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Strategies for encouraging responsible sexual behavior amongst college youth: An 
action research case study at the Paro College of Education

Amina Gurung1 and Dechen Tshomo2

The purpose of this paper is to investigate and examine the existence of irresponsible 
sexual behavior amongst the students of the Paro College of Education (PCE), with a 
further aim to recognize and resolve issues arising out of involvement in irresponsible 
sexual behavior. Action research as a method of critical inquiry was used to conduct 
a three-phase study involving 91 student teachers of the College. A reconnaissance 
phase explored the prevalence of irresponsible sexual behavior. In the second phase, an 
intervention was implemented where the research participants were given opportunities 
to openly discuss and understand the complexities of irresponsible sexual behavior. 
A third phase of the research evaluated the extent to which change had occurred. 
Findings from the baseline study confirmed the prevalence of irresponsible sexual 
behavior. The baseline data showed that while student teachers perceived that they 
had adequate knowledge about issues relating to sex, internalization of the knowledge 
and safe sex practices were areas that needed adequate interventions. Two intervention 
strategies employed showed positive signs of understanding complex issues related 
to irresponsible sexual behavior. Evidence from the post intervention data indicated 
that these groups of student teachers were better able to recognize and understand 
relationship and sexual issues. In summary, the intervention did change the perception of 
student teachers towards becoming responsible sexual partners, but the study is limited 
by its inability to gauge internalisation of learning and study its implementation. For 
this to occur, another cycle of action research is required. 

Key words- Responsible Sexual Behavior, Action Research, College Youth

Introduction 
This action research on sexual behavior amongst college youth was undertaken at the PCE 
in the fall semester of 2014. The purpose of this inquiry was to investigate and improve the 
prevalence of responsible sexual behavior amongst the youth of the college. According to 
Hine (2013, p.151), this kind of critical research is a process of systematic inquiry that seeks 
to improve social issues affecting the lives of everyday people. He further goes on to cite 
Kemmis and McTaggart and states that action research is a:

form of collective reflective enquiry undertaken by participants in social situations 
in order to improve the rationality and justice of their own social or educational 
practices, as well as their understanding of these practices and the situations in which 
these practices are carried out. (Hine, 2013, p.151)
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When the research was being carried out, the college had 1084 full time and 406 part time 
students (www.pce.edu.bt). Besides our regular teaching load, we were involved then in the 
College as Student Support Unit (SSU) provosts of the girls’ hostel, and coordinators for 
the Women and Children Club. All these responsibilities demanded an empathetic and an 
understanding approach to resolving sexual behavior issues of our students time and again. 
Hence, this action research was a systematic approach to carrying out our ‘mentoring’ and 
‘teaching’ tasks in a manner that was helpful to our students. Faure (cited in Gibbons, 2013, 
p.1) states, “mentoring is a supportive learning relationship between a caring individual who 
shares knowledge, experience and wisdom with another individual who is ready and willing to 
benefit from this exchange”. Therefore, these experiences and responsibilities demanded of us 
to replace the teacher cloak and look for new ways of thinking and doing our work. It provoked 
an empathetic and holistic approach to reflect on the existing problems and helped us improve 
our practice while dealing with college youth’s sexual behavior. Moreover, it challenged our 
current beliefs and assumptions and helped us to come up with informed ways to future action. 

Consequently in this paper, we take a reflective approach to reflect on our own practice to 
critically examine the problem and seek interventions that will help reduce or solve the problem 
discussed. We begin with personal stories of lived experiences and end with reflections and 
recommendations for future direction. 

Personal Stories 
The following personal stories illustrate the situation that prompted us to carry out this action 
research.

Personal Anecdote- Researcher 1
I have taught young adolescents for twelve years, first in a higher secondary school and now 
in an education college. In these twelve years of working with the youth, I have observed 
that there is one common thing young adolescents are interested in, that is getting into an 
intimate relationship. While seeking intimacy may not be wrong or harmful, getting intimate 
with a wrong or an unprepared partner would have negative implications.  As a teacher and 
mentor, one of the main concerns I had was the risky sexual relationship of young people. In 
my years of teaching in different educational institutions and serving as the ladies’ provost, I 
have encountered several issues connected to irresponsible sexual behavior. Sometimes helping 
someone take ownership of an abandoned child, sometimes counseling someone who was in 
the eighth month of her pregnancy and whose husband was in a relationship with another 
girl in the same college. And, sometimes helping a girl come out of an abusive relationship, 
sometimes advising someone who got involved with a married man who along with his wife 
later abused and beat her. These incidences have made me seriously think about my roles and 
responsibilities as a trainer, a teacher, a mentor and a guide. 

Personal Anecdote- Researcher 2 
Having worked in the college for the last eight years has seriously made me reflect on some 
of the youth issues that have been going on in the college. Some of the pertinent issues are 
open display of affection among men and women, pregnancy cases and extra marital affairs. 

