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Abstract 

Professional development for English as a Foreign Language (EFL) teachers has gained increasing relevance 
worldwide. This study reports on issues of Nepalese EFL teachers’ professional development (needs, interests, 
enablers and barriers). Data from 257 EFL teachers were used to assess and explore these issues. Quantitative data 
were used to describe the needs, interests and their relationships with the teachers’ socio-demographics; while 
qualitative data were used for exploring the enablers of and barriers to teacher professional development. More than 
half of the teachers reported their professional development needs for various instructional skills to be high to very 
high. Similarly, more than two thirds of the teachers reported their PD interests for all professional development 
activities to be high to very high. The EFL teachers also highlighted a number of environmental, institutional and 
personal enabling and challenging factors in pursuing their professional development. This study concludes that 
Nepalese EFL teachers demonstrated a considerable need of and interest in TPD despite experiencing several types 
of challenges.  

Keywords: EFL teachers, Nepal, professional development interest, professional development needs, teacher 
professional development 

 

1. Introduction 

Teachers’ professional development (TPD) involves several approaches such as formal education, credentialing, 
in-service training, mentoring, etc., and is one of the most critical efforts in improving education systems 
(Darling-Hammond & Richardson, 2009). TPD aims to strengthen teachers’ learning and skills, and translate them 
into enhancing students’ academic achievement (Vescio, Ross & Adams, 2008).  

The reviews on TPD (Avalos, 2011; Popova et al. 2018) show that a vast majority of TPD activities and 
TPD-associated research mainly takes place in developed countries. This has substantially contributed to the 
understanding of TPD and its characteristics. For example, the surveys conducted in the US and Australia have 
shown that teachers face a number of challenges in their pursuit of TPD (NSW Education Standards Authority, 2017; 
the Bill & Melinda Gates Foundation, 2014). Some of these challenges are universal (e.g., funding and support from 
school) while others are more specific to a country (NSW Education Standards Authority, 2017; the Bill & Melinda 
Gates Foundation, 2014). However, understanding of TPD (e.g., interests and needs), including enablers and barriers 
to TPD from developing countries is limited. Poor co-ordination, lack of resources and a substantial focus on 
pre-service teacher education are some of the challenges to TPD in developing countries (Leu, 2004; Dayoub & 
Bashiruddin, 2012; Asian Development Bank, 2017). As a result, implementation of TPD programs in developing 
countries are likely to face a number of challenges. Despite these odds, development and implementation of TPD 
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programs in developing countries are ongoing (Khan, 2015; Komba & Nkumbi, 2008; Mohan & Chand, 2017; 
Shrestha, 2012; Zein, 2016; Asian Development Bank, 2017, McAleavy et al., 2018).  

Recently, there is a growing recognition that role of teachers in the development and implementation of TPD 
programs should be considered. This would help in knowing real needs and interests of teachers and addressing them 
through prospective TPD programs accordingly (Blase & Blase 1999; Garet et al., 2001). For example, 
understanding of needs and interests of teachers in relation to TPD helps in designing and implementing need-based 
TPD programs. It can be argued that such programs are more likely to be accepted by teachers in matching their 
needs and interests rather than those implemented with a top-down approach. Need-based TPD programs are 
considered more sensible and effective in bringing about the positive academic outcomes (c.f., Badri et al., 2016). 
Therefore, a thorough understanding of the issues of TPD (e.g., interests, needs, challenges, etc.) is important to 
design a need-based TPD program. The understanding of teachers’ issues on professional development has been 
known to some extent. For example, assessment of professional development issues has been conducted in some 
countries, such as Abu Dhabi (Badri et al., 2016), China (Lin, 2013), Indonesia (Zein, 2016), Malaysia (Khandehroo 
et al., 2011), and Turkey (Korkmazgil & Seferoğlu, 2013). These data have put some light on what kind of 
professional development program teachers need, what level of interest teachers show towards those programs, and 
what factors encourage or discourage teachers in pursuing such activities. However, there is paucity of such 
comparable data from several developing countries, including Nepal (Asian Development Bank, 2017). 

 

2. Study Context and Aim 

In Nepal, the National Centre for Educational Development (NCED) within the Ministry of Education is responsible 
agency for delivering the largest segment of in-service TPD programs to the teachers from primary to higher 
secondary schools (Asian Development Bank, 2017). The NCED has a total of 34 education training centres (ETCS) 
across the country. In addition, a few private and non-governmental organizations involving in TPD seem to exist in 
the country; however, there is no official data on them (Asian Development Bank, 2017). The detailed evolution of 
TPD programs in Nepal is discussed elsewhere (Joshi et al., 2018). 

The Government of Nepal implemented the School Sector Reform Plan (SSRP, 2009–2016) to strengthen 
qualification and competencies of public-school teachers and improving students’ learning outcomes (Ministry of 
Education, 2009). The SSRP recognised the importance of need-based teacher trainings in Nepal, and hence 
delivered the TPD trainings based on local needs of teachers. However, a detailed and systematic assessment of TPD 
needs and interests of teachers was never conducted. Despite the attempt of the SSRP to address needs of teachers in 
relation to their TPD, the quality of TPD sessions and their outcomes in improving students’ learning were 
questionable (Shams et al., 2012).  

