee and wider related stakeholders. At
Level 4, the macro level, heads referred to items covering national, societal, government and
wider political implications. Comments referred to how head teachers might influence or
contribute to government and educational policy and how they should respond to national

expectations.
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Figure 6.3.a Survey Q18: Categorisation of head teacher responses on how educational leaders
in Nepal could become more effective in addressing social justice issues in their schools (based
on 70 respondents from 108) CPD = Continuing Professional Development.

The number of head teachers commenting at each level is given in brackets (). The size of the

block for the categories reflects the total responses given and is indicated in the bottom right

for each block. This provides an indication of the emphasis and priorities placed on each
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category by the respondents. Interviewees’ comments ranged across all these levels and
perspectives. Selected narratives portraying their insights are incorporated in the relevant

sections below.

6.3.2 Leadership: expectations of leaders

In Level 1 a total of 102 comments from 49 respondents could be described as aspirational,
setting expectations and standards without necessarily providing specific examples of what

leaders could or should do. For example, respondents state,

“I believe the school leaders can do this and it is possible, but one should have strong
commitment and willingness to solve such problems.”

“It is the responsibility of the head teacher to foster all the students with impartiality,
justice, equality and equity.”

“If leaders are independent in making decisions and if they are more professional.”

Other comments related to the heads’ leadership of stakeholders as described in the above

section and developed into school policies and plans.

“Capable leadership followed by measures to deal with all the social injustices with
support from all stakeholders.”

“The principals must come up with inclusive work plans including all the social justice
issues.”

Several respondents provided more focus and spoke about the head’s authority and the need
to empower the leader, whilst at the same time holding them accountable. This required
political interference to be minimised at the local level. Crucially, they argued, selection and
promotion of leaders had to be on the evaluation of ability only. Heads should receive training
to develop their capacity, skills and attributes. These would include impartiality, awareness,
commitment, duty, authority, team spirit, professionalism, being a practical role model and so

on.

For some it is the practical relationship and service to students that is the key to improving

social justice, the small but significant contributions.
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“We offer them [students] food and clothes that bring them back to school. This
motivates the parents to send them to school.”

Heads should be compassionate and give clear information to the students. Many of these
micro perspectives then led to some further reflection on how these could develop into more

specific support for stakeholders at the immediate organisational level.

6.3.3 School stakeholders, professional development, curriculum and

resources

Forty-five respondents shared 89 comments in total providing a range of specific ideas for
developing a more effective social justice environment in schools. Ideas were grouped into
five main categories: parents (16), students (30), staff (16), professional development (11) and
curriculum development including resources (16). Survey respondents were clear about the
importance of leaders working with stakeholders in their school. However, interviewees
provided more detail. For example, Kedar, explained his vision through practical training and
professional development opportunities for his teachers, visiting local schools to observe best

practice.

Other comments raised interesting ideas about the need for an inclusive and challenging
curriculum to address social justice in their schools. Sita advocated a broad curriculum and

providing opportunities for other activities to create a more inclusive and effective education.

“Extra activities are needed to energise the students to study. Students get bored if
they only study. Only a few of them will just want to play and not study at all. They
should be treated differently. [In Nepal] we say education for all so every kind of
student is taught the same way.....[but] we try to handle them individually, if someone
likes to write, we just let them write, we don’t bother them.”

Ram suggested that a more practical, rather than theoretical, curriculum would create a more
just and inclusive education. He described head teachers as being the catalysts for these

changes not just in education but in society as well.

Occasionally head teachers raised the issue of resourcing. Sunil described two problems to be

avoided: first, the lack of finance and second the misuse of funds and resources, corruption.

“Scholarships and amount for textbooks also. Two years ago, there was a [head] and
she did not provide textbook money. Government gives money to school and school
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provides to students. And she swallowed that money. She showed the receipt but
swallowed all the money. Sometimes they lied to the students, if government
provides 500 Rupees to the students, they give them only 300. I'm telling you, frankly.”

Although ideas at this level were more precise as particular stakeholders and processes were
highlighted, there was still little detail about the actual role of leaders. For example, the need
for more parental involvement as a recurring theme was identified but no solutions for this
problem were given. Interviewee responses also indicated how suggestions at this level were

linked to other levels demonstrating the complexity of issues facing head teachers.

6.3.4 Wider community stakeholders and School Management Committees

Twenty-eight survey respondents commented at this meso-perspective making a total of 34
comments. Head teachers stressed the desire and hope for wider community involvement to

address social justice:

“In every activity organised in the school it must incorporate the community
sentiment. There must be active involvement of the community members. This
will bring in social justice in the school and the society as well.”

“There is no better way than enhancing roles and contributions from stakeholders.
Implementation requires School Management Committees’ cooperation.”

“Managing close coordination with every local institution.”

Bringing together all stakeholders was a common theme. One respondent argued the head
must select those people from the community who understand and have a desire to contribute
to the betterment of education. Another said this should include the poor and marginalised
not just the advantaged. This links to a similar point made by Ajay commenting on ‘distance’
between his school and the Tamang ethnic group in the wider community. Although, the 34
items were closely linked, 15 related to the wider community, 15 to references about
stakeholders beyond the school and only four items mentioned School Management
Committee. This reflected the previous reluctance of respondents to the survey and

interviewees to highlight potentially sensitive political pressures.
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6.3.5 Societal, government and political perspectives

Nineteen survey respondents commented within this broad macro-perspective providing 24
comments. Two interviewees articulated several ideas at the strategic level demonstrating
their engagement at the macro-level whilst other interviewees made some connections to
national, government and policy implications. For some heads in the survey, aspirational
policy development at a national level is essential for establishing more effective social justice
in schools. For example, enshrining social justice issues in the Constitution and ensuring equal
rights of all. Others referred, albeit briefly, to the need for head teachers having a proper role
to play in formulation of educational policy and to be consulted extensively. One response
indicated that heads could not solve social injustice alone, there had to be a multi-agency
approach, underlining another head’s comment that the uneven economic and social divisions
in society impacted upon education. A common theme was the desire to see an end to

political interference in education, respondents said,

“My personal observation is that the educational system in Nepal is in many ways
politicised and rather than focusing on quality, it is more guided by profit-making.”

“Every political interference must be ceased...”

Other respondents spoke of the corruption in appointments,

“Selections of school leaders should be impartial and as per ability and not political
pressure for his work.”

Dinesh’s comments resonated with these respondents. He first identified the wider problem

before suggesting ways to improve educational provision and social justice.

“OK, really we are in a transition period in Nepal ...which explains the huge scale of
problems in terms of a civil war.... And we spent almost a decade trying for the
Constitution and mapped out a lot of discussion a lot of dialogue, disability movement
and some rules and regulations made by our education ministry.”

Dinesh argued the civil war left many government schools without staff capable of effective
administrative and pedagogical leadership. Heads and other teachers were often appointed
for political reasons. In the private sector schools might have good management but they too
often lacked the background in teaching and learning. He proposed a national set of

guidelines for head teachers in both sectors.
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“...so that’s the problem. If we can go ...for... complete government regulation. And
the rules are applied. That situation would bring a change... there should be very
clearly defined provisions for the head teacher, what they can do and their rights... and
their duties. So they have no ambiguities of this this or that...So head teachers would
be given more authority and if this authority comes to head teacher, and they can
apply ...their standard offer to minimize the social injustice.”

Naresh spoke at length about the national problem of political interference in education
agreeing with many of the earlier respondents’ comments. He described the lack of
government funding to support effective professional development across the school system.
However, he argued solutions to promote social justice were more likely to be found at the
regional and local level. Sunil’s views were similar; government must provide more funding

and scholarships, but heads must address political corruption locally to ensure justice.

6.3.6 Interactions across micro, meso and macro perspectives

The details in Figure 6.3.a are helpful in pinpointing themes and highlighting the emphasis
placed on ideas at different levels. Survey and interviewee responses also underline the links
and interactions across these levels and are indicated by dotted lines within the figure. For
example, most responses in the survey identified an idea of how leaders should first establish
their own expectation (Level 1) and then develop this by providing examples of how to support
and lead stakeholders in their own schools at Level 2 and more widely at Level 3. However, a
few heads first mention the need to improve national policy and direction and then comment
on how this filters down into better practice locally. On reviewing these links it was not
apparent whether heads favoured a ‘bottom up’ or ‘top down’ model of improvement. In
terms of the number of responses indications seem to favour the bottom up route, but this

requires further research.

6.4 Identifying professional development and training needs

The focus of this theme directly follows on from the previous section where ideas and
strategies to improve social justice leadership included examples of improving existing

provision or creating new opportunities for professional development. In the survey heads
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were presented with the fourteen social justice items originally identified by the focus groups.

They were asked to assess their own personal CPD needs in relation to each of these items.

Table 6.4.a Survey Q16: % Distribution of answers: - Head teacher opinions on relative
importance of personal and professional development/training needs (CPD) 108 respondents.

Categories — ranked in Very Significant Less i nli:iz t:mt i
descending order of Significant CPD Significant g
. . . . No CPD
significance CPD required required CPD required .

required
Child Friendly School 82.4 15.7 1.9 0.0
Fairness for All 80.6 16.7 1.8 0.9
Parental Support 70.4 25.9 3.7 0.0
Attendance Girls 63.0 30.6 5.5 0.9
Special Educational Needs 59.3 36.1 2.8 1.8
Attendance Boys 51.9 40.7 6.5 0.9
Child Poverty 49.1 32.4 11.1 7.4
Gender Differences 49.1 28.7 12.9 9.3
Child Labour 46.3 35.2 9.3 9.2
Language 36.1 33.3 24.1 6.5
School Fees/Payments 26.8 38.9 21.3 13.0
Caste 20.4 32.4 26.8 20.4
Ethnicity 19.4 32.4 34.3 13.9
Religion 17.6 25.0 30.6 26.8

Table 6.4.a shows the distribution of question 16 items ranked in descending of “Very
significant CPD required”. The top six items have very high levels of “Very significant” and
“Significant” ranging between 98-93% with almost no one indicating “Not significant”. Further
down the rows we find higher heterogeneity in the responses; Religion, Ethnicity, Caste and

School Fees/Payments being rated as the least important areas for personal professional



145

Table 6.4.b Survey Q16: Kruskal-Wallis analysis of variance and effect sizes - Head teacher
opinions on relative importance of personal and professional development/training needs.

5952 . o 52¢ % % 3§ § %
2 g 83 § &2 g8 ¥ RS
T8 8 el 3 T8 o c o2 e ®®
gR % = &8=< 2 s g E 3
o o = 2

School Government 60 School Fees -4.18 17.48 1 <.0001 0.163
Type Other 48 Payments 4.18
Main Mountain 9 Attendance 1.04 17.40 2 0.0002 0.163
Region Hill 61 Boys -4.15

Terai 38 3.70
Main Mountain 9 Child -3.16 14.72 2 0.0006 0.138
Region Hill 61 Poverty -0.94

Terai 38 2.81
Development  East 20 Attendance 3.73 14.77 2 0.0006 0.138
Region Central 49 Boys -2.45

West 39 -0.47
Development  East 20 Attendance 2.78 10.20 2 0.0061 0.095
Region Central 49 Girls -2.62

West 39 0.46
Development  East 20 Parental 2.66 9.74 2 0.0077 0.091
Region Central 49 Support 0.31

West 39 -2.47
Development  East 20 Special Ed. 2.61 8.51 2 0.0142  0.080
Region Central 49 Needs 0.02

West 39 -2.14
Development  East 20 Fairness 2.41 8.35 2 0.0154 0.078
Region Central 49 for All 0.37

West 39 -2.34
Development  East 20 Gender 2.33 8.30 2 0.0157 0.078
Region Central 49 Differences 0.51

West 39 -2.41
Main Region Mountain 9 Child -2.60 8.11 2 0.0173  0.076
Region Hill 61 Labour 0.18

Terai 38 1.69
Caste Other 7 Attendance 0.28 6.92 2 0.0315 0.065

Bahun/Chhetri 73 Girls -2.52

Janajati/Madhesi 28 2.53
Zone of Other 69 Attendance 2.61 6.82 1 0.009 0.064
School Bagmati 39 Boys -2.61

development. This clearly shows a variation of priorities across the different items. Heads

identify the need for professional development on government policies and training to reach

out to gain more parental support.
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Comparing head teachers’ groupings for CPD, of the 112 Kruskal-Wallis tests, twelve were
found to have medium or large effect sizes, see Table 6.4.b. It is striking that of these results
ten items related to some aspect of the geographical locations of head teachers, including: six
for Development Region; three for Main Region and one item for Zone of School. Of the two
remaining items, one for Caste and one School Type. Interestingly unlike previous analyses of
questions the heads’ grouping ‘Years’ Experience’ did not appear, suggesting that this factor

has less influence on determining the level of requirements for professional development.

Five results correlated with responses provided in question 11. The most significant difference
was the importance of School Fees and Payments and the identification of the need for CPD by
private heads in contrast to those from government schools (large effect size). Attendance
Boys is highlighted as important and a CPD requirement by heads in the Terai and Mountains,

but not those heads in the Hills (large effect size).

Three items related to the development region, West-based head teachers placed relatively
less importance on the social justice issues Gender Differences, SEN and Parental Support and

indicated relatively less need for CPD in these areas (all medium effect sizes).

Head teachers identifying as Bahun/Chhetri indicated that they had relatively less need for
CPD for Attendance Girls (medium effect size). All other differences were related to
geographical factors. Head teachers in the Terai identified a CPD need for Child Poverty and
Child Labour (both medium effect size). Head teachers in the Central region identified less
need for CPD on Attendance Boys (in line with Bagmati zone) and Attendance Girls (both
medium effect size), whereas those in the East identified more need. Head teachers in the
West were relatively neutral for attendance but ranked relatively less need for CPD on Fairness

for All.

Head teachers across the seven provinces placed different ratings of CPD needs in seven of the
fourteen items tested, see Table 6.4.c, and six of these items indicated large effect sizes,
ranging from 0.15 to 0.21. The seventh item had a medium effect size at the top of the scale at
0.13. Provinces appear to have differing emphases on different factors. However, overall
Provinces 1,2 and 5 tended to rate items more importantly. Whereas Provinces 4, 6 and 7
rated items less importantly and Province 3 was overall neutral. For example, Child Labour, is
an important CPD issue for Provinces 1 and 5, whilst for Province 6 this is not a priority.