               A. Gurung and D. Tshomo 
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Prevalence of pregnancy cases, open display of affection and extra marital affairs are all 
evidence based and therefore I would like to find out the possible reasons for the student 
teachers’ actions. Whatever the situations are, there have been huge repercussions like– when 
pregnant student teachers are not able to carry out the class activities properly, nor are they 
able to participate in co-curricular activities and some even having to leave the college. Open 
displays of affection and extra marital affairs are least expected of student teachers as they are 
expected to become role models for the school students in the future. However, these activities 
mar the reputation and the performance of the individuals and the College at large. Having 
heard and witnessed the above issues, me as the SSU coordinator then, had even carried out 
‘men talk’ and ‘women talk’ so as to make the student teachers understand the situation that they 
are in and also to help them become more responsible. Despite carrying out such initiatives, 
we still witnessed and heard similar issues which made me assume that irresponsible sexual 
behavior was rampant amongst the youths at the Paro College of Education. 

Youth & sexual behavior in Bhutan 
While there is a lack of research concerning youth sexual relationship and behavior especially 
in the context of higher education institutes in Bhutan, evidences suggest increasing incidences 
of irresponsible sexual behavior amongst young people, resulting in unplanned pregnancies, 
relationship conflict, STIs, emotional and psychological stress and sometimes suicide. Youth 
constitute more than 20% of the total population in Bhutan (UNDP, 2013), and while young 
people in Bhutan are emphasized as the most important priority at all levels of the society 
for a sustainable future, studies confirm the status of youth to be quite adverse. The National 
STIs and HIV/AIDS control program (NACP) of the Department of Health (2014, p. 2) states 
that, “sexually transmitted infections (STIs) including HIV present a serious challenge to the 
health and well-being of Bhutan”. The report further states, “while HIV prevalence remains 
low, STI prevalence and incidence are worryingly and unacceptably high” (p. 2). The Bhutan 
Multiple Indicator Survey’s (BMIS, 2010) and the Health Thematic Analysis (HTA, 2012) 
found low use of contraceptives particularly among young, unmarried women (p. 19). The 
World Bank report on HIV/AIDS in Bhutan (2012) reported that one fifth of all married people 
have engaged in extramarital sex in the last year, and 14% of unmarried people had sex in the 
last year. Rates were considerably higher among urban males (43 percent had extramarital sex 
in the last year, and 42 percent of urban single men had premarital sex in the last year). The 
same report also highlighted that Bhutan had “less stringent sexual norms for both men and 
women as compared to other South Asian countries”. Studies conducted on adolescent health 
found that, “in comparison to other Asian countries, the Bhutanese society has a relatively open 
approach to sex and sexuality with less stringent practices and views about sexuality for both 
men and women. Premarital sex is not taboo in many rural communities with an early onset 
of sexual activity (especially in rural areas) occurring for some boys and girls increasing their 
risk of sexually transmitted diseases.” (National Youth Policy, 2010). A recent study conducted 
by Norbu, Mukhia, and Tshokey (2013) assessed local knowledge on STIs and sexual risk 
behavior in two rural districts of Bhutan: Gasa and Zhemgang. The study found that “one in 
three persons practiced risky sexual behavior, higher in men. Condom use was low. There 
was no reduction of risky sexual behavior with increasing level of knowledge indicating that 
increasing level of knowledge does not necessarily reduce risky sexual behavior” (p. 1). 
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Sexual behavior amongst college students
The review of literature related to the prevalence of responsible sexual behavior amongst youth 
in the universities yielded some interesting but disturbing results. In the international context, 
several studies, (Omoteso, 2006; Abdullahi & Umar, 2013a; Thompson & Johnson, n.d; Berne 
& Huberman, 1999; Cross & Morgan, n.d.) have shown that there was a high prevalence of 
free sex and sexual activities particularly in the context of higher learning institutes like the 
universities. For instance, in Nigeria, research has shown that (Warner, as cited in Abdullahi 
& Umar 2013, p. 41b) “sex before marriage is seen as normal and a pleasurable satisfaction 
which young adults experience.” They go on to say that “the university environment allows 
freer sexual activities and this is against moral values of the community. It is for this perhaps 
that the University is witnessing the prevalence of pre-marital sex, homosexuals, rape, STIs 
and incidences of abortion in the campus” (p. 41). 

Odoemelan (cited in Abdullahi & Umar, 2013a, p. 41) observed that inappropriate sexual 
behaviors and consequences of such behaviors constitute enormous problems. The report 
further goes on to say that “once in school, college or universities, students are cut off from 
family’s restriction and support” and that “college life neither understands nor supports the 
value of chastity.” Hence for the students in higher learning institutions “sex is reduced to 
an easy source of pleasure and totally divorced from love and marriage” (Meekers, 1994 & 
Orubuloye et al. 1997 cited in Abdullahi & Umar 2013, p. 41).  Further, Peterson (1999 cited 
in Cross & Morgan, n.d., p. 4) reveals, “living in the era of AIDS education, the lesson students 
learned was that sexual intercourse was accepted as long as they used a condom.”

In another study by Abdullahi and Umar (2013b) economic reasons were the most significant 
factors for the existence of pre-marital sex among students on campus. Further, their study 
also found that “girls engage in pre-marital sex to please their boyfriends and assure him of 
her love” (p. 43). In the same study by Abdullahi and Umar (2013b) the male FGD (focus 
group discussion) members generally opined that boys think of sex first, before love and 
most of them consider female students who engage in pre-marital sex for the sake of love as 
prostitutes (p. 48). 