The TPD programs, including those included in the SSRP, were mainly provided to permanent teachers in public 
schools (Ministry of Education, 2013). Therefore, the programs excluded private schools (share 17% the total 
schools) in Nepal (Ministry of Education, 2016a). The TPD program within the SSRP (2009-2016), which for the 
first time included need-based trainings, provided with three 10-day TPD modules, each involving face-to-face 
training and school-based action research (Asian Development Bank, 2017). The School Sector Development Plan, 
SSDP (2016-2023) is currently being implemented in the country (Ministry of Education, 2016b). The SSDP also 
has TPD as one of its themes with a focus on need-based TPD programs. This shows Nepalese government’s interest 
in implementing need-based TPD programs. 

It is obvious that teachers in Nepal, including English as a Foreign Language (EFL) teachers, have limited training 
opportunities (Aryal et. al, 2016; Ministry of Education, 2010; Shrestha, 2008). The poor performance in English 
language by the students of public schools (Ministry of Education, 2014) is regarded as one of the consequences of 
inadequate TPD opportunities for EFL teachers. This is important as more than 80% of total student enrolments in 
schools are shared by public schools (Department of Education, 2012). Therefore, Nepalese EFL teachers should be 
supported with on-going adequate and relevant TPD programs, as indicated by several studies (Adhikari, 2011; 
Bharati & Chalise, 2017; Joshi et al., 2016; Joshi, 2010, Pokhrel & Behera, 2016; Shah, 2015). Such programs 
should be built upon the adequate evidence of their needs, interests, and their perception of enablers and barriers to 
TPD. However, up until now, no such assessment was conducted, including that for EFL teacher (Asian 
Development Bank, 2017). 

The overall purpose of this study was to identify and evaluate PD needs, interests, enablers and barriers to TPD 
among Nepalese EFL teachers. The research questions were: i) what are the professional development needs of 
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Nepalese EFL teachers, and what TPD activities are they interested in pursuing?, iii) what are enablers and barriers 
to teacher professional development programs for the EFL teachers ?, iv) what are their perceptions towards the 
usefulness of any incentive or support the teachers receive while pursuing TPD programs?, iv) what are relationships 
between the TPD needs, interests, and engagement, and the teachers’ socio-demographic factors? 

 

3. Methodology 

3.1 Study Design and Participants 

This is a descriptive study that was carried out using a convenience sample of Nepalese EFL teachers attending the 
21st international conference of Nepal English Language Teachers Association (NELTA), 7-9 March 2016, 
Kathmandu. NELTA is a professional organisation of private and public-school English language teachers with 
about 3,000 life members (Gnawali, 2016). Of 739 Nepalese EFL teachers, who were invited to fill out the 
questionnaire, 327 provided their responses (44% response rate). Following careful screening of the responded 
questionnaires, 70 of them had incomplete information. Therefore, the final study sample consisted of 257 
participants. 

3.2 Data Collection 

A modified form of semi-structured and self-administered questionnaire (Kohl, 2005) was used in this study. Kohl’s 
(2005) questionnaire has also been used elsewhere (Korkmazgil & Seferoğlu; 2013; Khandehroo et al., 2011; 
Anderson, 2008). We validated the questionnaire in Nepalese setting by testing it. The questionnaire was tested 
among student teachers of English Language Education at School of Education, Kathmandu University. Upon 
revising the test questionnaire, the final study questionnaire was designed. 

The study questionnaire was prefaced with an explanatory statement and distributed to the NELTA participants along 
with the NELTA conference pack, requesting them to take part voluntarily. The study received a written consent 
from the NELTA executive committee, and each participant also filled out the provided consent form along with the 
questionnaire. 

The 1st section of the questionnaire collected information on the teacher’s socio-demographic and teaching 
characteristics: sex, age-group, highest qualification, EFL teaching experience, teaching level (e.g., primary, 
secondary or higher education), and institute type (e.g., private, public, or both), teacher’s individual needs of 
professional development in the area of English language teaching (ELT), teacher’s reported professional 
development needs in relation to instructional skills, level of interest for different general TPD activities, etc. Further, 
we also collected data on the TPD needs for specific instructional skills (e.g., classroom management, the use of 
information and communication technology, language and pedagogic skills, student assessment, using cooperative 
learning, etc.). Similarly, teachers’ reported interests for different general TPD activities were also collected. The 
participants’ information on the TPD needs and interests were collected in the 6-point Likert scale (‘very high’, 
‘high’, ‘moderate’, ‘low’, ‘no’, and ‘not applicable’). Plus, data on the incentives/types of support (i.e., release time, 
financial support, advancement on the pay scale, on-site access to resources, and on-site workshops) that teachers 
received from their institute and district education office for pursuing TPD programs were also collected. The data 
on teachers’ reported usefulness of TPD was grouped into the 5-point Likert scale: most helpful, helpful, moderately 
helpful, little helpful, not helpful at all, and not applicable. This information was collected for each incentive or 
support in pursuing TPD programs.  