Attendance Boys is an important CPD issue for Provinces 1 and 2 but less important for
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Province 3. Therefore, despite general patterns of agreement subtle and nuanced differences

occur that require further probing through interviews.

Table 6.4.c Kruskal-Wallis analysis - Head teacher opinions on relative importance of personal
and professional development/training needs (CPD) based on provinces.

(o] (o) o i
S8z 5 o 5S¢ 3 7 34 & o
TFs 3 § 52 s 3 = - A 8=
5o 2 - - T sl S 5 ° & Ex )
(] [ = 2 3 o g o
Province 1 12  Child povertv 1.38 21.97 6 0.001 0.205
2 8 1.12
3 49 -0.41
4 19 -0.54
5 7 1.41
6 6 -4.08
7 7 1.09
Province 1 12  Child labour 2.28 21.55 6 0.002 0.201
2 8 0.27
3 49 0.34
4 19 -0.69
5 7 1.55
6 6 -3.76
7 7 -0.87
Province 1 12 Language -0.42 20.37 6 0.002 0.190
2 8 1.89
3 49 0.55
4 19 -3.57
5 7 1.69
6 6 1.86
7 7 -0.51
Province 1 12 Religion -1.15 20.40 6 0.002 0.191
2 8 2.56
3 49 -0.17
4 19 -2.29
5 7 1.95
6 6 2.01
7 7 -1.19
Province 1 12 Special 1.82 17.63 6 0.007 0.165
2 8  Educational 1.69
3 49 Needs 0.02
4 19 -1.58
5 7 1.48
6 6 -0.34
7 7 -2.88
Province 1 12  Attendance 2.87 16.13 6 0.013 0.151
2 8  boys 2.08
3 49 -2.45
4 19 -1.00
5 7 -0.25
6 6 0.08
7 7 0.79
Province 1 12 Caste -0.73 13.68 6 0.033 0.128
2 8 2.75
3 49 -0.54
4 19 -0.80
5 7 2.00
6 6 -0.38
7 7 -1.29
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Interviews revealed that very little CPD is available to head teachers, or their staff.

Interviewee responses closely reflected the survey data. The level of agreement was a clear
factor once more and the order of importance of items (Table 6.4.a) was echoed by the
interviewees. Five of the interviewees identified significant or very significant CPD
requirements for all social justice items. Religion, Ethnicity and Caste were rated by at least
five interviewees as having less or no significant CPD requirement. Child Labour, Language and
School fees were rated as having less significant CPD requirement by three heads. Although
some interviewees identified more variable needs overall, most items were deemed as
requiring at least significant CPD. When asked to expand on the need for CPD for these key
items, interviewees referred to their previous answers on parental support or lack of it,

attendance issues, but there was very limited commentary on government policy.

Survey respondents and interviewees were asked to add further ideas for CPD requirements in
addition to those listed. Initially most responses focused on variations of CPD relating to
working with parents. Some suggested training for parents whilst others considered staff
training in counselling to enable more effective interactions with parents and reaching out into
communities. Leadership and management training were mentioned by only a few
respondents and little detail was provided. One referred to handling social and political
identities, another to cooperative working. Some respondents listed teacher training for

behaviour management, developing the curriculum, technology and ICT.

Interviewees talked about CPD for their staff or parents rather than focusing on their own
leadership training. As stated earlier, Kedar believed training for staff was vitally important.

He primarily relied upon collaborating with and observing other schools.

“Yes, training is very important. You forget what you’ve listened, you remember what
you’ve seen but you learn what you’ve done. That’s why | take my teachers to other
better schools to visit. We observe what they’ve done and inspire ourselves to do
better.”

Ajay proposed CPD could be used to establish a consistent approach by staff. The lack of
consistency created unfairness and that meant the school was not Child Friendly. Sunil,
Rashmi and Hari agreed that the need for CPD on girls’ attendance was greater than CPD on
boys’ attendance. Sunil identified a personal CPD need to explore the reasons for students
dropping out of school, especially girls. However, overall, heads did not appear to have clear or

specific ideas to describe their CPD needs beyond their own answers to survey question 16.
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6.4.1 Professional development overview

Findings indicate there is a marked absence of professional development for social justice
educational leadership in Nepal. Heads expressed their lack of confidence in government
policy and report that its influence is only the same as for other personal and professional
experiences. The data findings clearly indicate the overwhelming importance that Nepali head
teachers place on their need for professional development and their frustration at the lack of
training available. Considering these empirical findings, the implications for providing a range
of professional development opportunities that may be offered locally, regionally and at
central level are explored in the next Chapter in section 7.4. Further consideration of how
professional development might be established for the range of heads, for example, according

to head teacher experience and geographical factors needs careful planning.

6.5 Summary

Data analysis indicated that influences and experiences at all phases of life made at least a
significant difference to social justice practice. Informal and personal experiences had a similar
impact to more formal and professional experiences. Whilst survey respondents and
interviewees agreed on the link between influence and impact articulating examples to
illustrate impact was more difficult to establish. Where examples were cited these tended to
focus on impact created by a negative experience linked to social injustice. Heads are clear
about the need for CPD but are less secure on articulating specific ideas on their CPD needs for

leadership of social justice.

Head teachers’ ideas on improving leadership and the environment for social justice in their
school organisations and beyond focused on expectations of themselves at a micro level. Then
interactions to engage students, staff, parents, their local communities followed. These
interactions included the day to day practical work of heads through to more strategic
contributions towards shaping and realising more effective educational policies and a coherent
vision for social justice. However, these more strategic visions, at the macro level, were
restricted to a smaller group of heads. The next section highlights some key trends, based on
an overview of data findings from both chapters. These trends, along with the interpretation

of qualitative findings inform the discussion of implications in the next Chapter.
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6.5.1 Emerging trends across head teacher groups

In summarising the interpretation of data findings for the five thematic sections over Chapter 5
and 6 the level of agreement across the survey and interviewee data is high. Nevertheless,
within the survey answers, Years’ Experience, Geographical locations and to a much lesser
extent Gender stand out as having an impact on head teachers’ responses. Some interesting
patterns emerge pointing at variations of response. These are illustrated in the following
tables collating effect sizes for each of the three factors across all questions. In each case the
differences between the relevant groups are given. To highlight the trends the differences are
colour-coded; green for where there is more emphasis on the relative importance or
significance of the item and red for less emphasis. Although in the reporting of data findings
medium and large effect sizes were the focus a recurring pattern of differences between male

and female heads was noted based on small effect sizes that was not apparent for other

Table 6.5.a Impact of gender on head teacher responses to social justice issues

Independent Variable - Gender

Difference Scores

Dependent Variable Effect Size n2 Male (89) Female (19)

Q11 What is the relative importance of the following social justice issues?

11.7 Ethnicity 0.053 -2.373 2.373

Q12 What is the relative importance of the key experiences and influences that shaped your
social justice understanding at different times in your life?

12.2 First School 0.049 -2.296 2.296
12.4 College/University 0.038 -2.022 2.022

Q13 What is the relative impact of the key experiences and influences that shaped your social
justice understanding at different times in your life?

13.1 Early Years 0.058 -2.487 2.487
13.5 Early Career 0.062 -2.565 2.565
Q15 How has your awareness and understanding of social justice been shaped by the following?
15.1 Informal Personal Experiences Over Time 0.042 -2.108 2.108
15.2 Informal Observations of Role Models 0.044 -2.157 2.157
15.3 Formal Mentoring/Line Management 0.089 -3.081 3.081
15.5 Government and Education Policy 0.045 2.187 -2.187
Q16 Indicate the level of CPD needs you have in relation to the social justice issues listed.

16.8 Fairness for All 0.051 -2.336 2.336
16.9 Gender Differences 0.051 -2.33 2.33
16.11 Parental Support 0.038 -2.021 2.021

Q17 Values/Beliefs - To what extent do you agree/disagree with the following statements?

17.10 Moral Religious Values Are Important 0.037 -1.987 1.987
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factors. Given the importance of gender as a research focus it is worth reporting these in this
overview since it draws attention to issues that have implications for future research and
developing policy on professional development. To highlight trends in differences in response
for the gender, years of experience and geographical factors, effect sizes are colour coded as

follows: yellow for small effect, blue for medium effect and green for large effect size.

Female heads answered differently to male heads for 13 items across six of the survey
questions (Table 6.5.a). In each case, except for the impact of Government and Education

Policy, females were more positive in their emphasis of importance or significance of items.

Eleven of the differences are small effect sizes and two have a medium effect size. These
differences in approach, although small, require further research. Narratives from the four
female interviews align with trends from the survey. All four gave examples of the significant
positive influences from their family and early childhood. However, although these females
are from more privileged backgrounds, they too suffered discrimination but were determined

and able to overcome the impact of any prejudice.

Table 6.5.b Impact of Head teacher total years of experience on responses to social justice

issues

Independent Variable - Total Years Experience

Difference Scores

Dependent Variable Effect Sizen2 20 or more (67)  10-19 (26) 0-9(15)
Q11 What is the relative importance of the following social justice issues?
11.3 Caste 0.059 2324 -2.332 -0.373
11.5 Child Labour 0.114 2.899 -2.593 -0.858
11.6 Child Poverty 0.084 3.467 -2.743 -1.469
11.8 Fairness for All Policy 0.063 2.502 -1.305 -1.889
Q15 How has your awareness and understanding of social justice been shaped by the following?
15.1 Informal Personal Experiences Over Time 0.075 2.825 -2.218 -1.218
15.2 Informal Observations of Role Models 0.145 1.975 -3.78 1.896
Q17 Values/Beliefs - To what extent do you agree/disagree with the following statements?
17.4 High Expectations for All Students 0.083 2.962 -2.304 -1.302
17.5 High Expectations for All Staff 0.058 2411 -2.186 -0.676
17.6 Parents & Students Involved in Decision Making 0.066 2.662 -1.853 -1.44
17.91 Can Make a Real Difference as Head 0.058 1.428 0.375 -2.474

17.10 Moral Religious Values are Important 0.069 2,531 -2.486 -0.473
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Table 6.5.b summarises responses for heads’ total years of experience in education across the
survey questions. It clearly shows that heads with 20 or more years’ experience have
different views to their less experienced peers for eleven items across three questions, 11, 15
and 17. In this case differences are all medium effect except for one item, the impact of role
models in informal settings. Overall, according to these effect sizes, years of experience has a
greater impact on differences of response than those determined by gender. As noted
previously nine of the twelve interviewed heads had 20 or more years’ experience and their
comments align with the survey trends. For the other interviewees, two with up to 19 years’
experience and one with up to 9 years their comments were more in line with the more

experienced heads rather than their survey peers.

For the geographical variable, Main Region, those heads residing in the Terai are consistently
more positive stressing the relative importance and significance of 12 items across six
questions. All the differences have medium effect sizes except one item, Attendance Boys,
which has a large effect size. This data suggests that geographical location of the head

teachers has a greater impact on responses than the impact of total years’ experience.

Table 6.5.c Impact of Main Region location on head teacher responses to social justice issues

Independent Variable - Main Region

Difference Scores
Dependent Variable Effect Sizen2  Mountain (9) Hill (61) Terai (38)
Q11 What is the relative importance of the following social justice issues?
11.1 Attendance Boys 0.110 1.037 -3.438 2.965
11.12 School Fees/Payments 0.072 -2.751 1.237 0.304
11.14 Special Educational Needs 0.071 -0.169 -2.512 271

Q12 What is the relative importance of the key experiences and influences that shaped your social justice
understanding at different times in your life?

12.4 College/University 0.083 -2.491 -0.67 2.141
Q13 What is the relative impact of the key experiences and influences that shaped your social justice
understanding at different times in your life?

13.1 Early Years 0.096 -0.351 -2.861 3.177
13.2 First School 0.116 -2.063 -1.96 3.233
Q15 How has your awareness and understanding of social justice been shaped by the following?

15.2 Informal Observations of Role Models 0.102 -1.755 -2.025 3121
15.3 Formal Mentoring/Line Management 0.071 -1.674 -1.463 2491
Q16 Indicate the level of CPD needs you have in relation to the social justice issues listed.

16.1 Attendance Boys 0.163 1.042 -4.148 3.699
16.5 Child Poverty 0.138 -3.16 -0.943 2.812
16.6 Child Labour 0.076 -2.602 -0.178 1.693

Q17 Values/Beliefs - To what extent do you agree/disagree with the following statements?
17.6 Parents & Students Involved in Decision Making 0.071 -2.661 0.268 1.258
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Once the data is analysed according to the new Province organisation further interesting
patterns and differences emerge for 16 items across four of the questions. Large effect sizes
occur for 11 of the 16 items and the other five are medium. Heads in Province 4, around
Pokhara, place relatively less importance on items than heads in all other provinces. Those
heads in Provinces 6 and 7 also place less emphasis on most items followed by Province 3
(around Kathmandu) which indicates a mixed response to the items. Finally, heads in
Provinces 1, 2 and especially Province 4, showed more positive responses for these items.
These are tentative indicators of heads’ response to the social justice issues. Nevertheless,
they serve to underline the importance of geography in understanding factors that influence
head teachers in their approach to social justice leadership. There will be historical, cultural,
linguistic, economic, social and political factors intertwined with this geography. The

implications of these findings and trends are discussed in the next chapter.

Table 6.5.d Impact of Province location on head teacher responses to social justice issues

Independent Variable - Nepal Provinces

Difference Scores

Respondents Province Number (respondent total)

Dependent Variable Effect Sizen2 1(12) 2(8) 3(49) 4(19) 5(7) 6(6) 1(7)
Q11 What is the relative importance of the following social justice issues?

11.5 Child Labour 0.226 162 177 125 094 102 381 -165
11.7 Ethnicity 0.2 259 216 195 111 169  -068 -2.26
11.10 Language 0.147 016 230 022 254 150 121 -140
11.11 Parental Support 0.126 110 040 243 255 049 174 -0.69
11.14 Special Educational Needs 0.132 183 146 -136 -256 118 087 082

Q12 What is the relative importance of the key experiences and influences that shaped your social justice
understanding at different times in your life?