Omoteso (2006) states that the family background has a significant influence on young 
people’s sexual behavior. Meekers and Calve (1997); Luke ( 2001); Macphail and Campbell 
(2001) as cited in Ometeso (2006)  found that “in many countries, youngwomen lacking 
opportunities and from poor family background seek support from men trading sex and thus 
risk HIV infection and other STIs for security. Young women sometimes enter into relationship 
with older men called “sugar daddies” in sub-Saharan Africa who pay their school fees, buy 
them gifts and offer inducements” (p. 130). 

In Bhutan, a report by the National HIV/AIDS and STI Prevention and Control Program 
(NACP), Ministry of Health in Bhutan, (2014) state that “similar to many countries in the 
region, majority (87%) of the PLHIV (people living with HIV) are within the productive age 
group of 20-49 years with a significant bearing on the social and economic development of 
the country” (p. 2). In the same report the risk and vulnerability of the country’s youth are 
clearly highlighted. The report states that 60% of the country’s population is below 25 years 
of age, and that there is a high rate of STIs among the general population. There is also a high 
prevalence of multi-partner sex practices with concurrent sexual relationships and that there is 
a growing evidence of drug use, unsafe injecting practice, low condom use and high incidence 

               A. Gurung and D. Tshomo 



5

of STIs. Another study found that (Dorji, 2015, p. 7):

Kissing and hugging among adolescents and youth are becoming acceptable. 
Extramarital affairs and divorces are on the rise. Night partying at discotheques, 
drayang and karaoke is common. Young people tend to get boozed at the parties, and 
under intoxication many of them end up going for unsafe sexual relationships. Staying 
late night at the parties and drayang has become equivalence of traditional ‘nupital 
visits’. However, these are emerging as risky avenues for unsafe sex and other anti-
social behavior.

Defining Sexual Responsibility
The World Health Organization (WHO, 2006, p. 5) defined sexual health as: 

A state of physical, emotional, mental and social well-being in relation to sexuality; it 
is not merely the absence of disease, dysfunction or infirmity. Sexual health requires 
a positive and respectful approach to sexuality and sexual relationships, as well as 
the possibility of having pleasurable and safe sexual experiences, free of coercion, 
discrimination and violence. For sexual health to be attained and maintained, the sexual 
rights of all persons must be respected, protected and fulfilled.  

However, the complexities of the terms related to sexual aspects are also recognized by the 
same document. The document states that “many terms, such as sex, sexuality and sexual 
rights” could not be defined and that there has been no subsequent international agreement 
on the  definitions of these terms. One of the complications they cite for example is that in 
English, the term “sex” is often used to mean “sexual activity” and can cover a range of 
behaviors. Other languages and cultures use different terms, with slightly different meanings. 

Hence, for this research, sexually responsible behavior is defined as that behavior which 
promotes and respects the different aspects outlined in the WHO definition of sexual health.

Dealing with youth sexual issues (Designing Interventions)
Pedlow and Carey (2004) argue that while designing interventions, “tailored interventions” 
are “more efficacious than one-size fits-all approach” to addressing risky sexual behavior in 
youths. They talk of age-appropriate or developmentally appropriate intervention strategies 
that can be effective for young people. In the same vein DeLamater, Wagstaff, and Havens 
(2000) cited in Pedlow and Carey (2004) talk of culturally appropriate STD/AIDS education 
intervention that can be effective to a particular culture. Further, Cohen (1992 cited in King, 
1999, p. 13), states that information is the key to behavioral change, and therefore, the focus 
should be on increasing awareness. Kalichman (cited in King 1999, p. 14) further goes on to 
say that one of the interventions can be “strategy” itself by which he says it “is the process 
itself where emphasis is placed on how the interventions are implemented between participants 
and group leader”. He further mentions that the key elements to consider during interventions 
“include how to foster trust, build group cohesiveness, and encourage motivation and mutual 
support among participants and between participants and the facilitator” (p.14).

As observed by Pedlow and Carey (2004), a number of studies on sexual behavior had 
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carried out different interventions. However, what was interesting was that the interventions 
differed depending on various factors like culture, gender, time, place of intervention, non-
traditional components that appeal to youth (e.g., game show format, panel discussions, 
exhibitions) and communication skills training among others. Berne and Huberman (1999) 
for example found that the social philosophies of adolescent sexual and reproductive health 
that underpin the European countries as “Rights, Responsibilities and Respect” seem to be 
very effective. They state that:

In these [European] countries, government and society view accurate information and 
confidential services, not merely as needs, but as rights of adolescents. These rights, in 
turn, depend upon societal openness and acceptance of adolescent sexuality. In short, 
the Dutch, the Germans, and the French expend less time and effort trying to prevent 
young people from having sex and more time and effort in educating and empowering 
young people to behave responsibly when they decide to have sex. Each of these nations 
appears to have an unwritten social contract which states, ‘We’ll respect your rights 
to independence and privacy; in return,you’ll take the steps you need to take to avoid 
pregnancy, HIV/AIDS, and other sexually transmitted diseases. (p. ix)

Pedlow and Carey (2004) conclude the diversity of the intervention in the following lines:

Intervention content, design, and delivery can be tailored to different populations by 
addressing specific risk behavior patterns, hypothesized antecedents of risk behavior 
change, demographic factors, such as gender and ethnicity, the setting in which the 
intervention will be implemented, and unique determinants of risk for a particular 
population. (p. 3)

Following the above lines, two intervention strategies were designed to address the issues that 
came from the baseline analysis. These interventions were Panel Discussion and an Exhibition 
on Child Development. 