The 2nd section contained two open-ended questions: i) what are key challenges to the professional development of a 
Nepalese EFL teacher?, and ii) what other key information you would like to share regarding professional 
development of an EFL Teacher in Nepal? These questions mainly aimed to explore EFL teachers’ views on enablers 
and challenges to pursue professional development programs.  

3.3 Data Analysis 

The quantitative data were entered and coded into SPSS statistical software. The teachers’ socio-demographic data 
were categorised in terms of gender, age groups, educational background, teaching experience, affiliation and 
professional development needs for ELT. Teachers’ experience in EFL teaching was grouped into novice (<5 years) 
and experienced (>5 years) (Tsui, 2005). Teachers’ highest qualification was also grouped into three categories: 
bachelor’s degree or less (higher secondary level/less, BEd or BA), master’s degree (MA, MEd, or MPhil), and PhD. 
The descriptive data on teachers’ socio-demographic information, the TPD needs for specific instructional skills, the 
TPD interests for different general professional development activities, etc. were analysed using descriptive statistics 
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(frequency and per cent). The relationship between the socio-demographics and the TPD needs and interests, 
TPD-related incentives or support they received, and perceived usefulness of each incentive or support in pursuing 
their professional development were examined by performing Pearson Chi-square tests. The results of perceived 
usefulness of incentive or support were presented in the section of enablers of TPD. P-value < 0.05 (both sided) was 
considered as statistically significant. The data analysis was performed with SPSS (version 22, IBM Corp, Armonk, 
NY, USA). 

The responses from the open-ended questions were analysed using qualitative inductive approach (Leech & 
Onwuegbuzie, 2007). The responses were read thoroughly and different codes were generated depending on what the 
participants said. From the codes, a number of themes and categories were formed. Qualitative findings, in terms of 
representative quotes from teacher respondents, were presented with their gender and affiliated school type(s) to 
facilitate the meanings and contexts of the responses. Thematic analysis was performed using the framework of 
Ecological model proposed by Broffenbrenner (Moreno-Peral et al., 2015). The ecological model considers teachers 
as individuals affected by several contexts and interrelated processes. The model has recently been used in 
understanding experiences and motivation of Spanish EFL teachers in teacher professional learning and development 
(Gadella Kamstra, 2021). In fact, the model takes into account a combined role of classroom and teaching ecosystem 
context in harnessing teachers’ professional learning and development programs. Figure 1 shows various factors (e.g., 
barriers and enablers) that could affect EFL teachers’ professional development in this study context. The model 
consists of three key levels and associated factors; micro level (e.g., intrapersonal and interpersonal factors), meso 
level (e.g., institutional factors) and macro level (e.g., environmental factors). 

 

 
Figure 1. A 3-level Ecological Model Consisting Environmental, Institutional and Personal Factors Affecting EFL 

Teachers’ Professional Development  
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4. Results 

4.1 Teacher Characteristics 

Of all respondents, four were non-native speakers of English language and were excluded from the data analysis. 
More than half (56%) of the participants were males. Nearly 50% of the participants were from province 3, followed 
by 13.2% (province 4), 12.7 (province 2), (n=25), 10.3 (province 5), ~7.0% (province 1), 2.9% (province 7), and 
1.2% (province 6).  

 

Table 1. Participants’ (n=257) Socio-Demographic and Teaching Characteristics 

Teachers’ characteristics (variables) Percentage (%) 

Sex 

      Males 

 

56% 

Age group (years) 

      21-29  

      30-39  

      40-49  

 

47% 

32% 

15% 

Qualification(highest)  

      MEd  

      BEd  

      MA 

 

36% 

21% 

18% 

Teaching level  

      Primary schools  

      Secondary schools  

      Higher education 

 

26% 

54.5% 

19.5% 

Experience in English teaching (years) 

      1-5  

      6-10 

      11-15 

      16-20 

      21-25 

      25 plus 

 

38% 

28% 

16.5% 

8.5% 

4% 

5% 

Institution type 

      Private  

      Public  

      Private & public 

 

53% 

34% 

13% 

Employment status  

      Full-time  

      Part-time (>50% of full-time hours)  

      Part-time (< 50% of full-time hours) 

 

83% 

13% 

4% 

Teaching license type 

      Permanent secondary  

      Permanent primary  

      Temporary secondary  

      Temporary primary  

      No license 

 

67% 

12% 

5% 

1% 

15% 

Membership to teacher professional organisations  

      Yes 

      No 

 

59% 

41% 
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Table 1 summarises teachers’ data on socio-demographic and teaching characteristics. More than half of the teachers 
were affiliated with private institutes. Slightly more than 54% of teachers taught in secondary levels. A vast majority 
of teachers (83%) were working full-time. Fifty-six per cent of teachers had teaching experience in the range of 1-10 
years (38% taught for 1-5 years). Sixty-two per cent were experienced teachers. Thirty-five per cent taught in more 
than one institute. 

4.2 Engagement in TPD Activities and Incentives or Support 

During the year prior to the survey, 60% of teachers participated in some form of general and ELT- related 
professional development activities. Of 152 teachers participating in general PD activities, 95% of them found those 
activities greatly or somewhat helped them to improve their teaching practice. Similarly, of 156 teachers 
participating in ELT related professional development activities, 95% of them reported that the TPD activities 
greatly or somewhat helped them to improve their teaching practice. The proportion of the teachers (n=255) taking 
part in some form of general and ELT related TPD activities in the last three years was 73%.  