12.2 First School 0.142 167 263 -223 -103 039 151  -0.64
Q16 Indicate the level of CPD needs you have in relation to the social justice issues listed.

16.1 Boys 0.151 287 208 -245 -100 -025 008 079
16.3 Caste 0.128 073 275 054 -080 200 038 -1.29
16.5 Child Poverty 0.205 138 112  -041 -054 141 408 1.09
16.6 Child Labour 0.201 228 027 034 069 15 @ 376 -0.87
16.10 Language 0.19 042 18 055 -357 169 18  -0.51
16.13 Religion 0.191 115 25 017 229 195 201  -119
16.14 Special Educational Needs 0.165 182 169 002 -158 148 -034 -2.88

Q17 Values/Beliefs - To what extent do you agree/disagree with the following statements?

17.3 Parents Have Right to Choose Schools 0.201 19 102 117 193 037 372 0l
17.4 High Expectations for All Students 0.133 214 092 074 -277 075 -147 -0.34
17.5 High Expectations for All Staff 0.136 194 205 074 -248 111  -080 031
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Chapter 7 Discussion

7.1 Introduction

This chapter discusses implications arising from the interpretations of the data analysis. It
examines selected insights from the literature and reflects on methodological and theoretical
frameworks used in this research. The aim of the study was to understand how Nepali school
leaders develop ideas, understanding and practices of social justice leading to improvements in
their leadership. The extent to which the aim has been achieved is first explored by revisiting
the research questions and then by describing how the research contributes to knowledge and
understanding for social justice leadership in Nepal. The opportunities offered through the
interpretive phenomenological framework and narrative enquiry are explored as part of
leaders’ personal and informal professional development. Proposals for future professional
development and training are then outlined based on data findings and insights from the
application of the theoretical and methodological frameworks. The implications of the
Capability Approach for school leaders in Nepal are examined. Finally, | propose a model that
provides a framework to consider the interrelationships between these key themes illustrating
the central importance of head teacher capabilities and how they support the development of

more effective educational leadership for social justice.

The discussion of the implications is deliberately selective rather than attempting to be
exhaustive in the further interpretation and application of the findings. The sheer volume of
data and myriad of issues is too great to allow adequate discussion of all implications within
the constraints of the word limit for this doctoral thesis. Nevertheless, the areas presented are
designed to be a synthesis of key themes leading to a coherent interpretation of educational

leadership for social justice in Nepal.



155

7.2 Implications of research question findings

What are the key influences and experiences that shape Nepali school leaders’

understanding and attitudes of social justice leadership?

There was consistency across the focus group data, survey findings and interview narratives
indicating the shaping of social justice understanding is clearly and strongly influenced by both
personal and professional experiences. Furthermore, informal and formal experiences were
equally important. However, within these headlines of agreement specific formative
influences at the individual level occur in different ways and contexts as revealed by
interviewees. For instance, Sunil spoke in detail how his mother’s example deeply affected
him as a child. Anu described how she felt as a female in a male dominated family, she was
sent to the local public school unlike her brothers who were offered private education. Sita
and Kedar (and others) spoke of their frustration in school as they were forced from the front
to the back benches in class. The importance and implications of formative influences on
school leaders is under-researched and deserves significantly more attention. A few studies,
for example Sugrue (2005) and Taysum and Gunter (2008) look at formative influences in a
wider context. It is not simply about acknowledging the importance of formative influences on
shaping each person’s character and outlook on life. That is important for everyone. This
research further emphasises the need to encompass the impact of personal formative
influences on professional lives of school leaders specifically linked to the education of
children. | would argue, this is different to other careers, in that explicit modelling and
promotion of justice and elimination of injustice are central to the role and responsibility of

educators and educational leaders.

In terms of training and professional experiences, focus group and survey data indicated
personal and early influences were equally important. However, interviewees provided few
examples to illustrate the influence of training and professional experience. Hari’s college
experience heightened his sensitivity enabling him to identify and attempt to eliminate
discrimination and marginalisation of others. Usha spoke of how her leadership was shaped by
working with community groups. Some interviewees indicated the lack of training
opportunities for leaders. The data suggests that teacher or leadership training and
professional development opportunities are extremely limited in Nepal. Furthermore, the

repertoire of informal collaboration and mentoring, use of role models and so on are not at
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the forefront of these school leaders’ daily experience, although Sunil and Rashmi both
mentioned the positive influence of colleagues or mentors. While there is very little research
on leadership training in Nepal, professional development of leaders for social justice is
expanding considerably in international educational research (Bogotch and Shields, 2014).
Analysis of focus group data revealed heads from a disadvantaged upbringing claimed their
main social justice influences arose in early family and school experiences. Whereas, heads
from a more advantaged upbringing indicated that later teacher training, early career
experiences and leadership shaped their social justice understanding. This dichotomy was
partially evident in the interview narratives but was less distinctive. The implications and
impact of formative influences and experiences on an individual leader and the relationship for

training and professional development are addressed later in this discussion.

How do Nepali school leaders apply social justice principles in their leadership

practice?

Head teachers were asked to identify their priorities for social justice and encouraged to
reflect on their practice and how they tackled injustices. Agreement across the focus group,
survey and interview data was evident and responses were rich and varied. Heads' practice of
social justice was mostly student-oriented and practical, first revealed in the focus group
discussions. Interviewee data reveals similar patterns, for example, Usha described clothing
and equipping the poorest students in her school, thus tackling injustice directly and explicitly.
Naresh, intensely affected by his own childhood experiences, was determined that his
students will have opportunities to access extracurricular visits and activities. These concerns
resonate with those studies of social justice actions that result from their own prior experience
(Bush and Middlewood, 2005). Anu, profoundly aware of child protection issues, engages
actively with parents at least monthly. Ajay spoke of his struggle to engage effectively with
parents and make them appreciative of education and supportive of their children. Heads
described actions that were mostly reactive involving the micro-managing of issues directly
with people or across the organisation. However, some heads adopted a more pro-active
leadership-oriented practice. For example, Sunil explained the importance of his actions for
social justice setting an example to his staff, that they can follow. His treatment of everyone

must be consistent.
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Leading and managing interactions for social justice at the micro and meso level is critically
important. Marginalised and disadvantaged groups are particularly vulnerable to external
forces that require standardisation in education e.g., imposition of curriculum or requirements
to teach in Nepali or English rather than local indigenous languages. Acknowledging injustices
is the first step. Taking steps to address issues is significantly more problematic. Head
teachers in this research often acknowledged the injustices perpetuated by lack of parental
support. The parents were seen as the barrier and most heads felt the solution might be to
confront them. In the examples above, Usha is more strategic at a micro-political level than
for instance Ajay (Ryan, 2010; 2016). She confronts the lack of employment and poverty that
prevents parents supporting their child’s education. Usha is addressing the system that
impacts badly upon the parents which consequently creates injustice for their children.
However, Ajay continues his attempts to engage parents without being able to change their

context.

There are several implications arising from this data. First it indicates most head teachers
conceptualise their often-reactive practice in terms of students’ welfare and inclusion.
However, there is evidence of most heads also conceiving practice in broader terms of
leadership, evaluating barriers to social justice and working with other stakeholders. However,
what is not said or implicitly acknowledged is often as important as what is explicitly identified.
Performance management of teachers, head teacher self-evaluation, dealing with internal and
external corruption and other leadership and management roles were explicitly acknowledged
by a small minority of heads in the surveys and interviews. Heads may be naturally cautious or
reluctant to draw attention to these issues. Alternatively, the approach used in this research

may need to be adjusted to elicit head teacher views on these sensitive issues.

What future opportunities for promoting social justice in Nepali schools are envisioned

by school leaders, and how do they see such opportunities being realised?

Survey responses and narratives focusing on ideas and suggestions for a more socially just
educational system indicated this was the most challenging question in the research. The task
required Nepali heads to think beyond their own remit and have a wider conceptualisation of
social justice. As Wang (2016) noted, once head teachers reconceptualise their understanding
of social justice, they become more adept at developing effective strategies for social justice
practice. This reconceptualisation of social justice requires heads to envision outside the

immediate needs of their own context and students. It requires a conceptualisation that
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understands other key stakeholders, teachers, parents and those in the community tasked
with school governance. As seen in the previous section, leadership and management of
teachers and wider strategies for social justice were not explicitly identified as priorities by
most heads. Focus groups, survey respondents and interviewees were able to articulate some
of the barriers and difficulties they faced. For example, the difficulties of engaging
stakeholders, especially parental involvement. However, apart from Usha’s focused efforts,

ideas or strategies to facilitate parental involvement were not forthcoming.

Of all the interviewees Naresh was the most expansive reflecting on current problems and
future solutions. He and Dinesh analysed the impact of government policy and action and
both expressed their thoughts on how government might be more effective. Ram and Sita
both reflected on the benefits of a broader more inclusive curriculum to create more social
justice. The implications of these insights and the interpretation of head teachers’ ideas for
improving social justice leadership, summarised in Figure 6.3.a, are further examined in more

detail in the subsequent sections.

7.2.1 Contribution to knowledge and understanding

The data findings and interpretations cannot claim to be representative of the wider Nepali
head teacher population. Nevertheless, the exploratory and indicative trends, patterns and
insights gained are presented for a wider discussion and interpretation of social justice
leadership in Nepal. To that extent, with appropriate caution, transferability of the findings to
other leadership contexts in Nepal may be applicable as a form of naturalistic generalisation
(Stake and Trumbull, 1982). Despite the small scale of this exploratory study, the insights and
understanding of social justice leadership in Nepal’s context have potential to contribute,
albeit in a small way, to other comparable developing countries, as well as in the increasingly
important field of wider international and comparative education research. At the very least it
identifies important gaps in understanding of the importance of a wider range of influences
and their impact. Meanwhile, some of the patterns and underlying themes arising from this
data make a small but important contribution to knowledge of social justice practice for

further consideration by head teachers, policymakers and researchers.

Assuming naturalistic generalisation, the interpretation of findings in this context are
potentially of direct significance to Nepali school leaders in all sectors. The findings also

suggest that other stakeholders, including those in the local communities responsible for



159

school management, governance and NGOs working for aid agencies can play their part in
facilitating an environment for heads to become more effective in making positive
contributions. The important role of parental support has been repeatedly highlighted by
head teachers in their quest to achieve social justice for their students. This priority is one
found in other research e.g., Day and Gurr (2016). In addition, government policy makers at
local, provincial and national levels may be able to interpret this data to formulate policy more

appropriately to the broad range of factors that may hinder or help social justice leadership.

Caution must be exercised in drawing conclusions from the quantitative data given the
relatively small sample. Nevertheless, the analysis undertaken is sufficiently robust enough to
identify trends and patterns of different responses by different groups of head teachers
(Nzabonimpa, 2018). The rankings by different head teacher groups revealed considerable
agreement in most instances, however, important differences of emphasis were evident in two
key areas: heads’ years of experience and geographical location. To a lesser extent gender
differences were evident (see Figure 7.2.a). It must be stressed that differences highlighted
within these groupings do not automatically indicate a causal effect. There may be chance
results and other unmeasured or unidentified confounders. However, the data raises
interesting questions about patterns and trends that deserve further discussion. These are
reviewed in the later sections on leadership perspective, professional development

opportunities and links with capability development.

Gender
Years of
experience
Social justice
understanding
and practice
Geographical Other

factors

Figure 7.2.a Relative influence of head teacher attributes, experience and location on social

justice understanding and practice.
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The overview of empirical data and review of relevant literature confirm that Nepali society, its
schools and people are significantly exposed to Bufacchi’s (2012) three dimensions of social
injustice: maldistribution, exclusion and disempowerment. The research findings reveal
complex and wide-ranging head teacher understanding and practice of social justice in both
personal and professional contexts. Heads’ understanding and practice of social justice have
been shaped by a multitude of personal, professional, informal and formal influences and
experiences. Furthermore, head teachers’ suggestions and insights to enhance social justice
and minimise injustices within the Nepali educational system are diverse. Despite the
complexity and variety of responses systematic coding of all the data reveals two key
propositions that have implications for how head teachers in Nepal and other similar settings
may be assisted in their social justice leadership. The first concerns the how heads adopt
perspectives of leadership, whilst the second relates to how these perspectives are articulated

and more importantly then acted upon.

7.2.2 Micro, meso and macro perspectives on social justice leadership

For many head teachers their primary social justice focus is restricted to immediate events and
relationships characterised as personal and individual, a micro-perspective of leadership.
However, some head teachers extend their focus and relationships to include other
stakeholders and organisations in their local community. These would be examples of a meso
perspective of social justice leadership. For many this is first expressed as organisational
leadership and is restricted to their own school. For some, the meso perspective is extended,
becoming system leadership where their social justice concerns recognise the importance of
engagement in the wider community. A smaller group of head teachers have a social justice
focus that goes beyond their immediate relationships and local schools. In this macro-
perspective heads are making links with wider socio-economic, political issues, perhaps
engaging with policy and strategy at higher levels, interacting with those responsible for
national leadership of education. These perspectives are profiled in Figure 7.2.b and are

directly based on the interpretation of data findings shown in Figure 6.3.a.
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Figure 7.2.b A model of Nepali head teachers social justice leadership perspectives. Based on
interpretations of survey and interview data findings.

These perspectives are not unexpected and would be evident in an analysis of many leadership
issues regardless of culture or context (Miller, 2017). However, the focus, emphasis and extent
of Nepali heads’ micro, meso and macro perspectives on social justice are not simply an
indication of social justice understanding, practice and ability to envision change. Heads’
responses provide a profile that enables and individual or groups of leaders to critically
evaluate their own position. Furthermore, these profiles are useful for policymakers and
researchers enabling them to make appropriate plans that respond to the nature and level of

micro, meso and macro indicated.

The second key proposition, how perspectives are acted upon, emerges from the analysis of
interviews using Goodson’s framework of narrativity and understanding of courses of action.
As indicated earlier this framework classifies head teacher narratives as description or
elaboration (Figure 4.6.a). Whether a head adopts a micro, meso or macro perspective their
articulation at any level may be simply one of describing events, contexts and attitudes.