Though studies conducted on sexual health in Bhutan state the openness and lesser rigid 
sexual norms in the country as compared to other South Asian Nations (World Bank, 2012), 
in the context of an education college, where a more academic behavior is expected, the focus 
of the two interventions were mainly on providing information and new facts about sexual 
health and the consequences of irresponsible sexual behavior. Studies of this kind have not 
been conducted in the context of the university in Bhutan; hence, our main intention was 
on value identification of the consequences of youth sexual problems from different angles, 
keeping in mind the cultural, moral and educational sensitivities of the college. The focus 
of our interventions was to provide correct sexual knowledge, create positive sex ideas, and 
practice safe sex behavior.

Therefore, this action research aimed to answer the following research question.

What can we do to encourage responsible sexual behavior amongst the youth of the Paro 
college of Education?

               A. Gurung and D. Tshomo 
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Action Research phases 
For this action research, Cardno and Reynolds’s (2008) action research process model (see 
Figure 1) was used. This process model according to Cardno and Reynolds (2008) “involves 
reconnaissance, intervention and evaluation phases underpinned by principles of collaboration 
and critique. The collaboration extends to the joint planning and implementation of the project” 
(p. 212).

Figure 1. Action Research Phases, Cardno and Reynolds, 2008, p.212

Based on our personal experiences and a thorough literature review, we identified the 
prevalence of irresponsible sexual behavior in the college.  Therefore, in the reconnaissance 
phase, a survey questionnaire comprising of three constructs and 34 items (see Appendix 1) 
were employed on 91 final year student participants. Based on the findings of the baseline 
data, in the intervention phase, two intervention strategies (Child development exhibition and 
Panel Discussion) were implemented in the fall semester of 2014. This was the second phase 
of the AR process. The first intervention (Child development exhibition) was employed for 
40 minutes and the second intervention (Panel Discussion) was employed for 3 hours (120 
minutes). Both the interventions were employed soon after one another. Questionnaires with 
open-ended questions (Post Intervention tool) were handed over to the participants before the 
intervention and they were asked to fill it up and return to us as soon as the intervention was over. 

Addressing Ethical Issues 
The participants were clearly explained the objective of the study verbally in the classes and 
the club before the implementation of the baseline tool as well as the interventions. Further 
the participants also filled up a written consent which was read and signed by each participant. 
Confidentiality was maintained while coding the questionnaire. The participants were promised 
of confidentiality and a choice to withdraw anytime during the research. The two interventions 
took place after the class hours (4.30-8PM) in the evening starting with the child development 
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exhibition in the college courtyard and a panel discussion in the lecture theatre where other 
students other than the research participants were also invited. The research participants had 
been provided the post intervention questionnaire in the class before the interventions and 
were asked to hand over the filled questionnaire to one of the researchers through the class 
and the club-coordinator.  So the researchers had no direct control over them. Anyone who 
was not interested could have easily refrained from submitting the questionnaire.  The post 
intervention data was collected soon after the intervention. Interestingly, all 91 questionnaires 
were returned to the researchers, and therefore there was a 100% response from the participants. 
However, of the 91 respondents, twelve had left half the number of questions unanswered.

Each of the Action Research phases is explained in detail in the following sections.

Reconnaissance 
Mills (2007, p. 2) states that reconnaissance (also called preliminary information gathering), 
is “taking time to reflect on your own beliefs and to understand the nature and context of 
your general idea.” In the reconnaissance phase, 91 final year students were involved in 
responding to a survey questionnaire, which largely asked the prevalence of responsible sexual 
behavior amongst students of the Paro College of Education. These groups of students were 
chosen intentionally by virtue of being their module tutors for the “Comprehensive Sexuality 
Education” (CSE) module, which at present is being piloted in the College. This module is 
taught for two hours every week. We intentionally also chose this group to see the impact of 
teaching this module.

Baseline data were gathered towards the end of the spring semester (2014) after the 
completion of the sexuality education module, which we offered in that semester for the 
two sections of 35 students each, and 21 club members. The questionnaire consisted of three 
constructs– information on STIs, Sexual Relationships and Sexual Activity. All items were 
worded in the affirmative with a five point Likert-type rating scale ranging from ‘strongly 
disagree’ to ‘strongly agree’ (see Appendix 1). There was a 100% response rate to this 
questionnaire because the student teachers were provided a time frame of 50 minutes to 
answer and return the questionnaire during one of our CSE classes. Checks for errors and 
inconsistencies were carried out before data entry. Survey responses were recorded using the 
idea of thematic coding. The data were further analyzed using descriptive statistics.