A majority of teachers were provided with some financial support (all expenses, n=26; most expenses, n=14; some 
expenses, n=68) by their institute or district education office to attend conferences/seminars/workshops. Of those 
who did not receive any support, most of them reported that they definitely would or might have attended the 
conferences/seminars/workshops, had they received some financial support. Of the teachers (n=248), who were 
asked if their administrators (at institute/district level) support them in meeting their professional development needs, 
their responses were: completely supportive (30%), somewhat supportive (53%), not so supportive (12%), not 
sure/not applicable (5%). 

Sixty-two per cent (n=147) teachers said that they were benefited from the release time offered to them by their 
school/district education office to attend TPD programs. Less than one-third of the teachers were provided with 
financial support from their school/district education office to attend the programs. However, 83% (n=196) of the 
teachers perceived financial support could have enabled them to attend TPD. Only 36% (n=83) of the teachers were 
offered online resource access and onsite workshops. Nearly 80% (n=187) of the teachers’ had online resource access 
and attended onsite workshops in their TPD.  

4.3 Characteristics of TPD Needs 

 
Table 2. Teachers’ (n=257) Level of PD Needs for Specific Instructional Skills 

Instructional skills(n┼) Level of needs (percentage) 

 very high high moderate low  no not applicable

Content & performance standard in main subject 

(n=254) 

24% (n=62) 42%(n=106) 27.5% (n=70) 4% (n=10) 2% (n=5) 0.5% (n=1) 

Maintaining my language skills (n=255) 25% (n=63) 35% (n=90) 28.5% (n=72) 8% (n=21) 3% (n=8) 0.5% (n=1) 

Building my awareness of 

target-culture/multicultural education (n=253) 

18.5% (n=47) 38% (n=96) 27% (n=69) 13% (n=33) 3% (n=7) 0.5% (n=1) 

Working with native English speakers (n=254) 29.5% (n=75) 29% (n=72) 28% (n=72) 7% (n=18) 4% (n=10) 2.5% (n=6) 

Using cooperative learning (n=257) 30% (n=76) 36% (n=92) 23% (n=60) 8% (n=21) 2% (n=6) 1% (n=2) 

Student assessment (n=253) 22% (n=55) 43% (n=108) 24% (n=60) 9% (n=22) 3% (n=8) - 

Classroom management (n=254) 25% (n=64) 37.5% (n=95) 24.5% (n=62) 9% (n=23) 3% (n=8) 1% (n=2) 

Student discipline & behaviour problems (n=256) 20% (n=51) 34% (n=88) 27% (n=68) 13% (n=33) 5% (n=13) 1% (n=3) 

Planning lessons & units (n=256) 23% (n=59) 28.5% (n=73) 26.5% (n=67) 14% (n=36) 7% (n=18) 1% (n=3) 

Using Information & communications technology 

(n=256) 

35.5% (n=91) 35% (n=90) 21% (n=54) 5% (n=13) 3% (n=7) 0.5% (n=1) 

Practice of English language teaching 

methodologies (n=253) 

28% (n=71) 44.5% (n=113) 15% (n=39) 9% (n=22) 3% (n=7) 0.5% (n=1) 

Applying English language teaching standards 

(n=254) 

27% (n=68) 40% (n=102) 25% (n=63) 7.5% (n=20) 0.5% (n=1) - 

Teaching students with special needs (n=255) 30% (n=77) 32.5% (n=83) 23.5% (n=60) 9.5% (n=24) 3% (n=7) 1.5% (n=4) 

Student counselling (n=256) 31% (n=79) 33% (n=85) 26% (n=66) 6% (n=16) 3% (n=8) 1% (n=2) 

n┼=number of teachers 



http://ijelt.sciedupress.com              International Journal of English Language Teaching            Vol. 9, No. 1; 2022 

Published by Sciedu Press  31                     ISSN 2329-7913  E-ISSN 2329-7921 

Table 2 summarizes teachers’ TPD needs according to various type of specific instructional skills. More than 80% of 
the teachers reported their TPD needs for all instructional skills to be moderate to very high. Likewise, more than 
50% of the teachers reported their professional development needs for those instructional skills to be high to very 
high.  

Very high TPD need was reported by 30% or more teachers for using information and communications technology, 
student counselling, using cooperative learning, and teaching students with special needs. Similarly, high PD need 
was reported by more than one third of the teachers for all instructional skills, except for planning lessons and units, 
and working with native English speakers.  

4.4 Teachers’ Professional Development (PD) Interests  

Table 3 summarizes teachers’ level of PD interests according to various PD activities. More than 86% of the teachers 
reported their PD interests for all the PD activities to be moderate to very high. Likewise, more than 72% of the 
teachers reported their PD interests for all the PD activities to be high to very high. 

Three PD activities in which more than half of the teachers showed very high interest were: getting support from 
more experienced teachers (mentorship), attending professional conferences/seminars, and participating in in-school 
or district sponsored-workshops/PD activities. Similarly, three PD activities that reported to have drawn high interest 
amongst 41% or more of the teachers were: collaborating with other teachers, participating in out-of-school 
workshops/courses, and observing other teachers’ classes (peer observation). 