Alternatively, response may include reflection, analysis, ideas on change to address social
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justice. Furthermore, whether head teachers are in describer mode or elaborator mode their
narratives can be further analysed to elucidate the extent of their social justice practice, i.e.,

the level of action resulting from either their descriptions or elaborations.

7.3 Applying the phenomenological interpretive approach and

narrative enquiry different ways

This section first discusses the value of how interviewees’ narratives are revealed. It then
considers how understanding the meaning if the narrative analysis has different benefits for
the heads. The three-part phenomenological interview structure successfully facilitated the
construction of head teacher social justice narratives, providing heads with a coherent means
to critically evaluate their approach to social justice leadership. An additional advantage of
this approach to develop reflective practitioners emerged as a by-product of the research and

is further explored later in relation to in professional development.
7.3.1 Narrative enquiry approach

What do the narratives of the twelve head teachers reveal about their description and
elaboration of social justice or their propensity to take courses of action for change?
Goodson’s narrativity framework (2013) is designed to map each head’s narrative into one of
the four groups: scripted describers, armchair elaborators, multiple describers and focused
elaborators. This framework is especially powerful in creating an in-depth analysis of
leadership, differentiating how each leader is located in terms of description, intention and
more importantly action. However, in my analysis a modified application of the framework
was used recognising the fact that each interview was only a short glimpse into the heads’ life
stories, their social justice experience and practice. During the mapping of heads’ narratives, it
became apparent that different elements of their stories occupied different categories within
Goodson’s narrativity framework. For example, whilst some heads may be a focused
elaborator on social justice development through parental involvement they may be more like
scripted describers when speaking of their professional development needs. Rather than
ascribing a narrator into one aspect of the framework the option of exploring how different
key themes, e.g., attitudes to social justice, professional development requirements could be
used instead. By adapting how Goodson’s framework is used to explore different elements of

a person’s narrative there several benefits. First a profile of an individual’s approach to social



163

justice leadership can be constructed. This is valuable not only for the researcher but also for
the head teacher’s own professional reflection, in this case their social justice understanding
and practice. Furthermore, by using the framework to analyse across a group of head teachers
it creates opportunities to evaluate educational leadership capacity overall. It can pinpoint
strengths and limitations to formulate an agenda for professional development in a variety of
formats, this is discussed later. Using the narratives to identify turning points in the personal
of professional lives of heads, identifying those key transitions responding to policy or other

external factors is helpful (Biott et al., 2001).

There are similarities between Goodson’s narrativity framework and Pherali’s (2016)
application of Aronwitz and Giroux (1993) ideas on treating teachers as intellectuals. In this
model, planning and designing are linked with implementation and execution of educational
practice across four ‘intellectual’ categories. This provides an additional view of how Nepali
head teachers think and plan action for social justice. Hegemonic intellectuals, like scripted
describers, are fixed by virtue of a normative role defined by their gender, caste or political
allegiance. Social justice courses of action are misaligned, restricted or suppressed. These
intellectuals align themselves with the dominant views in society and seek actively to maintain
that dominance. Accommodating intellectuals, or multiple describers, allow the status quo to
be perpetuated without engaging critically or politically, they adapt to different situations
accordingly. Critical intellectuals, like armchair elaborators, will critique existing thinking and
ideology, but do not feel justified to facilitate change. For them, analysing and acknowledging
social justice issues is sufficient, enacting or promoting change, as Bogotch and Shields (2014)
demand, is simply not part of their approach. Finally, transformative intellectuals or focused
elaborators are characterised by self-criticism, a willingness to engage with change that is

carefully justified and explained in terms of ideas and enacted through sound strategies.

7.3.2 Scripted describers

| would not categorise any of the interviewees as scripted describers. However, elements of
their narratives reveal frustration with what they perceive as barriers to their effectiveness or
for their students to succeed. These were expressed in negative oversimplifications rather
than evaluating issues more precisely. For example, parental support was a key concern for
most heads. Kedar said, “Parents think that they’ve sent their children to the school and their

jobis done.” Ajay was more emphatic, “The [parents] do not even care if the child comes to
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school.” In these instances, such generalisations are a form of scripted description. The value
of the analysis for the head teacher or researcher is to be able to map the nature and depth of

the description offered.

7.3.3 Armchair elaborators

Each interviewee gave examples of social justice actions; therefore, none could be simply
characterised as armchair elaborators. Whilst each interviewee evaluated social justice
concerns, they did not necessarily act upon them. Sunil explained he was aware of corrupt
misuse of resources by one head blatantly forging receipts on government grants but acting on
this was problematic. There were also instances where heads critiqued issues not directly
within their remit. For example, Bharat lamenting on the existence of child labour and the fact
that communities conveniently ignored and deplored the problem at the same time. Rashmi
acknowledged that her own students and parents used other children to work as servants in
their homes. Identifying and deploring an injustice cannot always be followed by a course of
action to change it. However, should leaders take a step further? It could be argued that
heads should at least raise concerns and teach others about the social injustice even if they are
unable to directly address the cause and eliminate it as reported by Richardson and Sauer’s

(2014) Dehli study. Nevertheless, these difficult situations should not be underestimated.

7.3.4 Multiple describers

This category is particularly applicable to heads’ narratives since they covered multiple aspects
of their social justice thinking including personal and professional comments. Here the
magnitude and range of social justice concerns were being acknowledged but strategies to
address the issues were not fully or coherently developed. Head teachers described the
importance of engaging with all stakeholders, parents, School Management Committee, local
communities but practical or strategic suggestions to achieve change were limited. For
example, Ram described how he saw heads as catalysts for reforming of curriculum and
societal attitudes but did not develop any specific ideas to explain how this might be realised.
Professional development needs were identified by most heads. Whilst they could identify
and describe their professional needs in their narratives, they did not elaborate details. This

may be due to the limited provision of professional development in Nepal.
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7.3.5 Focused elaborators

Usha operated as a focused elaborator at a micro and meso perspective level in her evaluation
of students’ health problems and her resourceful actions, using local medical students to
provide care and treatment. Equally she was imaginative in addressing poverty issues. By
arranging employment for single mothers in the local community it enabled children to attend
school. Kedar was creative in his approach to providing CPD for his staff, visiting other schools

to observe good practice, in the absence of other formal training opportunities.

Naresh’s narrative demonstrated focused elaboration in several instances. For example, he
evaluated the long-standing issues with political interference in the country and drew
attention to the lack of funding from the government for any form of effective professional
development for social justice in schools. His analysis resonated with many respondents in the
survey. However, he went on to propose an alternative solution rather than blaming the lack
of funding. He believes that the solution to professional development for social justice can be

found locally and regionally in the schools themselves.

Dinesh reflected on the impact of the civil war and described the transition Nepal was
undergoing. He considered the new constitution as a key opportunity generating a discussion
and new possibilities for government to introduce regulations. These could encompass
defined provisions, rights and responsibilities for head teachers, providing a visible authority
that they could exercise to address social injustice. Although his elaboration did not include
details of the ‘provision’, his thinking, at a macro-perspective level, clearly linked the

aspirations of the Constitution with the requirement to empower school leaders.

7.3.6 Overview

Using the narrativity framework to categorise an individual or aspects of their work has its
drawbacks. Apart from the danger of over-simplifying complex matters, labelling may have a
negative impact. If the narrativity framework is to be used as a tool for personal and
professional reflection, ‘scripted describer’ and ‘armchair elaborator’ may have pejorative
overtones. It suggests limited thinking or being detached. Alternative simpler labels may be
more appropriate. In addition, assumptions about description and elaboration need to be
further examined. For example, the process of description should not be underestimated.

Description is a crucial and important preliminary feature leading to elaboration. On the other
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hand, elaborations based on imported or imposed thinking may not address contextual
challenges effectively or appropriately as Regmi (2015) and others have noted. Meanwhile,
elaboration established from narratives of experience and reflection develop leadership
capacity and capability. These are likelier to lead to courses of action appropriate for the
cultural and contextual challenges in Nepal. Elaboration of social justice in education must be
translated into practice. This can take many forms starting with direct micro-perspective
actions to address specific injustices. The course of action taken may include some informal or
formal professional development enabling future leadership to express more effective actions
for social justice. In this way head teachers’ capabilities are developed further facilitating

wider meso and macro-perspectives to be developed.

Head teachers may be positioned in one or more of these categories but the likelihood is that
they occupy all quadrants at different times depending on their capabilities and other factors
that limit or enhance their opportunities and commitment to move from description to

elaboration.

As indicated in the methodology section this approach does not focus simply on an attempt to
capture the ‘what’ and ‘when’ of each leader’s story but is designed to explore the ‘how’ and
‘why’ issues of their development and practice. By revealing the nature of a head teacher’s
thinking on social justice the narrativity analysis has further benefits. It may contribute to an
understanding of how professional development may prepare educational leaders for
leadership of social justice. It should enable individual leaders to be more reflective about
their life history and how it shapes them developing an emphasis on the reflective practitioner
as an ideal form of professional development. As noted earlier important differences of
perception exist between some groups of heads, male and female, those with different lengths
of service and according to geographical location. Using narrative analysis with these groups
may be helpful in further understanding why differences occur and provide suggestions for
more specific and appropriate professional development according to the attributes and

experience of the heads.

Despite the passage of thirteen years, the impact of the conflict is still present if not
articulated explicitly by this group of head teachers (Bohara et al., 2008). Participants in the
focus groups appeared to be reluctant to address these issues. However, survey respondents
identified the political ramifications of corruption, interference and most importantly, the lack

of trust left as part of the Maoist conflict’s legacy. This was picked up by Naresh in his
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reflections. This is a sensitive area that may require a different approach to establish the
ongoing influence and impact of the conflict (Pherali, 2011; 2013). The varied responses from
the different methods raise methodological, cultural and ethical implications for the
researcher. Selecting the most appropriate method to elicit data whilst being responsive to
culturally sensitive areas is an important issue. The length of experience of the head teacher

could be an important factor here

Another perspective on the importance of identifying critical formative influences shaping
social justice understanding is their impact on head teacher capabilities. To what extent are
capabilities, those opportunities or freedom to achieve social justice, enhanced or limited by
the formative experiences? By focusing on developing capabilities, the potential to achieve
better outcomes, or what Sen describes as ‘functionings’ is not only of relevance to learners,

but to teachers, leaders themselves, parents and others in the wider community.

7.4 Professional development for social justice leadership

Professional development for social justice leadership should not be restricted to formal
training organised by government and other training bodies. Head teacher respondents in this
research identified the dearth of opportunities for continuing professional development.
Furthermore, they indicated that even where training was provided it had little influence or
impact on their social justice understanding or practice. The implications for developing
training and professional development for head teachers suggest three ways forward based on
the data findings and the circumstances and contexts that Nepali head teachers work within.
The three suggestions offered respond to suggestions from the respondents in this research,
reflect insights from the literature review and offer pragmatic solutions for practice in a
developing country with limited resources. Furthermore, these proposals are designed to
enhance the capabilities of head teachers in meeting the systemic nature of social justice

problems and to address the range of solutions identified by heads in section 7.2.2.
7.4.1 Informal professional development

Empirical findings demonstrate the value of personal critical reflections and how these might

be explicitly acknowledged as informal professional development opportunities and resonate
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with Griffiths’ view (2014). The interpretive phenomenological approach enables heads to
describe and elaborate their stories. Being a describer is an important starting point for
identifying social justice concerns. Developing as a reflective practitioner and accessing
informal mentoring opportunities are powerful ways to move leaders from describer towards
elaborator mode and then to operating as a transformative intellectual. This process of
experiential learning should be valued as an important aspect of professional development.
Engagement with one’s own story using the three-stage interpretive phenomenological
framework could form part of a professional reflection either individually, in small informal

groups or informal mentoring.

In a poorly resourced country like Nepal, encouraging head teachers to utilise opportunities as
reflective practitioners is not only cost effective but also an efficient and productive form of
professional development. The experience of the focus groups in this research indicates the
value of sharing professional experience. Opportunities for female heads, as the minority
group in leadership, to have a separate space would be beneficial especially for less
experienced and newly appointed heads to have more established female role models

(Torrance et al., 2017).

7.4.2 Collaboration and mentoring

Collaboration and mentoring as professional development opportunities may be quite informal
as Kedar, one of the interviewees described, using local schools for his teachers to gain ideas.
Collaborative informal networks are beneficial and allow learning locally, between different
individuals, involving heads of both genders, varied years of experience within the same
geographical contexts and facing similar but perhaps varied circumstances. The research
findings tentatively suggest that the use of collaborative and mentoring strategies is under-
utilised in Nepali schools, although evidence from some heads indicates its value for
developing social justice understanding and ideas for better practice. This is particularly the
case for female heads featured in this research, as they placed greater importance on
mentoring and informal opportunities for professional development. There is good evidence in
wider literature regarding the benefits of local collaborative practice enabling school
improvement that is adaptable in most cultural contexts (Middlewood et al., 2017). The
sharing of narratives on social justice and leadership through local mentoring or collaborative

meetings would be a manageable and practical professional development requiring the
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minimum of resources (Insana et al.,2014). Again, Spindler and Biott’s (2005) ideas on
immediacy and distance could be used to evaluate the benefits and limitations of mentoring

by more experienced head teachers with less experienced colleagues.

7.4.3 Formal training and continuing professional development

Under the new decentralised province arrangements, the Nepali government have an
opportunity to consider alternative structures of central, regional and local head teacher
training. Rather than top-down neoliberal reforms expected by the World Bank and others,
the Nepali government could seize the opportunities to develop their decentralisation policies
and processes as advocated by Daly et al. (2019). This may allow for the development of more
realistic and appropriate future plans for education, contextualise the key social justice issues
and identify the way forward with better provision for the professional development of
leaders. Evidence on the value, strengths and pitfalls of leadership development programmes
in international settings is helpful (Oplatka, 2009; Hernandez and McKenzie, 2010; Hynds,
2010). Under the new Constitution there is the opportunity to develop a national conversation
on inclusion and principles. However, decentralising the control to the provinces, for example
to manage curriculum and training for head teachers and opportunities for School

Management Committees to reconsider their role.