Findings of the Reconnaissance phase

Knowledge of STIs against Sexual Practice 
The analysis of the base line data confirmed our assumption of the prevalence of irresponsible 
sexual behavior among the youths of the college. Ten items (for items, see Appendix 1) were 
set to check the knowledge on the sexually transmitted infections and the analysis of these 
items revealed a very high percentage (95%) of student-teachers with an understanding of 
sexually transmitted infections. Majority of the participants (88%) claimed to have adequate 
knowledge on sexually transmitted infections. However, item10 (see appendix1) on the sexual 
practice provided a different view. In contrast to 88% of participants having claimed to have 
adequate knowledge on STIs, 32.6% of the participants still preferred to have sex rather than 
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avoiding it due to the unavailability of condom. This clearly denotes that despite the adequate 
knowledge the student-teachers have, there was still a good number of students who were not 
able to apply their knowledge to their real life. Many participants (53%) claimed that they 
had been involved in sexual activity at least once in their lifetime. Such findings confirm the 
existence of gap a between adequate knowledge on STIs and extra marital-affairs and their 
practice (Figure 2).

Figure 2: Sexual Relationship against Sexual Practice 

Ten items (see Appendix 1) were aimed at finding the student-teachers’ perception on sexual 
relationship and ten items were set to find out the perception on their actual sexual practice. 
Items were put in different constructs to find out if there is a match between what they say 
and do or vice versa. The analysis of the base line data revealed an imbalance between what 
they claim and their actual practice. For instance, item 7 (I think extra-marital affairs are 
one of the most prevalent reasons for divorce and domestic violence) under construct 2 (see 
appendix1) was set to find out the student-teachers’ opinion on sexual relationships and the 
findings revealed that 62.2% of the participants agreed that extra-marital affair was the cause 
of domestic violence and divorces. Analysis of item 5 (For me sexual activity can occur only 
in a serious relationship) under construct 3 confirmed 62% of the participants claimed that 
sexual activity can occur only in a serious relationship. Yet a good percentage has been led to 
sexual activity due to one or the other reasons (money – 9.3%, care and affection– 27.9%, and 
promises of marriage – 42.3 %). Attitude towards casual sex is also very relaxed with 58.5% 
claiming that they do not see anything wrong in a casual sexual relationship as long as both 
the partners agreed and 25.2% agreed that sexual relationship is fine as long as commitment 
is sought (Figure 3).

                                                                                    Journal of Educational Action Research                
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Figure 3: Knowledge against practice 

Literature confirms that the gap between knowledge and practice is not a new trend. Young 
people in general seem to have very basic knowledge about what STIs are.  For example 
Moore and Smith (2014) posit:

College students have been found to be very knowledgeable of HIV but less 
knowledgeable of STIs and general sexual health. College students often perceive that 
they are knowledgeable regarding STIs.They are often able to name common STIs 
such as HIV, genital herpes, gonorrhea, chlamydia, and genitalwarts…However, when 
evaluated, they are not able to describe the symptoms associated with STIs and do not 
know that STIs can be present without symptoms, demonstrating they may actually 
have less knowledge than they believe. (p. 436)

Findings from the baseline data confirmed that there is still gap between the youths’ actual 
knowledge and their claims as identified above by Moore and Smith (2012). Hence intervention 
strategies had to be designed keeping the above points in mind. Therefore, the strategies framed 
were focused more on behavioral change rather than mere imparting of knowledge.

Interventions: learning about the consequences of irresponsible sexual behavior.
We designed and implemented two interventions based on the existing literature on youth sexual 
behavior (see Pedlow & Carey, 2004; DeLamater, Wagstaff, & Havens, 2000; King, 1999). 
Both the interventions were employed one after the other, towards the beginning of November, 
2014. In the exhibition on Child Development, exhibits were displayed which elaborated issues 
and topics on the development of the child, mother child issues, sexual health issues and issues 
relating to parenting. The first year students did it as part of their Child Development module. 
The 91 research participants were given a time frame of 60 minutes and were asked to go 
around and take part in the exhibition by observing, asking questions and watching videos on 
child development issues and issues relating to the effects of abortion and irresponsible sex. 
Post intervention data were collected right after the exhibition. The exhibition was followed 
by a two-hour panel discussion on the theme – Sex, extra marital-affairs and abortion: its 
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legal, health and spiritual consequences. The panelists consisted of a medical officer, a legal 
officer from the Royal Bhutan Police and a senior Dzongkha lecturer from the College. As 
researchers both of us moderated the intervention sessions. Again post intervention data were 
collected as soon as the panel discussion was over.

Contrary to the other typical AR practices that exist in the University, we did not use 
the same baseline tool to collect the post intervention data. Instead a different questionnaire 
specifically designed to collect post intervention data (see Appendix 2) was used. This change 
in the tool was done referring to other international action research methods where we found 
that researchers had used different tools to collect the baseline and post intervention data 
(see Barret, 2011; Smith & Carney, 2011). The post intervention questionnaire consisted of 
two quantitative items, both worded in the affirmative with a five point Likert-type rating 
scale ranging from ‘very poor’ to ‘excellent’ and the rest of the questions were qualitative in 
nature (1. How would you have rated yourself as a responsible sexual partner before the panel 
discussion? And 2. Now that you have attended the panel session “Sex, extra-marital affairs 
and abortion- its legal, health and spiritual consequences.” Circle how would you rate yourself 
as a responsible sexual partner on a scale of 1-5). Post intervention data were collected from 
all 91 participants. To maintain anonymity, survey participants are referred to as participant 1, 
2, 3, 4,…..91. The quantitative data were then analyzed using SPSS and the qualitative data 
through content analysis. 