 
Table 3. Teachers’ (n=257) Level of Personal Interests for PD Activities 

Instructional skills (n) Level of teachers’ interests in TPD activities 

 very high high Moderate low  no not applicable

Participating in in-school, district 

sponsored- workshops/PD activities 

(n=257) 

50% (n=128) 36% (n=93) 11% (n=28) 1% (n=2) 2% (n=5) 0.5% (n=1) 

Participating in out-of-school 

workshops/courses (n=256) 

39.5% (n=101) 41.5% (n=106) 16% (n=41) 2% (n=5) 0.5% (n=1) 1% (n=2) 

Qualification programs (e.g., degree 

program) (n=256) 

37% (n=94) 33% (n=84) 21.5% (n=55) 5.5% (n=14) 2% (n=6) 1% (n=3) 

Attending professional 

conferences/seminars(n=256) 

52% (n=133) 36% (n=92) 10% (n=25) 1% (n=3) 1% (n=3) - 

Participating in a network of teachers 

formed  

especially for PD(n=255) 

47% (n=120) 39% (n=100) 10.5% (n=27) 1% (n=3) 1% (n=3) 0.5% (n=1) 

Reading research about English teaching 

(n=256) 

39% (n=100) 40.5% (n=104) 16% (n=42) 2.5% (n=6) 1% (n=2) 1% (n=2) 

Travelling/studying abroad (n=256) 47% (n=121) 26% (n=66) 14% (n=35) 6.5% (n=17) 2% (n=6) 4.5% (n=11) 

Collaborating with other teachers (n=253) 42.5% (n=107) 43% (n=109) 10% (n=25) 4% (n=11) - 0.5% (n=1) 

Observing other teachers’ classes (peer 

observation) (n=257) 

34% (n=87) 41% (n=105) 20% (n=53) 3% (n=8) 1% (n=2) 1% (n=2) 

Being observed by other teachers/by an 

English language specialist(n=256) 

36.5% (n=94) 37.5% (n=96) 19% (n=49) 4% (n=10) 2% (n=5) 1% (n=2) 

Getting support from more experienced 

teachers  

(mentorship) (n=257) 

52.5% (n=135) 32% (n=84) 10% (n=25) 3% (n=7) 1.5% (n=4) 1% (n=2) 

n=number of teachers 

 

4.5 Relationships between Socio-Demographics, Teachers’ PD Needs and Interest 

We observed statistically significant relationships between the teachers’ reported needs for most of the instructional 
skills and their socio-demographics. 
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Teachers’ age was related to varying level of teachers’ PD needs. A large number of teachers aged between 21 and 
29 years old reported their PD needs ranged from moderate to very high compared to the teachers in the other 
age-groups (p <0.05). This relationship was observed for the five instructional skills, namely, maintaining teachers’ 
language skills, student assessment, planning lessons and units, practice of ELT methodologies, and applying ELT 
standards. 

Similarly, teachers’ PD interest was also shown to be related to their age. A large number of teachers aged 21-29 
years old reported their PD interest ranged from moderate to very high compared to the teachers in the other 
age-groups (p <0.05). This relationship was observed for the three PD activities: participating in in-school or district 
sponsored-workshops/PD activities and qualification programs (e.g., degree program), collaborating with other 
teachers, and getting support from more experienced teachers (mentorship). 

Compared to primary and higher education level teachers, a larger number of secondary school teachers reported 
their PD needs were either moderate or very high (p <0.05) for the six instructional skills, namely, content and 
performance standards in main subject, maintaining teachers’ language skills, classroom management, planning 
lessons and units, practice of ELT methodologies, and teaching students with special needs. 

Compared to novice teachers, a larger number of experienced teachers reported their PD needs ranged from moderate 
to very high (p <0.05) for the eight PD activities, namely, maintaining teachers’ language skills, student assessment, 
classroom management, planning lessons and units, practice of ELT methodologies, applying ELT standards, 
teaching students with special needs, and student counselling. 

4.6 Barriers to Teachers’ PD 

4.6.1 Environmental Factors 

According to the participants, key barriers to TPD programs were governmental policies resulting in inadequate 
support and incentives to encourage the pursue of teachers’ professional development programs. 

One of the participants explained: 

 “…lack of suitable educational policy, lack of trainings and support to the teachers by authorised agencies, 
lack of observation and evaluation from the government political hindrance, not hiring the teachers in a 
competitive way, judgemental system to teachers’ daily work.”(Male teacher, public school) 

In addition, institutional lack of interest in training teachers to help them better manage classes, research work and 
other activities was noted down, as one participant elaborated:  

“I have been teaching English language at college level for last 10 years. Recently, I have been appointed as 
a government secondary level English language teacher. But besides NELTA supported programs, I haven't 
participated in any training. Government or any other institutions hardly emphasize training for novice 
teacher. I haven’t come across any organization offering training related to classroom management, action 
research or other programs for ELT teachers.” (Female teacher, public & private schools) 

Participants also noted that implementation of TPD programs has not addressed teachers’ real needs of the teachers 
since they largely lack local context. The implementation of the programs was said to be unresponsive to match actual 
needs, as one of the participants critiqued: 

“Often professional development activities are organized following top-down approach. Actually, these 
programs are organized formally to complete their expense allocated to teacher activities in a fiscal year. The 
actual needs and issues of a teacher are not addressed at all” (Male teacher, public school). 