A standardised package of professional development, centrally controlled and designed, may
simply create scripted or multiple describers. Findings on the analysis of head teachers in
different provinces suggest approaches to professional development should be flexible,
responding to specific needs based on geographical locations that capture the myriad of
cultural and other context specific characteristics. Rather than a hierarchical provision a
structure with different purposes at each organisational level could be created. An
overarching vision of policy at central level with substantial CPD control to be based at the
province and the district level. By avoiding a prescriptive approach head teachers’ capabilities
would be enhanced and a blend of informal and formal models of collaborative practice have
more chance of success at local and regional levels. This is especially true if the agenda for
identifying needs of school leaders and social justice for education is made locally by the
communities themselves rather than following a national blueprint. Adopting Bush’s approach

on leadership preparation and induction is worth considering (2018). Additionally,
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professional development for leaders with different lengths of experience and according to

gender should be considered according to the wishes of head teachers locally.

7.5 The Capabilities Approach

The value of Sen’s Capability Approach is increasingly appreciated as an important framework
for educational contexts (Walker and Unterhalter, 2017) though research has primarily focused
on developing capabilities for learners (C.S Hart, 2014; Gale and Molla, 2015). In this study the
critical evaluation of Sen’s thinking was examined to understand how it informed the process
of achieving a socially just society through educational leadership. The development and
implications of heads’ capabilities, enhanced or constrained by personal and professional
contexts, became apparent during the data analysis and following reflection of literature. One
of the attractions of Sen’s Capability Approach is that it focuses on the centrality of social
justice and allows for broad interpretations of the ways in which opportunities and freedoms
may be realised to achieve a more valued life experience. It does not prescribe a precise
formula for each capability but recognises the importance of cultural and contextual
differences. Sen’s basic capability, ‘being educated’, encompasses a more meaningful
appreciation and understanding of ‘good’ education, beyond enrolment figures and
examination outcomes; measures commonly used to evaluate education. Sen’s approach,
therefore, respects local context and culture and is applicable to all countries including Nepal.
If developing capabilities are good for learners then it is appropriate to apply this rationale for
school leaders. The realisation that personal and informal experiences play a crucial role in
developing social justice practice demands an understanding of how school leader capability is
enhanced or limited by such experiences. What differences in head teacher capability develop
according to head teachers’ gender? How does length of experience or geographical location
impact on a leader’s capabilities? The following section discusses how the empirical data may

be interpreted to understand capabilities required for effective leadership for social justice.
7.5.1 Head teachers’ capabilities for social justice

Sen does not directly identify or promote specific capabilities directed towards educational
development. He simply identifies a basic capability, ‘being educated’, and explains how this
may lead in different ways to achieving a more valued life. However, Nussbaum (1993),

developing Sen’s ideas, articulates ten universal, normative capabilities that connect to justice
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and education (Table 7.5.a). Although the universal capabilities are separate and distinct with

their own equal importance, they are also related to each other in complex ways.

| have selected four that may be viewed as being particularly pertinent to education and

leadership to explore the nature of capability and educational leadership. First Nussbaum’s

universal capability is re-articulated as a headteacher capability and how this would be

Table 7.5.a Nussbaum’s universal capabilities and head teachers’ capabilities for social justice

Nussbaum’s
examples of
universal capabilities

Head teacher capability
for social justice
leadership

Nepali head teacher examples of social
justice capability through thinking,
planning and actions

Senses, Imagination
and Thought

Leader free to imagine,
think and reason;
culturally aware; having
freedom of expression
especially for educational
and political matters.

Respondents demonstrated a willingness
to express themselves freely on social
justice matters. They identified, through
self-reflection, a range of student-centred
injustices. Heads’ self-reflection based on
their prior experiences and ability to
apply these thoughts imaginatively to
their professional practice.

Practical Reason

Leader able to use
conscience to think
critically about good and
evil.

Respondents’ awareness of social
injustices in their own personal and
educational contexts. Their ability to
critically identify courses of action in their
position as educational leaders to
promote social justice, e.g. working to
eradicate the injustice of corporal
punishment in school.

Affiliation

Leaders able to
collaborate and work
with education
stakeholders and through
such interaction generate
sympathy, compassion
protection and justice.

Most respondents expressed a strong
desire to work more closely with parents.
Some head teachers described the value
of working collaboratively with other
head teachers, but few undertook this
practice. However, the willingness to
affiliate with this research was self-
evident.

Control Over One’s
Environment

Leaders able to
participate in controlling
strategy, policy, resources
in their own schools; able
to make free choices with
teachers, parents and
others to promote
education.

A few Nepali leaders expressed a desire
to be consulted for national policy. Most
heads identified the negative impact of
political control at local level, implying
their need to be free to control their own
educational environment. E.g., Leading
and controlling a more appropriate
curriculum.
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characterised for social justice leadership. Next, | select examples from the empirical data that
serve to illustrate the headteacher capability through thinking, planning and actions in each of
the four cases. By mapping these capabilities against the empirical data in this study two
important outcomes are considered. First, notions of what might constitute head teacher
capabilities for social justice leadership emerge that may be applied in a variety of contexts.
Second, by examining evidence of Nepali heads’ expression of these capabilities or the actions
and outcomes resulting from capability, a head teacher may become more explicitly aware of

how to use these capabilities more effectively to achieve social justice.

These insights demonstrate the critical importance of capabilities in leadership. There are
important links to head teachers’ perspectives outlined in section 7.2.2 and summarised in
Figure 7.2.b. The relationship between these capabilities and the leadership perspectives are

further discussed in section 7.6 later.

7.5.2 Developing other stakeholders’ capabilities

It is not possible to review the implications of capabilities for other stakeholders in detail.
Students’ capabilities ought to be the central priority as these are critical for enabling these
learners to take full advantage of the potential of education. Leaders in this study particularly
stressed the imperative of working with other key stakeholders, especially parents, but also
teachers, those specifically involved in School Management Committees and others in the local
community. Every stakeholder, whether learners or leaders, will possess different levels and
types of capability that impact on others thus limiting or enhancing opportunities for the
realisation of social justice in the community. Sunil’s chiding of the parents who did not value
their daughter’s attendance at school is just one example of the dilemma when a capability
offered in school is then taken away by home. Head teachers’ capabilities are either enhanced
by the support of their School Management Committee or limited by its inadequacy or
inappropriate interference. Collective responsibility with shared social justice values is
critically important. Furthermore, the context that head teachers share with other

stakeholders is also a crucial factor impacting on capability development.
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7.6 Summary

Educational leadership for social justice is complex. Based on insights from the literature
review this study suggests that social justice leadership requires three fundamental elements

to be effective. Leaders must first recognise and understand injustices as exemplified by

r ™

Focused elaboration High courses of action

Immediate Wider
context context

Educational
leadership
social justice
understanding

Life history, and practice Professional, schools,
personal, family, society, policy,
school, local government

Capabilities -

opportunities

and freedoms
to achieve

Personal and Professional

professional development

reflection - and training -
narrative mentoring and
enquiry collaboration

Scripted description Low courses of action

p v

Figure 7.6.a Model for development of educational leaders’ social justice understanding and

practice.
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maldistribution, misrecognition and misrepresentation. Secondly, they must appreciate that
educational injustices are embedded within the structures and culture of society. Finally,
leaders are responsible through their agency and actions to facilitate insights and then realise
systemic change for social justice through Fraser’s concept of redistribution, recognition and
representation. Using this working definition of social justice leadership and the interpretation
of empirical data findings a model for developing educational leaders’ understanding and
practice of social justice is proposed, Figure 7.6.a. The model is focused on five interrelated
elements that shape both individual school leaders’ understanding and practice of social
justice and school leadership capacity more widely. The five elements are: context, impacts of

heads’ personal and professional lives, heads’ capabilities and educational leadership.

Educational leadership does not happen in isolation, the immediate and wider contexts impact
on all aspects of leadership. Schools and leaders are subject to historical, social, political,
economic, cultural and other contextual factors creating either barriers or facilitators for
change. Research findings suggest that personal and professional experiences, including the
process of reflection through narrative enquiry, have a key role in shaping understanding and
practice of social justice leadership. These are as influential as the more formal professional
development and training opportunities, which in Nepal are very limited. Crucially it is the
combined impact and influence of these personal and professional development opportunities
that shape head teacher capabilities. It is these capabilities that translate as opportunities and
freedoms for head teachers to make a difference in their school leadership, including
leadership for social justice. Where the heads’ capabilities are limited courses of action and
leadership opportunities are constrained. Evaluations of social justice challenges are scripted
and restricted to description. Conversely where capabilities are extended, courses of action
and leadership opportunities are extensive. Social justice evaluation is based on focused

elaboration, demonstrating insight and understanding.

Leaders are shaped by a multitude of personal and professional influences, creating
opportunities and freedoms or barriers and resistance for change. The impact of the barriers
and facilitators will depend on the context. The findings in this research indicate that at the
micro-perspective level, where head teachers are directly interacting at a personal level with
students and staff, they may feel they have greater capability or more freedom to control, lead
and manage. At the macro-perspective, head teachers express frustration and concern with

government policy and lack of support for training and professional development. There is
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little evidence in the findings that head teacher capabilities are enhanced by government
policy or through national level professional development. In the middle of these two
extremes, the meso-perspective, a more mixed set of circumstances are indicated by the
findings. Some heads develop their capabilities though participation in informal mentoring
and collaborative practice. Interaction with parents and local political structures, including
School Management Committees are currently perceived as barriers to social justice and heads

relate their frustration and concerns in large numbers.

This interpretation of heads’ capabilities and their ability to lead social justice raises
implications for practice and policy within schools, locally, at regional and national levels.
Research indicates that the ‘top-down’ models of the World Bank and other aid agencies have
limitations. Since they tend to operate on a deficit model where they import ideas and
strategies from elsewhere based on global and neoliberal ideas of social justice. These imports
do not easily take into account the local cultural contexts, nor do they adequately understand
the nature and capacity of local leadership. In the model proposed in Figure 7.6.a leadership

capabilities are built from the bottom up.

Although Nepal has made significant improvements in educational provision, there are still
serious social injustices disrupting and preventing groups and individuals from accessing basic
education. School leaders in Nepal have a central role in bringing about social justice, one that
does not yet appear to be fully understood by government, policy makers or the research

community. The vital importance of capabilities must be recognised by all stakeholders.
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Chapter 8 Conclusion

8.1 Introduction

Four areas are covered in this conclusion. First a summary of key findings focuses on how the
research questions have been addressed. Implications of the research are examined outlining
how this study contributes to the field of educational leadership and social justice. Next,
limitations of the study and difficulties experienced in the research process are reviewed. This
is essential to ensure more effective research in future studies. These reflections influence
recommendations for future research and for further investigations in Nepal. The third area
includes a brief overview of implications for practitioners and policy makers as well as
researchers and academics. Since reflection on the interface of professional practice and
academic research is essential in a professional doctorate in Education, the chapter ends with
an autobiographical reflection. This describes how my beliefs and attitudes have changed and

explores the impact on my approaches to professional practice and academic issues.

8.2 Summary and contribution to research

Research findings indicate that the influence and impact of personal and early life experiences
on educational leaders’ social justice understanding and practice are underestimated in
comparison to later professional experiences. Nepali head teachers’ priorities for social justice
are primarily student-centred and conceptualised by identifying injustices. Head teachers in
this research recognise the importance of other stakeholders in the pursuit of social justice,
especially parents. Head teacher strategies for improving social justice are mostly expressed
as micro-perspectives, however, meso and macro-perspectives were offered by some heads.
These included suggestions for collaboration with all stakeholders, ideas for curriculum
change, better professional development opportunities, more coherent government policies
and greater transparency in local politics. Respondents identified the need for more
professional development opportunities but with little articulation of specific details or plans.
The level of agreement across the head teacher samples was significant, including between

government and private head teacher views. Nevertheless, the findings indicate some small
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differences according to gender and larger differences for years of experience and across

geographical locations.

The importance of Sen’s Capability Approach for social justice became evident during
evaluation of the narratives. Analysis of findings challenges the idea that social justice
understanding is simply developed through leadership experience and exposure to
professional development. The multiplicity of formative influences that clearly have significant
impact on leaders’ awareness of social justice need to be understood and how these are
formative for head teacher capabilities. If we attempt to narrow our thinking that there may
be an ideal policy to enhance social justice understanding and practice, then we blind
ourselves to the great diversity of potential starting points and journeys that characterise each
educational leader in Nepal and their culturally-bound context as they seek to understand

social justice.

Findings from this study contribute to knowledge and understanding of educational leadership
for social justice across a range of stakeholders. Primarily it is of direct value to the participant
head teachers, further promoting practitioner reflection and the outcomes will be
disseminated through workshops in Nepal in 2020. Secondary contributions of this study for
policy, research and theory-building are more limited and cautious. Findings are informative
to policy makers concerned with implications and opportunities between leadership policy
frameworks and social justice action especially in relation to selection, recruitment and
training of school leaders. The study suggests several considerations for professional
development. Next, | would cautiously suggest that this study’s application of the interpretive
phenomenological approach and narrativity framework contributes to theory-building, albeit
in small ways. First there is value in combining these two approaches for the elicitation and
analysis of data from educational leaders focusing on the phenomenon of social justice.
Secondly, | would contend that these approaches can be adapted to support pragmatic and
transformative outcomes as professional development opportunities for leaders in a variety of
contexts. The research proposes that head teacher capabilities need to be explored further to
understand their impact on social justice leadership and to appreciate how they can be

developed by informal and formal professional development opportunities.
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8.3 Limitations of the study

Inevitably, regardless of the quality of initial planning, unexpected events have impacted on
the research process. Ideally the period between the initial focus group exploration and the
survey distribution should be shorter. Similarly, the time between survey analysis and
interviews should be extended to enable a more thorough understanding of emerging issues
before undertaking the interviews. Attempting to gather survey data across such a wide
geographical area was extremely ambitious. The inability to reach remote parts of Nepal and
engage with more marginalised populations is acknowledged. The sample of 108 survey
respondents and 12 interviewees produced interesting and compelling evidence. However,
although findings and analysis cannot be generalised to the wider head teacher population,
Nepali head teachers may find that the narratives and commentary resonate with their own

experiences of social justice leadership prompting questions and reflection.