Evaluation of the intervention
Two items (see Appendix 2) were set in the post intervention data questionnaire to see if there 
were any differences in the student-teachers’ rating as a responsible sexual partners. This was 
because the base line data analysis confirmed that though the student-teachers had very good 
knowledge on STIs and sexual relationships, their practice as a responsible sexual partners 
was poor (Figure 2). The post data analysis showed an improvement in the rating as shown 
in figure 4.

Figure 4: Post Intervention-Difference in rating as a responsible 
sexual partner before and after
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The difference in the rating clearly indicated that the panel discussion made an impact on 
the participants. Initially only 15.3% of the participants rated excellent under considering 
themselves as responsible sexual partners but there was a drastic change in their rating after the 
panel discussion. After the panel discussion, 52% of the participants rated ‘excellent’, which 
indicated the effectiveness of the strategy. Further a female participant (52) commented that:

 
Though it was late for us but I believe it is not too late to be responsible sexual partners. 
I am now aware about the consequences of being unfaithful, (indulging in) unprotected 
sex and abortion. Knowing just the consequences is not enough but practicing the roles 
of [being ] responsible sexual partner is important.

The comparison of base line data with the post intervention data suggested another startling 
finding: the claim that the participants made with regard to having adequate knowledge on STIs 
(95%) and use of condoms (75.3%) appeared doubtful. This is because 34 out of 91 participants 
declared that consequences of abortion and extra-marital affair were new knowledge for them. 
Similarly, 21 participants declared that using condom to prevent STIs was a new knowledge 
to them. This indicates that the knowledge that they claimed to have was either shallow or 
pretentious which points to the ineffective strategies used for delivering CSE content. Findings 
from this action research indicate that the panel discussion which comprised of question 
and answers related to health, legal and spiritual consequences of sex, abortion and marital 
affairs had far reaching consequences on the affective domains of learning. It is evident from 
the commitments made by the participants that the new knowledge acquired from the panel 
discussion helped them make future commitments. Spiritual consequences of sex, abortion and 
extra-marital affair was a new knowledge to the 21 participants; Health and legal consequences 
for 34 participants; and importance of acquiring Marriage Certificate (MC) before the birth of 
a child for 36 participants (See Figure 5).

Figure 5: New knowledge acquired from panel discussion 

The new information had a huge impact on the participants as is evident from the commitments 
made by the participants (refer figure 6 below). When asked to give any five future commitments 
to ensure responsible sexual relationship, 51%, 48% and 68% of the participants made explicit 
commitment to use condom, be a responsible sexual partners, and avoid extra marital affairs 
respectively.  Further, other commitments were made on applying the 3RS (being responsible, 
knowing one’s right and being reasonable), advocacy, producing Marriage Certificate before 
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child birth, avoiding abortion, using family planning measures and following right time, right 
place and right partner. In general, everyone made one or the other five commitments. 

Figure 6: Commitments made by student teachers towards 
responsible sexual relationship

The commitments that the participants have claimed are further reinforced by th the comments 
that they have made. For example, Participant 86 shared:

Before discussion I thought that having sex is not a big deal, it is like any other 
things we do in our day to day life but after the discussion my thinking is very much 
wrong, unsafe sex is like a crime, with it there are lots of problems that will make 
our life difficult and it is very much important to think thousand times before getting 
involved in sex. 

Further Participant 52 suggested that:
From my observation, many youths get involved in the sexual act after they qualify [complete] 
high school and get into college life. They build a sense of independence and feel that they 
are ready. It would be good if such informative and encouraging discussions were conducted 
from the beginning of the session. It would be more productive if made compulsory for all 
trainees to participate.

Pedlow and Carey (2004) observed that improvements in sexual communication skills 
and perceived norms for safer sex are associated with reductions in sexual risk outcomes. In 
general, almost everyone made very strong commitments to move towards responsible sexual 
relationships.  Of the 91 respondents only twelve had left the questionnaire unanswered in the 
two items which asked if they learned any five new things or five future commitments they 
wanted to make. The rest answered all the items even though four out of nine questions were 
qualitative in nature. This is an indication that the intervention especially the panel discussion 
had brought about some change in their thought process. 

Discussion and Conclusions 
In this action research, we set out to understand and examine the incidence of irresponsible 
sexual behavior in one of the higher learning institutes of the country. It was based on our 
assumptions, personal experiences and research findings that have time and again confirmed 
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the existence of youth sexual problems. This was indeed the case and, furthermore, because the 
study contained within its phases, interventions to strengthen the ability of making responsible 
decisions for college youth, we are able to extend the findings beyond the investigation to 
shed light on how improvement might be brought about in the arena of resolving irresponsible 
sexual behavior in our college youth.

This discussion is structured to answer the four research questions formulated to evaluate 
the impact of the intervention.