Country’s geography and accessibility of the TPD programs to rural teachers were cited to be additional challenging 
factors in pursuing the programs in Nepalese context. For instance, one of the participants described:   

“The ELT professional development programs are only city-centred, as there are often opportunities 
available for English language teachers to grow professionally. However, there are none such opportunities 
in remote areas. The course designers (of TPD) do not have any idea about the standard of the English 
teachers teaching in remote areas who still use the same approach which the teachers of English used to 
practice decades ago. The programs largely ignore urban rural differences – for instance, teachers from 
rural Nepal and those from urban settings have been offered same trainings.” (Male teacher, public & 
private schools) 

Similarly, some participants shared similar views highlighting lack of basic needs for learning and teaching. One 
participant shared: 
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“Most of the English language teachers work in remote areas, where access to good transportation, 
communication and the Internet are difficult. The teachers are not much aware of any trainings and seminars 
for their professional development.” (Female teacher, private school) 

Multicultural and multi-lingual aspect of the country also seems to be a barrier to TPD programs and their potential 
benefits in translating both students’ and teachers’ language practices at school settings. Participants mentioned that 
some teachers seem to be hesitant to speak in English at schools and elsewhere. 

One of the teachers said: 

“Most of the English language teachers hesitate to speak English outside of classroom setting. Another main 
challenge for English language teachers is to encourage their learners to use English not only outside of 
classrooms but also in school/college premises.” (Male teacher, public school) 

Participants also shared that students from public schools generally seem to have a limited interest in practicing 
English language. A teacher said: 

“Generally, the students from public schools do not prefer to speak in English language and most of teachers 
too do not have enough resources and skills to support students to speak English.” (Female teacher, private 
school) 

4.6.2 Institutional Factors 

At the institutional level (public and private schools), a limited resource in terms of funding, technology and time 
allocation for TPD activities, was reported to be a key barrier to TPD. A large number of teachers mentioned that lack 
of teaching materials and training, attractive salary, incentives, and financial support were their main perceived barriers 
to TPD.  

A participant pointed out that incentives and resources are hindrances to TPD, he elaborated: 

“Teachers often do not get chance to take part in any kind of trainings, get financial support from schools to 
attend trainings, …the challenges they often face are lack of incentive, time, and teaching technologies (e.g., 
ICT facilities)…” (Male teacher, public & private schools) 

Also, a similar view was shared by a participant from private school: 

“As teachers teaching in private schools, we are generally paid low salary, and we do not get any opportunity 
to take part in any professional development programs supported by schools.” (Female teacher, private 
school) 

Two key barriers to TPD in terms of institutional and educational policies were also noted. First, support to teachers for 
attending their professional development was said to be limited. Second, lack of local institutional support to 
implement knowledge gained through TPD into classroom practice was also noted.  

One of the participants said: 

“…lack of workshops or trainings and non-supportive behaviour of school administration are barriers to an 
on-going TPD program. Some teachers repeatedly attend so many workshops/professional development 
activities but there not any knowledge translation culture after attending such programs.” (Female teacher, 
private school) 

The teachers also indicated that most of the private institutions in Nepal show a limited interest in TPD programs and 
there are not any incentives for teachers when they attend the trainings in the weekends.  

Many private school teachers had similar views but one of them summed it up as: 

“Educational institutions are hesitant to realise the importance of a teacher's professional development. The 
institutions which consider TPD as an essential thing want their teachers to go to such seminars on weekends 
so that the institution does not have to employ any extra teacher to cover the regular one. As a result of such 
practice, most of the teachers refuse to attend such TPD programs, as they think they also need at least one 
day off in a week after working hard for six days in a row. (Female teacher, public & private schools) 

4.6.3 Personal Factors 

The main personal challenges to TPD were said to be lack of interest, knowledge, and financial resources of EFL 
teachers. 
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One of the participants shared that teaching is not done with much interest thus TPD is much more essential and further 
added: 

“Firstly, most of the teachers in Nepal are in teaching profession with not much interest. For such teachers, 
professional development activities are so important that could change their perception. Secondly, the 
teachers who are interested in teaching profession and are teaching with great interest are having hard time 
to make their teaching effective due to lack of teaching materials, technology, collaboration among fellow 
teachers, support from senior teachers, connection with national and international teacher associations and 
organizations…” (Female teacher, private school) 

They critiqued teachers lacking knowledge about using recent technology along with not being updated enough to 
bring new ideas thus making it a challenge for professional development.  

One of the participants said: 

 “Most of the teachers do not have knowledge about recent techniques, methods and approaches. They are 
not familiar with recent technologies and do not know how to use a multimedia system even if it is available to 
them. Most of the teachers are not associated with any kind of professional networks and hence may miss out 
bringing new ideas in their classroom teaching.” (Male teacher, private school) 

According to some participants another challenge is the financial burden caused due to attending such trainings which 
makes them to spend a big amount of their monthly salary.  