Interviews were brief, and some conducted in busy working environments. It would be
beneficial to allocate three separate sessions for each interviewee in line with the frameworks
of Bevan (2014) and Seidman (2013). This would provide more reflection time for
interviewees and researchers, thus increasing the depth of data. Opportunities for
interviewees to control the agenda and digress from the researcher’s framework would enrich
the narratives. Further opportunities for interviewees and researcher to check the accuracy

and meaning of the data and its interpretation would increase respondent validation.

Head teachers were reluctant to discuss three important areas. The historical but important
impact of the insurgency and civil conflict was the first. Although now over 10 years since the
conflict ended political ramifications still influence educational leadership. Additionally,
current political influences, School Management Committees and corruption received some
attention, but details and illustrations were not forthcoming. The research coordinator alerted
me to these difficulties describing how government heads are subject to political interference
at all levels making it difficult for heads to comment. Finally, there was scant reference to staff

competences and abilities including those of leaders and how these produce injustices.
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8.4 Implications and recommendations for future research

Implications for practitioners, policy makers, researchers and academics are determined by
key findings and the limitations identified. Although implications for different stakeholders are
interdependent, highlighting specific challenges for each group strengthens the

recommendations for future research for educational social justice leadership in Nepal.

One key academic implication this study highlights is the complexity of working in a very
challenging and difficult context. This raises a range of practical and ethical implications for
researchers to understand Nepal’s logistical, cultural and linguistic issues and to ascertain how
to gain access to relevant participants especially considering the challenges indicated. This is

especially important to tackle the reluctance of participants to discuss sensitive areas.

Educational provision and school leadership for social justice in Nepal are under-researched
raising implications for policy makers. However, deeply rooted societal problems of injustice
cannot simply be ‘researched’. There are dangers that possibilities for future research may be
launched in all sorts of directions to satisfy externally directed policy. Furthermore, policy
makers must avoid the assumption that education is the solution for all social injustice. There
must be a coherent strategy underpinning a commitment to ensure sustainable improvements
and social actions that arise from long term policies and practices. Policy makers must
understand the capabilities and professional needs of practitioners through effective research
and consultation in developing any strategy. For the strategy to be socially just the ownership
of the vision and planning must be in the hands of the Nepalese and not be imposed or
controlled from outside. Furthermore, the selection of research priorities for policy
development must be grounded on realistic evaluations of existing educational practice and

aligned to emerging themes from new research (Bogotch and Shields, 2014).

In seeking social justice understanding for practitioners there are several routes for the future.
For example, research that continues to promote policy and practice of leadership focusing on
outcomes, responding to external agendas of agencies such as the World Bank. Alternatively,
research could focus on Nepal’s own priorities looking for opportunities and conditions for
individuals and groups of learners, teachers and leaders, focusing on capabilities. The
relationship of capabilities to school leadership and their role in realising social justice in
education is worthy of more detailed research. This study tentatively suggests a model

whereby capabilities of school leaders are enhanced or constrained by a combination of
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personal or informal influences and professional or formal experience. In-depth case studies
of head teachers in Nepal, for example by gender, or for leaders at different phases in their

career could be used to identify head teacher capabilities and how they may be enhanced.

Geographical factors are a key feature shaping heads’ understanding and practice of social
justice. Therefore, it is suggested that intensive future research with in-depth studies focuses
on regions and localities. More detail about the particularities of the new provinces enables
regionalised and then localised policy to be more effectively addressed. Decentralisation
implications need to be reviewed carefully as the rate of Nepal’s transformation increases
dramatically through globalisation pressures. Another issue arising from this study has been
the identification of ineffective interventions from external agencies in Nepal and other
developing countries. Research into policy, structure and organisation must be matched by
studies that seek to research individual voices of school leaders and other stakeholders.
Implications for researching the bigger picture can only make sense if the particularities of
impact on individuals is given equal status. There is great value in qualitative data studies, that
explore the detail and depth of social justice issues in educational leadership with individuals
including their narratives. Nevertheless, broader quantitative data on the educational
landscape that individuals operate within are of value to achieve triangulation in analysis and a
comprehensive understanding of the challenges and opportunities for improving social justice.
Mixed methods, as adopted in this study, combining rich detail through integrated quantitative

and qualitative data is one way forward.

Finally, as indicated earlier one of the main outcomes of the research is to offer a series of
workshops. These are primarily planned for research participants and other head teachers to
explore the findings and review the analysis and interpretation of the data. Utilising the
existing and established contacts in Nepal enables the potential impacts of this research to
move beyond aspiration. Workshops are not only valuable for practitioners in school
leadership but raise opportunities for policy makers and researchers in Nepal to appreciate the
implications of the research. Through invitation to collaborate, network and develop mutual
understanding, all stakeholders in social justice leadership may understand perspectives and
limitations affecting other stakeholders. Engaging and reflecting on current and potential
practice in educational social justice enables a deeper understanding of the implications for

provision of professional development to further support school leaders. This pragmatic and
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transformative focus is an especially important outcome for the objectives of a professional

doctorate.

8.5 Autobiographical reflection

From the outset | was aware of my inexperience as a researcher in comparison to my extensive
practitioner involvement in educational leadership. Although | reflected on being an outsider
from a Western-perspective, | now appreciate the potential for this to create gaps in trust and
confidence for gathering sensitive data. Consequently, my understanding and appreciation of
social justice challenges for Nepali school leaders has improved. | have developed more
awareness of the cultural complexities of language, gender and especially the caste hierarchy
and the underlying nuances that continue to shape thinking in this culturally diverse country.
At the outset | understood the importance of Nepal’s unique geography, its influence on daily
life and implications for achieving social justice. However, | did not fully appreciate the
magnitude and significance of these powerful geographical influences. Whilst Nepal’s diverse
terrain creates challenges for communication, transport and other important aspects of
infrastructure, | now see how it has positive effects too, building resilience and flexibility in the

people including those tasked with leading schools.

My own research journey started as an observer of Nepal, perhaps a multiple describer of
educational leadership and social justice in schools and across society. My intention through
the methodological and philosophical approach chosen, was to minimise the possibility of
becoming an outsider armchair elaborator. By gathering sufficient breadth and depth of data
and providing opportunities to give head teachers a voice, | endeavoured to reveal and
promote focused elaboration on the intersection of educational leadership and realisation of
social justice through courses of action. | understand the importance of working strategically
at the micro-perspective level, directly with stakeholders and the importance of wider
perspectives. When educational leaders recognise diversity, include the marginalised and
respect cultural differences then wider social harmony ensues, and social justice follows. Then
capabilities of school leaders, students, learners and other educational stakeholders in the
community are enhanced. | am even more convinced of the importance of pragmatism in

research to maximise effective transformation.
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The truth of the Maori proverb, “it is the people, it is the people, it is the people,” emphasises
to me the gulf between policy and day-to-day practice of education. This research journey has
confirmed my commitment to social justice, moving my thinking still further towards the
human story, especially narratives of injustice, human narratives which are too often
overlooked. Although the Nepal research experience in one sense brings me back to where |
started as a head teacher practitioner, | now have a wider appreciation and understanding of
school leadership. The role of school leaders, wherever they operate, is to ensure that
education is all about the people. Fulfilling that role enhances capabilities and social justice of

learners, teachers, parents, the wider community and not least, school leaders themselves.
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Appendix A Information to Focus Group Participants

UNIVERSITY OF LEEDS

6 November 2013

Social Justice Development in School Leaders
Focus Group Participation
Dear Colleague,

You are being invited to take part in a research project. Before you decide it is important for you to
understand why the research is being done and what it will involve. Please take time to read the
following information carefully and discuss it with others if you wish. Ask us if there is anything that is
not clear or if you would like more information. Take time to decide whether or not you wish to take
part.

The purpose of the project is to explore how the concept of Social Justice is understood, practised and
promoted by school leaders within Nepal. Internationally, the importance of fairness, equity, inclusion
and other justice-related issues are increasingly recognised by a variety of stakeholders and educational
leadership emerges as a key feature. Whilst there is extensive interest in leadership development
training programmes in many countries, there is limited research into how leaders develop their
understanding and approaches to social justice. This research is designed to explore the influences that
impact on leaders’ insights and awareness of social justice practice especially in the context of the
economic and development challenges within Nepal.

You have been approached as a current school leader. This invitation has been sent out to around 18
schools including government, private and charitable organisations in both urban and rural settings in
order to gain views from a range of settings. These schools have been selected by Mahendra Khanal, a
school principal in Kathmandu who has kindly agreed to act as a coordinator for the research in Nepal.
There will be 3 focus groups: Kathmandu (Central); Pokhara, Kaski (West); Itahari,Sunsari (East).

You are invited to contribute to a focus group discussion of between 6-8 school leaders. It is anticipated
that the discussion will take about 90 minutes in total. The discussion will be an open agenda to seek
your views and insights on the influences and experiences that have shaped your understanding and
approaches to social justice issues with reference to your educational leadership. You will be asked to
identify what you think are the key issues affecting social justice educational leadership in Nepal. Your
views will help to shape a questionnaire that will be circulated to around 250 schools in different
settings across the country.

All the information that we collect about you during the course of the research will be kept strictly
confidential. You will not be able to be identified in any reports or publications. If you are willing to take
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part in the focus group you will be asked to sign the attached consent form and to agree to maintain
confidentiality and anonymity for the other participants.

Hopefully you will find a number of benefits associated with participation in the discussion. The
opportunity for a collaborative discussions and professional reflection with peers and colleagues in
educational leadership and management may be useful. However, it is also recognised that there are
some professional risks that need to be considered. Sharing institutional and personal details that may
be ‘market’ sensitive in the competitive arena of school institutions or identification of limitations and
areas of conflict within your own organisation in relation to social justice requires careful consideration.
This emphasises the need for confidentiality within the group.

The focus group discussion will take place at a suitable school or another agreed venue in late
November or early December 2013. Travel expenses are available if required. If you require further
details about the areas for discussion then please feel free to contact myself or Mahendra Khanal.

It is anticipated that the questionnaires informed by this focus group will be undertaken in January and
February 2014. This will be followed by in-depth interviews with up to 12 individual school leaders in
March or April 2014. The research will be completed and published by September 2015. However, an
interim summary report of the key data will be made available to all participants by September 2014.

This study is part of a Doctorate in Education research degree based at the University of Leeds; contacts
for further information are as follows:

Brendan Higgins: Lead Researcher

Address: School of Education, Hillary Place, University of Leeds LS2 9JT
Telephone: +44 (0) 113 343 8389

Email: j.b.higgins@.leeds.ac.uk

Dr Michael Wilson: Supervisor

Address: School of Education, Hillary Place, University of Leeds LS2 9JT
Telephone: +44 (0) 113 343 4580

Email: m.d.wilson@education.leeds.ac.uk

Alternatively you may prefer to contact the coordinator in Nepal:

Mahendra Khanal: Research Coordinator (School Principal)

Address: Kanjirowa National School P.O. Box: 10736 Koteshwor, Kathmandu
Telephone: Kathmandu 4601000/4601183/460277

Email: kanjisl@mail.com.np

Thank you for taking the time to read through the information and for considering your participation in
this research. Please do not hesitate to contact me or one of the other contacts for further information.

Yours sincerely

' AN

Cg Brendan Higgins School of Education, University of Leeds, UK


mailto:kanjisl@mail.com.np
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Appendix B Focus Group Participant Consent Form

-
r—

o

UNIVERSITY OF LEEDS

Consent to take part in Focus Group Discussion

Social Justice Development in School Leaders - Nepal

Add your initials
next to the
statement if you
agree

| confirm that | have read and understand the information sheet, Focus Group
Discussion: Social Justice Development in School Leaders dated 8 November 2013
explaining the above research project and | have had the opportunity to ask
questions about the project.

| understand that my participation is voluntary and that | am free to withdraw at any
time without giving any reason and without there being any negative consequences.
In addition, should | not wish to answer any particular question or questions, | am
free to decline. (Please contact the lead researcher, Brendan Higgins via email at
j.b.higgins@leeds.ac.uk if you wish to withdraw at anytime. You will also be able to
withdraw any data already provided from the study.)

| give permission for members of the research team to have access to my anonymised
responses. | understand that my name will not be linked with the research materials,

and | will not be identified or identifiable in the report or reports that result from the

research. |understand that my responses will be kept strictly confidential.

| agree for the data collected from me to be used in relevant future research in an
anonymised form.

| agree that the data collected from others in the focus group will remain confidential
within the group and will be used in relevant future research in an anonymised form.

| agree to take part in the above research project and will inform the lead researcher
should my contact details change.

Name of participant

Participant’s signature

Date

Name of lead researcher Brendan Higgins

Signature

Date*

6 Nov 2013


mailto:j.b.higgins@leeds.ac.uk
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*To be signed and dated in the presence of the participant and the lead researcher Brendan
Higgins. Once this has been signed by all parties the participant will receive a copy of the
signed and dated participant consent form, information sheet and any other written
information provided to the participants. A copy of the signed and dated consent form will be
kept with the project’s main documents in a secure location.

School of Education n

UNIVERSITY OF LEEDS
Hillzry Place
University of Leeds
Leeds LS2 94T

T +44 (0) 113 343 4535
F+44 (0 1132 243 4541

FrareaTarR AT P Aqeaarsr SRR
ForameT AqeasaiEeaT arEtES =g -

HENT WUH B9 SETE0E

:1@1-11" =T |

T 1 TR T (@ B AET T St GEET 94 7 g | T 09 SEeanT ST
AT TYAEE AT YFET TET THUE (907 T 0 08 Seard A SEEniT £ ST 9EaT g |
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HAHT THER! AT

fafa :

Anonymous: I I TUT FTEEES g 0T S (F9ETe qre WS 2 99T ST AT fhamr wae |

TEHA] TAHT EEA1E7 AAFIS THF UF Gid, AHEN] 99 7 477 [didd [Faize
TEATIATS 25120 g | [T Al S0 ARUE] a2l 9960 U Jid
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Appendix C Survey

i

.