Q1. What aspects of youth sexual issue did this action research address?
This action research confirmed the findings of the general literature that talks about the high 
prevalence of irresponsible sexual behavior amongst Bhutanese youth (Ministry of Health, 
2014). The data collected from the baseline study confirmed that more than half the sample 
population (53%) had been involved in a sexual activity at least once in their lifetime. While 
a majority of the participants (88%) claimed to have adequate knowledge on STIs, a good 
number of college youth (32.6%) still preferred to have sex rather than avoiding it due to the 
unavailability of condom. In another sample of 17 members of the Teachers’ initiative for the 
empowerment of women and children club, 15 out of 17 respondents cited irresponsible sexual 
relationship issues like dating, casual sex, problems associated with extra-marital affairs, and 
issues arising out of “ditching” one another. The baseline data also indicated that college youths 
have been led to irresponsible sexual activities due to various reasons like money, need for care 
and affection, promises of marriage, and having a casual outlook on sex and sexual activities. 

Further, the research also employed strategies that could minimize irresponsible sexual 
behavior. As is evident from the analysis of the post-intervention, data revealed a huge shift in 
student’s understanding about their own behavior and hence they made strong commitments 
that they promised to carry out in future. This is a huge achievement, knowing the fact that 
though youth irresponsible sexual behavior is discussed in Bhutanese literature and discussed 
at the policy level, very few interventions have taken place. This action research will thus help 
practitioners to design their own interventions that are context and culture specific. 

Q2. How did the intervention assist in understanding irresponsible sexual behavior in the 
college?
Coleman (cited in the WHO report, 2006) recognizes adolescence “as a time for learning to love 
oneself and others and to be responsible in one’s relationships” (p. 8). He further states that: 

During this period, young people develop intimate bonds and learn to enjoy the 
pleasures of sexual activity. They also learn about the health risks associated with 
sexual practices and behaviors, and their vulnerability to these risks – often at first 
hand. This period sets the stage for mature adult sexual relationships. (p. 8)

We contend that the interventions gave participants a platform to openly discuss and understand 
their personal issues in an informal and relaxed setting. These were issues that had often in 
the past, been set aside or neglected. The findings from the post intervention suggest that the 
strategies for delivering the content has to be always interactive and connected to real life like 
the panel discussion where there were lots of opportunities for the students to get involved in 
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the discussions with real life practitioners. It also suggested that whatever was discussed in 
the classroom has to be related to real life situations. We also found that while having such 
discussions, if the panelists were real life practitioners, students believed them and were 
convinced of their knowledge, and therefore was more impactful then just the tutors sharing 
their theoretical knowledge. 

Having real life panel members in the forum gave students a real life outlook to 
understanding the complexities of their personal issues.  They realized the complexities 
involved in casual sexual relationships as in the words of participant 86 (see evaluation of 
intervention section above). 

Pedlow and Carey (2004) observed that improvements in sexual communication skills 
and perceived norms for safer sex are associated with reductions in sexual risk outcomes. As 
is evident from the data, the interventions seem to have made a good impact on the students. 
Post intervention data revealed that of the 91 participants, commitment to use condom was 
made by 51% of them; 48% claimed that they would like to be responsible sexual partner 
and 68% wanted to avoid extra marital affairs. Further, other commitments were made on 
applying  the 3RS (being responsible, knowing one’s right and being reasonable), advocate, 
produce Marriage Certificate before child birth, avoid abortion, use family planning measures 
and follow right time, right place and right partner. In general, everyone made one or the other 
five commitments. 

Q3. What further interventions are required to address irresponsible sexual behavior in 
the college?
Pedlow and Carey (2004) confirm that interventions related to sexual risk reduction in young 
people have been implemented in a variety of settings. Their reviews and meta-analyses of the 
literature suggest that though interventions can be efficacious, few of the extant interventions 
have been replicated. Moreover, some interventions appear ineffective, and much of the 
variance in reducing sexual risk remains unaccounted for, suggesting that additional factors or 
theoretical frameworks are needed to guide future intervention studies. Thus, they conclude, 
“there remains an urgent need to continue to refine prevention programs” (p. 2). 

Hence we propose that the college designs innovative programmess to teach sex education. 
In our review of different literatures we found that in the international context, several 
universities had taken innovative measures like using multi-media like the television and radio 
programs to approach sex education. Zwibelman and Rayfield (1982) cited in Cross and Morgan 
(2003, p.26) found that the college radio can be used to inform listeners about topics such 
as relationship issues, AIDS, women’s issues, crises, condom use, and other relevant student 
issues such as self-esteem, gender roles, and anger. Other studies (White & Rubenstein (1984 
as cited in Cross and Morgan, 2003, p. 26) found that such programmes can have positive 
effects in multiple areas, including increasing condom use and increasing awareness of how 
to respond to critical incidents. Some universities have come up with health and wellness 
websites on emergency contraception (like “not-2-late.com”) which allows students to access 
accurate, up-to-date information under the anonymity of the World Wide Web. Traditional 
teaching strategies like “sex is bad” or moral “do’s and don’ts” talk by teachers do not seem 
to be effective as is quite evident from our research as well as the vast amount of literature. 
Hence, taking several factors into consideration like culture, gender, age, place, and time, 
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university educators can be innovative in exploring and finding out different ways and means 
to connect to the students at the university. 