One of the participants said: 

 “For the teachers like me, low economic status is the barrier. While coming to Kathmandu to attend a 
conference like NELTA from my hometown which is bit far away from the capital city, I have to spend around 
15,000 Nepalese rupees minimum, which is a huge part of my monthly salary hence I have to plan in advance 
whether I can manage attending the conference.” (Male teacher, public school) 

4.7 Enablers of TPD 

4.7.1 Environmental Factors 

The participants highlighted six key environmental enablers such as a system to monitor and evaluate teaching skills, 
providing due recognition to better performing institutions, promoting paid trainings and workshops (activity based), 
increasing focus on rural-based TPD, use of information and communication technologies (ICT) in the schools, and a 
separate funding for TPD. 

The need of trainings and workshops (activity based) was focused by all the participants, especially in rural Nepal 
along with, providing allowances to the teachers which will encourage teachers to attend workshops and training 
programs.  

One of the participants put it as follows: 

“Government should provide sufficient teacher professional development trainings, undertake regular 
monitoring and evaluation programs; further, the government should reward or inspire the English language 
institute or association for its good deeds.” (Male teacher, public school) 

The teachers also suggested that collaboration and mentoring programs, including via online programs, could help 
them in pursuing their ongoing TPD. In this regard, one of the participants shared: 

“… Collaboration and mentoring should be emphasized; latest techniques and methods for English language 
teaching should be followed by teachers through workshops, trainings, the Internet or other online 
platforms.” [Male teacher, private school] 

In addition to conduction of TPD trainings in the rural areas of Nepal, the use of ICT technology for rural-based 
teachers was perceived to be an enabling factor for pursuing TPD programs. One participant elaborated it: 

“Professional development of English language teachers in rural areas need far more attention compared to 
those of urban. And the use of ICT technology in teaching English should be included in trainings and 
seminars for both rural and urban.” (Female teacher, private school) 

Participants also viewed a dedicated funding to be another enabler of TPD programs. One of the participants explained: 

“…A separate fund should be allocated for organizing and providing trainings for a teachers’ professional 
development. Such funds could also be utilised to organize expert visits to different educational institutions to 
provide with necessary support in the TPD area in regular basis.” (Male teacher, public & private schools) 
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4.7.2 Institutional Factors 

The participants suggested monitoring and evaluation body should be in the institutional system to find out whether the 
TPD programs are adequately implemented.  According to them the main role for this can be played by principal, who 
plays a dual role. 

One of the participants explained it: 

“School headmasters are the key persons who could make significant difference in teachers' professional 
development. They are the academic as well as administrative leaders at school level where actual teaching 
learning activities take place. National level plans and policies alone can play no significant role unless there 
is effective monitoring, observation, inspection, supervision, and effective academic and administrative 
leadership at institutional level especially from the classrooms. Such a mechanism, if effectively implemented, 
could potentially bring visible changes in teaching and learning system.” (Female teacher, public school) 

Some of the participants emphasized establishing a culture of speaking English language in classroom to motivate 
learners. A participant said: 

“Rules and regulations and different support systems should be established for using English language in 
Classroom. Teachers should be provided necessary trainings on regular basis to motivation them to do better. 
If possible, ELT teachers should be provided opportunities to work with native speakers of English language 
to further enhance their skills.’ (Male teacher, public school) 

Teachers also recognised that school administrative support and a dedicated funding on TPD were other enabling 
factors for the effective implementation of TPD. One of the participants said: 

“There should be always proper coordination between teachers and administration of institution. Especially 
in government schools, a small fund should be organized for ELT teachers to manage some teaching learning 
materials on time. The administrators do not actually provide the materials on time, and they even do not 
utilize the fund for the real purpose.” [Male teacher, public school] 

4.7.3 Personal Factors 

Participants opined about the need of self-motivated teachers to learn and teach new things. 

One of the participants emphasised giving opportunities to the teachers but highlighted that the teachers should also be 
self-motivated to learn and teach.  

A participant said:  

“The teachers must be given opportunity to make them aware of the new methodologies, techniques and 
technologies in teaching…however, it is equally important for the teachers themselves to be motivated and 
interested to grow professionally.” (Female teacher, private school) 

The participants also recognised the potential use of social-networking and learning groups in harnessing learning and 
development. One of the participants opined: 

“Teachers should be encouraged to learn English language more through social networking. They should put 
effort to learn from their colleagues and more experienced teachers.” (Male teacher, public school) 

Similarly, providing teachers with updated knowledge and skills on recent teaching methodologies was noted as 
another enabling factor for TPD. One of the participants explained: 

“Teachers must be resource persons, they must be updated with the changing trend of education worldwide, 
and teachers must know about the recent teaching methodologies and techniques, teachers must know about 
the interest of learners.” [Female teacher, public school] 

 