UNIVERSITY OF LEEDS

&YF AT WIS T

Social Justice in Educational Leadership in Nepal

FUT ¢: AN AT T THAT TgTeh! HEHTANAT 3 8 et TRAT
Section 1: What this research is about and your participation

Y geaATdelTer AfaTeh SfeadT AIHATTOTR FATehT TR AUTSRT RO T Taf 31T37d T FHTHT
TFIUHAT QS | ISl Sfafhar Sersen [affiest e aTeraen qerT3rearena,
gfafsraTeer Mo |

FHSTE YTed gt ATt fafdest @rer AfeTh Jorehhl Acfed T FTATSS ~ara9f gTa
TSI oAt 3TN GAS | THHT eIl AT wicfcd TIRIETOT T Forehrerept Ay T 317
el FH e Se Vet e |

TEATINATR! o1 e N egrare | forose ffTared, Raw e, forsw faratacarer,
Tgerd RIS, Sl |

This questionnaire asks about the experiences and key influences that have shaped your understanding
of social justice in educational leadership.

Your responses will be combined with those of other head teachers and principals from different
schools across Nepal.

The findings will be useful to increase our understanding of leadership and social justice challenges in
different educational systems. In addition they will provide insights to inform policy on leadership
training and development in Nepal.

Many thanks for your participation. Brendan Higgins - School of Education, University of
Leeds, UK.
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H%'QEWFIT&TUT - Data Protection

AT FRATICHAT FATE T TLATSH FRTATT TIHAT MWD | JHTC 3T3e1 TROMH G 13 g4 T
JHHAT TRTATS TTgdT ITeT Hichat e |

TE I TUTS TRATTCHRT e AT HecRaTdTeh! TRT SeAle ITof AITe 3ot T o] FFJEAD: | TEAAT
TATShT TS TTLATS Hel T HETTh IeJHTclTe! INTH IRAST | Ik Tolel dgetehl oTfar 4 faaor
JoI8aG |

All data collected in this questionnaire will be held securely. Results from the questionnaire are
entirely anonymous and you cannot be identified.

However, at the end of the questionnaire you may choose to volunteer for the interview stage.

In this case all your data will remain confidential to the lead researcher and research assistant.
Further details will be sent to those who volunteer for the interviews.

HHTYTh STTeThRY - Notes for completion

TRATIA T 7T 30—Yo THAC SIS | SISTH Fe&AehT ST Beile INehT 3T S3AT [5eh FIeg eremsiew

YIS | gl TREHT 374 TUTSS FETHOM aTaT & ST 87115 DITHUAT $oed Teie | SATCTSIAT ToTeh! 3T
JfAar T © 9o ey a1l TARSS o | UIRET TSCH T GTATSTHT Ol |

TRATAT YT FHTR! GUSHT TUISAATS bl FAIUT INTSAS | TTUTS oAl 3 ST eh THIAT ‘Fay’
91T T ANGURT FeATAT HR TRATTAAT Bebed HFe] §AS |

The questionnaire should take around 30-40 minutes to complete. Most questions just require a tick in
the circle or box next to your chosen answer. Some questions ask you to comment or briefly describe
your views. Most questions need a response but a few are OPTIONAL and marked clearly. You will be
reminded if a question has not been completed. You can save your answers at any time and return to

the questionnaire when convenient.
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HUE 2 dUTS P! sTTF9rd fagor T ufgara

Section 2: Your personal details and identity

Tt TlYeT et TSRt Ufgaet T GRrehl FFeetral] Tl | Uiged HiT 38N of deaTseh qUIRYHAT ey
@A T AUTSeR! UfRrelleT elaTe Ul gt | A yeeeh! 3R foret wTee] g o7eT Foar Ipeerser
FRAT 8T A ISR | AT TR+ IR G AT Gt el ‘A WfCelehael’ AT '3t ATgost AT
ieg Sem3 AR Teaarsgey |

The following three questions refer to your personal identity and heritage. As indicated earlier
all data is strictly confidential and you will not be identified in any form. Please tick the
answers appropriate for yourself. If you prefer not to answer these questions follow the
instructions to mark answers as 'not applicable' or 'prefer not to say'.

1.%) fRer? - Gender?

¢ HATgT — Female 3
C 13§IST—MaIe2
o

Hool dTged -- Prefer not to say 1

2.305¢ Y STAIUTATHT AUTTHT ¢ 03 ST Ui HUH & | THATS ATHITAT el JTAT
HATH TP | TUTS HTRelTs TRAHT fRiTael Fof GofAT AT3:] g2 - In the 2001 Nepal census

103 caste/ethnic groups were identified. These can be generally categorised into 3
overarching groups. Which group would you identify with as your main heritage?

C zfya-Dalit4
C SeraTe/Ae - Janajati/Madhesi 3
E’@ﬁ/&%’:ﬁ -- Bahun/Chhetri 2

31 /#HeeT dIgee -- Other/Prefer not to say 1

0. TS ' Blee] HThT S el HUAT YT TIGROT YA | 37T TUTS 'IHe]IeFeT' aT 'Hoel
AlgeoT AT Ul [og SIS HFeJges | - If you selected 'Other’ or 'Prefer not to say', please

provide further details OR if you wish mark answer as 'Not applicable' or 'Prefer not to
say'. Optional
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3.%%%%%@%3@?@ ? 3CTEIUTHT TfaY, TUTS Y aleet §7TY,
AUTERT STl T e T ST TS T I A3 g6 | TUTSeS Al 37eh SIeh 3
HIE e gfgret afel FATAL IRIH, | ATSATS Hel oflel AT IeellS 'Hoel dgere?” Hol Rlog SIM3e]
T 9 o |

How would you describe your wider cultural identity? For example the languages you speak,
your ethnic and religious groups that you identify with in particular. Include any other cultural
identity that you consider relevant. If you prefer mark this answer as 'Prefer not to
say'. Optional

Y™ 6 HRT 3: AUTEHI Tohel T ITFAT A&7 T Aqca ro1a|
Section 3: Your school and your teaching and leadership experience

4. &7 TS FEA WierehT [aeTTer T HIe 31F§"§r_65 ? -- What type of school do you work in

currently?

| e I - Government Funded 4

I To¥ai(Z)-IREATHT Heleh HE HEAT HA -- Private (Trust) including Charitable/NGO 3

Organisation
T Rt (FFTAT T AR -- Private (As per Company Act) 2
- 3T - Other 1

a. '3’ WWW%‘WWWW If you selected Other, please provide further

details:

b. TUTSH! TACATIIR FHik 3 THE THCS ? FIAT G (91 T HHGHT [KIog olaN3Jp 4. -

- What age range does your school cover? Please tick all relevant ranges.
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I qrafA$ g ¢-9 -- Primary Grade 1-5

" oy Aea A a8 &-¢ - Middle/Lower Secondary Grade 6-8
B Toe=T ATETfA$ g *-¢° - Lower Secondary Grade 9-10

- ATEafAS a8 22-¢R -- Higher/Upper Secondary Grade 11-12

[ 3 -- Other

i.' 37" Bleo] $TUHT $TT HUAT YT TaR0T &JgId  If you selected Other, please specify:

5. a1) qurder sreauenent AT S TN HIT I 3=A?  How many years have you worked in

school education?

© oy--04-6

4% --5-9-5
fo-y -- 10-14 -4
24-9Q -- 15-19 - 3

0¥ -- 20-24 -2

-

Q¥ g $eaT T -- 25 or more years - 1

0.3 JATAT it FAeATCIAAT e TRAF] HTHI S ? - How many schools have you worked in

over this period of time?

C ¢-15

3 37T &Y -- 5 or more 1
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6. ) JUTE GUTIEITS HUH Hig 9§ #A? - How many years have you been a school
principal (or head teacher) - include all schools?

~

o8 --0-46

© 4yq-595

© fo-ty--10-14 4
© 249 --15-193
© R0-39--20-242
-~

4 Y Heel §¢T - 25 or more 1

0. 3178 HFA TS ol id faeTTerd AT TeaTeATIehen! TUAT HIH TRHeF] HTH S ? -~ How many

schools have you worked in as the headteacher or principal?

~

$-15
C 2224
© 3-33
C oy-a2
-

FAC dUTS Y TIHTT Thel ----- Your current school

/. qurger [CERICRE TR EE:]) Te5? --  In which main region is your school located?

O TS -- Terai region 3

¢ 9gTs -- Hill region 2

© R -- Mountain region 1
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8. aurée faearer Tl TR (TATTS? - In which development region is your school

located?
© geraRaATe - Far West 5 © #eT aREAST - Mid-West 4

C gRaATT - West3 ¢ ®egHETST - Central 2 ¢ qaisael — East 1

9. quré Y faeTerT it 357 STelrgfee] glefl - Please indicate the name of
the zone where your school is located.

© mgeTel — Mahakali 14
© adr-seti13

T — Bheri 12

© Fufiel - Karnali 11

© e — Rapti 10

© ey — Dhaulagiri 9
© auzdr - Gandaki 8

C fFSeT — Lumbini 7

© gread - Bagmati 6
SleTehqY — Janakpur 5
© ARl - Narayani 4
a rEr — Kosi 3

© A< - Mechi 2
ILATAT — Sagarmatha 1

10. Frert by foreet HET AUSH fAeTerd Fo fAeara T 96?2 - In which of

the 75 districts is your school located?
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gus 3: AT FAT FrAfoS T IR duE S R 9iteaEa

Section 4: Exploring your ideas on social justice in educational settings

AUTEThT TR G HISAHTS!, GIERT , oFo]S T TRITde1ohT TUTATEATTHHT TH [aTIIR Selthel TRTHT
f22Y| 3efge o foreiw g3 Har@T weat aTRuent f2 |

ToTholh! ITgell TR TE&aT faa:
Teh fRAGTH-IdT HTRT ATdTe! STTFAI T URITITT FeGaTHT ATHT T wATISTY TATSHT
S HEAN S ?

TH HEHTehclTgSelTs HTHTISTh =1 T cq&eh! fResTall IR g1 AfTell a1

Four Focus Groups of head teachers from Kathmandu, Pokhara, Lamjung and Chitwan were
consulted for this research into social justice issues. They were asked to discuss two key
themes. The first item for discussion was this question:

What is your understanding of social justice in relation to your personal context and your
professional context as an educational leader?

This enabled participants to develop a shared understanding of social justice and establish
points of difference or emphasis.

11 afera woger afgare IR 3TER TISH ST T SATHTIAT TR0 I8N HHITH
=TT TATIHT ATATETT HEcda JToFaAT Hel STTeX et cTolehl FAholls Slealeid |

In terms of your personal and professional perspective use the grid below to indicate your
opinion on the relative importance of these social justice issues in education as identified by
the Focus Groups. Required

Please don't select more than 1 answer(s) per row.

Please select at least 14 answer(s).
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Answer Grid for Q11
= VEr a Ageaqul || A Ageaqul ||HgaeleT Not
ery Important ||Less Important|| Important
Important
= Attendance -
E Boys
3ufeya Attendance -
BIFIREY Girls
o gomelr Caste System
STeryT Child Friendly
[ECRIER] School
miRfa Child Poverty
CICRCIGED Child Labour
KIS Ethnicity
forsqerar Fairness for All
st Gender
et Differences
ATST Language
P tal S t
arental Suppor
HEAET
£ School
~ ek Fees/Payments
g Religion
Ry AfEs Special
Educational
ATaRTh I Needs
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a.mzmmmﬁwﬁmﬁ?mmamwsggra? 3CTETUTERT oITfar
:%ho IV TUT AT STET HSCARSI- HaTSToleh HAEAT AT Wo  TR1aTeh ur Afaieh wicjed gerchar
SATcITaTe, T HuTale HROTIe  Tigolshl AT Gdecd I T STAUTART HRUT el HIHATTIH T
Steifcreh a1 UfcIgTaeh HaTelge el T, foieTeht TfgeleT 31 3eceTel el fee] glell 319 ¢, 373 R,
3T 3 5c1fe |

OPTIONAL: Are there any other social justice issues that you would like to add to the list
above? For example: a) organisational problems such as corruption involving finance or
resource management or b) favouritism/nepotism in the selection and appointment of
teachers and leaders. c) perhaps there are political or social issues or historical
considerations from the previous armed conflicts and other disruptions. If so please identify
these below under - Other 1, Other 2, Other 3 etc.

b.SRET 22 (%) Y ST o] TR & Hel TS UT3e] ST o FATIhT ATATET HEcdolTs STeAl3aT

Telenl FhAl g oIM3oied | -- If you answered Question 11(a) please indicate the relative

importance of the issues you identified in the grid below.

Please don't select more than 1 answer(s) per row.

Y Ageaqul Hecaqol HHA FAgeaquT HeTsIT
Very Important Important Less Important Not Important
g Other
9 1
3 Other
o} 2
3 Other
3 3
3 Other
Y 4
g Other
g 5
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FACE &RT 4 SARY - Section 4 continued:

IfeTeT T Torhorehl QI #HeT TaST Tolehl TRTAT e AT |

AT FATIAR TSI FSATS T STAENIelS Bl ot HE Iegerd T THTaelTS fgellel T qofe ey
HFe] G0 ?

TaT3esT THATAT ST T3 T Hel THTIATS AT ScoReheh! TUAT HAIIWIhT FATIT ITRTRT
f2r |

FIAT TG T3S I SHAGRIETS ST & TUTSERT HT 3TefeTd T FSHTRT SRAT FFSTAE T 37ehf
T9TohT 3T feeTeI |

The second main theme of the Focus Group discussions was based on the following question:

Can you identify and describe the key experiences and influences that have shaped your
understanding and practice of social justice?

A timeline was used as a prompt to explore and identify the experiences and key influences at
different points in time.

Please think about your own key experiences and influences that may have shaped
your understanding and practice of social justice and then answer the next questions.

12. arfoes sargfae! Gader T Jesars ardr e dqurse! shase faffest aae qer 31esa T
TEhT AT HGcd oIS STell3eT cTolehl eleh T ITlg 4 |

Complete the grid below to indicate the relative importance of key experiences and
influences that may have shaped your own awareness and understanding of social justice
issues at different times in your life.

Please don't select more than 1 answer(s) per row.

Please select at least 6 answer(s).
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3ry Cor ) S
3 S R T S Not
Very | Important Less Important
Important Important
STogHTe © qd
T, AT, A —hEarIIy Chlldft\olj;:i: P'rle—
school, parental/family
TREMET 31 and other experiences
k)
E A : B - First School: Key
474 [RLETS teachers, early
freueTar/=ar, experiences of
qiERE oG fairness/justice, family
influences
URTESS 37]eTaEe
e C - Secondary School:
[ECRICRHRITED More awareness of
giohaTes, fasaardar educational processes,
I =T w fairness and justice
o A issues
Folat /
eafdeareT: D - College/University:
e wfveTor . I:C?rmaltra:cl?nl'llg,
. influence of fellow
SRl & e, students, mentors and
et T 3meeT role models
SFdIPl g
? E - Early and Developi
_ - Early and Developing
fRveoT . Teaching Career:
EICGIRED 3733, Professional experience,
3T fAeTH, T T other teachers, leaders
e e < o ine mensrs v
3T STFART
? & F - Educational
- Educationa
~ - e Leadership Role:
3e77d, e T Experience in post,
AT arfers, formal and informal
37T 34T T training, other leaders

TIUFEE AT

and managers.
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1 3. arnfore saraeT s Jurse! sdea AT Aot THAAT U HeT HeTd T TR

AITET BITATS STeAT31 defeh! Fehells YT {6 | -- Complete the grid below to indicate

the relative impact of these key experiences and influences at different times on your

leadership practice of social justice issues. Impact on practice is a measure of what you have

done as an educational leader in relation to social justice issues.

toarfies gfretor, Hafr
facamedifes, frsts ¥ 3mesy
SR gHTT

HAgcaquT HqEIH HH Tl
AT JATT JATT CEICE
Significant Moderate Less No
Impact Impact Impact || Impact
STedehlel : q,\_é e, A - Early Childhood: Pre-
3TRATERRT, IIRETRET school, parental/family and
other experiences
I HIHATE P
ear fagrem: R B - First School: Key
fereTeng® |, forRueTan/=amg, teachers, early experiences
qIREIRE THTISRT of fairness/justice, family
IRTEHE HTIEE influences
Areafas facgre: C - Secondary School: More
QAfeTeh gishargs, frsaetar awareness of educational
T SO Heglg®adl Uq processes, fairness and
1A
ST justice issues
Folol / TaeafacTe:

D - College/University:
Formal training, influence
of fellow students,
mentors and role models

yRfFH® T faera Rreor
O AT 3718,
3T fAeTH, AT T ABA
JIetHhgE T el
STFATeRT

E - Early and Developing
Teaching Career:
Professional experience,
other teachers, leaders and
line managers and other
role models.

QAfeTeh AcJcashr ffHeT:
gl 3eeTd, JTaie T
3eitgaies arfes, 3
Al T Te-thg® oo

F - Educational Leadership
Role: Experience in post,
formal and informal
training, other leaders and
managers.
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14 fremerasT AT waraeh A9 AUTSTs Hed et Fel 31THa a1 THTaeRT aRAT HO

maaﬁﬂm | -- Please describe briefly the key influences or experiences that made
you aware of the social justice issues in schools. Optional

15 3T cafFaera faR#AT graTiees =31 HEGTEERI JTTFAT STTITEehcl T HHAS HE TEIT
IANTH T?| TIS THTTAC §e] $TThT S 37e et AT Heca Ul &' T I6{614 | - In your

personal opinion how has your awareness and understanding of social justice issues been
shaped by the following? If the item had no influence at all then select 'Not Important' in the

last column.

Please don't select more than 1 answer(s) per row.

3ry H
geaq R IR\ Not
Very Important Less Important
Important Important
AT g Informal personal
experiences over
EIEDDE 3'17‘_?43 time
facarerar afaerar Informal
- observation of
e © role models in
AT 3deilehed school settings
3T Formal mentoring
s A 2 or line
& management by
QfRI&ToT a7 SgaEATIT other leader
Formal
Mo saraalRs Professional
fasra gfArgTor CPD Development

Training CPD

TR T e Afa

Government and
Education Policy

g

Other

a.'3" mmmmmﬁwf&@ﬁ? -- If you selected 'Other' please give further

details.
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16.qurset caarciiaTa T cgawae e ar arfes (Rff3) IR e e | aa sfoaea
HTATTSTh ST HaTelgbeh! el ollTel UTSells dTgel dgeh! STl T YRATITC Taehrd aT ATfeld
(FATATS) SIS STATSeT cToeh! Fareh T ATeI6 14 |

Considering your own personal and professional development or training needs (CPD) use
the grid below to indicate the level of CPD you require for each of the social justice issues

listed.

Please don't select more than 1 answer(s) per row.
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Answer Grid for Q16
S
Y Fgeqqut | OO || Ageaqet | FewE
o
IGSIEIES faffs IEIEIE] IGSIEIES
HERTF  Very Smfw TRTF NHla;%sz &
Significant cPD || ~'8"" Icant Less ot Significant -
required CPD Significant No CPD
quire . :
required CPD required
required
IEE Attendance -
Boys
DHTES Attendance -
Girls
Caste Syst
aste System
YUTTeIT
e Child Friendly
School
Child Poverty
kil Child Labour
Ethnicity
Fairness for All
f?lo—_o-EIT; Gender
Differences
Language
WT Parental
Support
IT\ School
i Fees/Payments
9
i Religion
Ry ¢ Special
CIEESETS] Educational
Q Needs
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0. T TESh: AT =TIt 32 fav ufel oo foh STaers TuTS Uee T g 2puan A
AT HectaTel ol HeJeTel - 315 1, 359 2 359 3 371fe

OPTIONAL - Are there any other social justice issues that you would like to add to the list
above? Please list these below under - Other 1, Other 2, Other 3 etc.

b.9%T Ql6a () T ST fee] HTR! S 3ol TS UT3] $ThI ot fasgenl ATATETT Hgeaelrs
STAT3T el YARHAT Reg T3 |

If you answered 16a above please indicate the relative importance of the issues identified
using the grid. Please don't select more than 1 answer(s) per row.

N FAgeaqet AR | Fecagt ARE | &7 mgaqt | A Rl
3aTE  4Very 3TaTR EIRIERGIEERED 3ETH ST
Significant CPD 3Significant CPD || 2Less Significant CPD
required required required 1No CPD required
3| Other
1
g
3| Other
2
R
37T Other
3
3
37T Other
4
Y
3| Other
5
(.3
17 3t 31eTa=HITAT UfgaTet U ST 3eaATIe ¥ ST ek falfed Hed T faearassr 4@
g7l TR TESeT | 3TS SAGTAT Tef 00— AT ‘IeaRTSeT Thel ITATIgED TRIATSTAT ot
Tderorare At geaTael forsuent o1 | faearearasT arAifae sarayfaes aRomeaR aurs sidara

HEHA AT HHGH ool Hehel ITeT clolehl TN ATFIGE TGSUHT Bl | IThelTs FoT3a1 I cTHATS $ale e
|  This question concerns a series of core values and beliefs held by head teachers and principals
identified in a number of research studies. It has been adapted from a survey created in 2005-6 by the
International Successful Principals' Project across eight countries. In relation to your own approach
to social justice in your school indicate to what extent you agree/disagree with each statement using
the four point scale given in the grid below. Please don't select more than 1 answer(s) per row. Please
select at least 10 answer(s).
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quof
quT HgAA °
st | HeHd SiHeHd 3 HgHAA
';grr;gey Agree Disagree Strongly
Disagree
A T
HHCTIAT, & 1. I actively promote social
rATTSS =ATIATS justice in my school
Hﬁ-TCIH'I'q‘:C‘I? dadTl community.
iao—ﬁoil
C o T
3ITAT STEATF 2. Every student should be
]
3 able to succeed regardless
T ot of their background and
ﬁ?\}lﬁﬁ q&7q circumstances.
H O I
o]
BRIGRIHT o
Ryeare oele 3. Parents should have the
~ right to choose a school
It 3R for their children.
Eo'j)qﬁl
c?:l%wl as
ﬁwzﬁgw T 4. There should be high
~ expectations for all
3T 3R §oqas| students.
Tl O FIARY
oI 3T 3mer 5. There should be high
WI expectations for all staff.
3TATETY T
: EX e 6. Parents and students
[EERICRED ot should be involved in
SfFaTaT o school decision-making.
SO I
qut
quT FgHAd N —— °
¢\Stron I G
Agreiy Agree Disagree || Strongly
Disagree
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faearedier onfer
3P & ITRIgHT 7. | expect staff to think
o about what they are
T el Al doing for the students.
Heal T TEH
|
facareraeT |

8. Itiis crucial to treat all
members of the school
community with
respect.

9. As the school leader,

s i | believe that | k
elieve that | can make
o131 a difference.
qFG Heal
[CACI e
A JARETT
ot Afas ar 10. My head teacher
o NTc decision-making is
guided by moral and/or
Hedgddlc religious values.

18.mmmmwm@mwmm@m

JHTGHR GITel GEaTee ITeT AT ? -- In your opinion how can educational leaders in Nepal

become more effective in addressing social issues in their schools? Optional

A GRATT 3T HHTC TR & | FIAT Tl Fed @ TGS T AT 3T

Tl Hea 3Es 99 A1
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A AITEATE reaata TUTHT T FXT STOT $UAT AT FFIF [4aT0T Al IeolW TEI| qaIsa
vt 7 qearE arcw AT Ieaatar ARt 99 Raer §ae Arha vose &1 3t geaAT @Y
TRATTATHATSA FTX FFYeeT eI |

A AUTEATE FFOTHT TSIl gt g0 ASTAT At YRTET Well SIS HIecar JESAT € AT ITHEe
A TR |

T T HHTAHT AT JIITCTeT TeTTThTAT TSNS TS | AT STRES G2 Ieiehl olTTal "FHTC'
AT foereh eferd |

The questionnaire is now complete. Please read the following before submitting your final
answers:

If you would like to participate in the Interview phase please provide your contact details
below. All your data will remain confidential. You will be contacted by email with further
details about the interview process. Please then finish the questionnaire submission on the
next page.

If you do not wish to participate in the survey leave these items blank and move to the last
page to submit your answers.

19. a1 - Name:

20 fagzme - School:

21.$3< - Email address:

I IHTHTAHAT AT FRTET FETHTRIAT TUEATS e |

Thank you for contributing to this research.
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Appendix D Effect Sizes

Table of interpretation for different effect sizes

Interpretation Interpretation

d r ne sensu Cohen sensu Hattie
{1988) (2007)
=<0 =< - Adverse Effect
151 1L LY Developmental
Mo Effect e
0.1 .05 003 ElEats
0.2 .10 2010
Teacher effects
0.3 .15 022 Small Effect
0.4 2 2039
0.5 24 2060
Intermediate
0.6 25 083
Effect
Zone of desired
0.7 33 110
effects
0.8 37 140
0.9 A1 168 Large Effect
> 1.0 A5 200

* Cohen (1988) reports the following intervals for r: .1 to .3: small effect; .3 to .5: intermediate effect; .5
and higher: strong effect

Table and information taken from Lenhard and Lenhard (2016)
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Independent Variables - Head teacher attributes, experience and location: effect size n2

Dependent Variable

Gender Caste

I School Type

I Total Years Exp I

Years as Head Main Region

Dev Region

Zone of School |

I

Provinces

Key - Effect Size

Q11 What is the relative importance of

the following social justice issues?

Small

Attendance Boys

0.11

Attendance Girls

Medium

Caste System

0.059

Large

Child Friendly School

Child Labour

0.114

0.038

0.226

Child Poverty

0.084

Ethnicity

0.053

0.052

0.2

Fairness for All

0.063

Gender Differences

0.062

Language

0.147

Parental Support

0.113

0.126

School Fees/Payments

0.195

0.072

Religion

Special Educational Needs

0.071

0.058

0.132

Q12 What is the relative importance of

the key experiences and influences

that shaped your social justice undel

rstanding at different times in your lif

e?

Early Years

First School

0.049

0.039

0.1

0.052

0.142

Secondary School

College/University

0.038 0.079

0.083

Early Career

Leadership Role

Q13 What is the relative impact of the key experiences and influences that shaped your social justice understanding at different times in your life?

Early Years

0.058

0.096

First School

0.116

0.048

Secondary School

College/University

0.059

Early Career

0.062

Leadership Role
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Dependent Variable

Gender

Caste

School Type

Total Years Exp

Years as Head

Main Region

Dev Region

Zone of School | | Provinces

Q15 How has your awareness and understanding of social justice been shaped by the following ?

Key - Effect Size

Informal Personal Experiences

0042

0.075

Small

Informal Observations of Role Models

0044

0145

0.102

Formal Mentoringd ine Management

0089

0.041

0.071

Medium

Formal CPD

Large

Government and Education Policy

0045

Q16 Indicate the level of CPD needs you havein relation

to thesocial justice iss ues listed.

Attendance Boys

0163

0138

0.064

0.151

Attendance Girls

0065

0095

Caste System

0128

Child Friendly School

Child Labour

0.138

0205

Child Poverty

0.057

0.076

0.201

Ethnicity

Fairness for All

0051

0078

Gender Differences

0051

0.078

Language

0.18

Parental Support

0038

0.091

School Fees/Payments

0.163

Religion

0.04

0.181

Special Educational Needs

0.08

0.165

Q17 ISSP Head teachersurvey - to wh

at extent do you a

ree/dis agree with

the followin g statements ?

| Actively Promate SU in Schoal

Every Student Should Succeed

0.068

Parents Have Right to Choose Schools

0.058

0.102

0.201

High Expectations for Al Students

0.083

0.069

0133

High Expectations for All Staff

0.058

0.085

0.136

Parents and Students Involved

0.066

0.071

| Expect Staff to Think About Students

Treat All with Respect

1C an Make a Real Difference as Head

0.058

Moral Religious Values are Important

0037

0074

0.043

0.069

0.058

Dependent Variable

Gender

Caste

School Type

Total Years Exp

Years as Head

Main Region

Dev Region

Zone of School

Provinces

Totals

6

1

2

12

14

4

16




229