5. Discussion 

This study revealed high to very high TPD needs for ELT, as reported by more than two thirds of EFL teachers. A 
considerable proportion of Nepalese EFL teachers showed high PD needs for almost all skills (table 2). Likewise, 
very high PD needs were identified particularly for using information and communications technology, student 
counselling, using cooperative learning, and teaching students with special needs. These findings could be important 
to consider in view of any future PD programs aimed at Nepalese EFL teachers.  
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A majority of EFL teachers’ PD interests were found to be particularly for mentorship, taking part in 
conferences/seminars, and sponsored-workshops/PD activities in schools/districts, and participating in out-of-school 
workshops/courses. Interestingly, mentorship has been previously identified as one of the under-utilised forms of 
TPD in Nepal (Joshi et al., 2018). Similarly, Nepalese EFL teachers perceive conferences, seminars, and workshops 
as the primary strategies for their PD (Joshi et al., 2018). These activities often take place in sites outside of school; 
therefore, teachers are generally interested to travel and take advantage of building professional networks during 
these activities. This also means that teachers need to have enough resources (i.e., time and money) for their ongoing 
participation in these programs. Though a majority of EFL teachers have been provided with release time for PD 
activity participation, schools/districts could also consider providing them with some other means of incentives. The 
incentive may include adequate financial support, pay rise, onsite resource access and onsite workshop. Such forms 
of support may have positive impact in boosting teachers’ engagement in their professional learning and professional 
development. It is obvious that some of these PD needs seem to relate to personal/interpersonal level, while the 
others to school and system level (Harris, 2000). 

The study also identified some key barriers and enablers to TPD. There were a number of barriers (e.g., lack of 
suitable educational policy, trainings, funding, support from school administration, motivation, etc.) and enablers 
(e.g., funding, support from school administration, social networks, etc.) to TPD reported by the teachers. Some of 
the reported barriers to TPD, could in fact be enablers when available. For instance, funding and institutional support 
provided by government and schools for TPD, albeit identified as a barrier, when available enables the teachers’ 
engagement in TPD programs. Unsurprisingly, lack of financial resources and institutional support was identified as 
key barriers to teachers’ professional learning and development internationally (Dayoub & Bashiruddin, 2012; the 
Bill & Melinda Gates Foundation, 2014; NSW Education Standards Authprity, 2017; Mohan & Chand, 2017). 
According to the quantitative data of our study, in addition to financial support, release time offered teachers, online 
resource access and onsite workshops were identified as key enabling factors for TPD in Nepal. 

Notably, private school teachers seem to have limited opportunities, particularly in terms of their access to 
government supported TPD programs. Furthermore, rural-based teachers in Nepal found the delivery of TPD 
programs in major cities as a main challenge making them accessible or nearby locations. This finding is similar to 
what was reported elsewhere (e.g., NSW Education Standards Authority, 2017). For instance, teachers in regional, 
rural, and remote areas in the state of New South Wales, Australia were more challenged to access TPD programs 
compared to the teachers in major cities (NSW Education Standards Authority, 2017). This indicates the scope for 
local-(or school-) based TPD models to facilitate the better access to TPD programs for a larger number of 
rural-based teachers in Nepal. 

The strength of the study include: i) a relatively large sample size representing participants from all over the country, 
and ii) use of mixed data to evaluate the and present the findings. Furthermore, the study included a larger proportion 
of private schools’ teachers; this means our study also assessed and explored their PD needs and interests, which 
were largely unknown in Nepalese context. The limitation of the study includes that the study subjects were 
non-representative of entire EFL teachers in Nepal as it only studied those attending the NELTA conference.  

The data presented in this study are important particularly for ELF teachers’ professional learning and development 
in Nepal. The study highlights various teacher professional development issues that could form the basis and 
guidance for future PD programs. At times when ELT in Nepal needs appropriate policies and research (Aryal et al., 
2016) on TPD, the findings of the present study inform the design of need- and evidence-based TPD programs and 
policies. Similarly, this study has presented some data that would help generate hypotheses and guide future research 
in this area. Future design and implementation of PD activities should therefore consider these findings in order to 
make the PD programs more accepted and contextualised in Nepal. Therefore, these data on EFL teachers’ perceived 
needs, interests, and challenges to pursue TPD programs reported in this study have both important research and 
policy implications in Nepal. One of the avenues for future research could be to explore and characterise problems 
faced by male and female EFL teachers in their professional development. While the study was conducted in 
Nepalese context, it also contributes to the literature EFL teachers’ PD needs and interests, enablers and challenges 
vis-à-vis developing countries in general. 

 

6. Conclusion 

The study showed that Nepalese EFL teachers have a high PD need and interest. Similarly, EFL teachers’ PD needs 
vis-à-vis various specific instructional skills and PD interests for various PD activities range from high to very high. 
This study also identified specific PD needs and PD interests of the EFL teachers to be addressed.  
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Lack of suitable educational policy, trainings, funding, support from school administration, motivation, etc. were 
identified as major challenges to TPD. Similarly, allocation of more funding, support from school administration, 
reinforcement of social networks, release time offered teachers, online resource access and onsite workshops were 
also cited to be enabling factors for pursuing TPD programs. Among the private school teachers, additional challenge 
was that many of the TPD programs run by the government were inaccessible to them. Our study also highlights 
several environmental, institutional and personal enabling and challenging factors in pursuing ELF teachers’ 
professional development. Overall, this study concludes that Nepalese EFL teachers demonstrated a considerable 
need and interest in TPD despite experiencing several types of challenges. 
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