Q4. What problems could a next action research cycle address?
This study has given us deep insights into the issues that are important for the college students 
and lecturers. It has also made us reflect on our present practices. Most often because we are so 
focused on being just the ‘teacher’ in the sense of imparting knowledge, we often forget that 
students have more serious issues that they are not able to share with anyone. Most often we 
also tend to think that our ‘job’ finishes as soon as we leave the four walls of our classrooms. 
Action research as a method of inquiry has allowed us to develop the act of learning through 
observation, listening, analysing, questioning and being involved in constructing one’s own 
knowledge.

Schofield (2014) posits, “Individuals and their behavior are profoundly influenced by 
the social environments in which people find themselves” (p. 25). Thus she says that one 
of the most effective ways to minimize such problems is by changing those conditions. Our 
research was an attempt to change the hidden yet disturbing condition prevailing in our college. 
Through this research, it is hoped that we have created awareness that there is a prevalence 
of irresponsible sexual behavior and that they have a direct impact on our students- and most 
importantly on those who are going to be future teachers. Through this research it is also 
hoped that we have an created awareness that different strategies could be explored to make 
both sexuality education module as well as the lives of hundreds of students more meaningful. 

However, this research stops short of measuring the extent to which learning is internalised 
or implemented beyond the point of formal evaluation of an intervention. One cycle of action 
research is insufficient in terms of drawing conclusions about the seriousness of our students 
to sustain and apply learning in their own setting in a way that is actually responsible and 
healthy for themselves as well as for their partners. What needs to be researched at a deeper  
level is how can the university design and apply different interventions that are respectful and 
inclusive of the issues disturbing the university students. In addition, this research was a case 
of only one of the ten colleges of the Royal University of Bhutan; hence, there is also a need 
for a study bigger in scope, and involving a wider population of the university. 

Conclusion  
This action research set out to understand the prevalence of irresponsible sexual behavior 
amongst the youth of the PCE. Baseline data collected indicated that there was a prevalence 
of irresponsible sexual behavior. Involvement in risky sexual activities, involvement in extra-
marital affairs, low condom use, inadequate knowledge on STI’s and AIDS came out very 
prominently in the baseline data. This action research found that the interventions proved to be 
very effective. Hence, it is proposed that in future, similar interventions might be employed to 
curb the existing sexual behavior problems specifically in the college. However, one should be 
mindful of the culture and context of the problem and hence be careful to use developmentally 
and culturally appropriate interventions.

Our reflective journey on dealing with sexuality issues in the college arose out of the 
recurring problems that silently plagued our young people. As is often the case, generally with 
all Bhutanese teachers and lecturers, in the past, we would use negative, ad-hoc and spontaneous 
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responses, and quick-fix measures in our effort to control irresponsible sexual behavior. We 
realized that most often, such ‘meetings’ ended bitterly, and were very ineffective. Action 
research as a thorough and reflective process has helped us to define and refine our problem 
statement, set clear objectives, design and implement interventions and study the effects of 
the interventions. The process has helped us to understand the deep underlying issues that 
paralyze and hypnotize young people. We also realize the enlightening effect of a reflective 
journey as individuals. However, as Schofield (2014) posits, what is also equally important 
on the other hand, is building a positive “social environment” and a healthy approach to 
sexuality. As observed by Berne and Huberman (1999), we could “expend less time and effort 
trying to prevent young people from having sex and more time and effort in educating them to 
behave responsibly when they decide to have sex” (p. ix). Hence the focus of the leaders of the 
University and the policy makers at large should be on intentional and committed creation of an 
enabling environment that promotes healthy, happy and motivated individuals, who are proud 
of their relationships, respectful of theirs and others’ sexuality, and mindful of their actions.  
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Appendix 1: Baseline Survey Questionnaire on student teachers’ perception on irresponsible 
sexual relationship 

    
Royal University of Bhutan, Paro College of Education

Responsible Sexual Relationship: Development, Challenges and Prospects.
                                                     A survey of college youths.

Survey Questionnaire.

Dear Sir/Madam,
This study is undertaken to understand the prevalence of responsible sexual relationship 
amongst youth of Paro College of Education. The result of the study is intended to help youth 
to identify the characteristics of a responsible sexual relationship. It is also intended to inform 
parents and policy makers the development in the pattern of youth relationship and to understand 
the challenges faced by the college youth in maintaining responsible sexual relationship. In 
this regard, please give your genuine responses. 

Please tick [     √    ] the most appropriate response 

PART I: Demographic Information 

1. Sex   
      a) Male    b) Female       

2. Year of Study
     a). 1st Year  b). 2nd.Year  c). 3rd. Year d). 4th Year

3. Marital Status
     a). Married   b). Single c). In a relationship. d). Separated   e). Divorce/ Divorcee  
    f).Widower/Widow. 

4). Do you have children?
     a). Yes   b). No   c). Expecting.
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Please tick the boxes which correspond to your level of agreement or disagreement on 
the statements given below.

1. Perception on Sexually Transmitted Infections- (STIs).

SI 
No                            Statement Strongly 

agree Agree
Neither 

Disagree 
nor Agree

Disagree Strongly 
Disagree

1. I know what Sexually Transmitted Infections 
are 5 4 3 2 1

2. I have adequate information regarding Sexual-
ly Transmitted Infections. 5 4 3 2 1

3. I use Condom in order to avoid STIs. 5 4 3 2 1

4. I know that condom is the only way to protect 
against STIs. 5 4 3 2 1

5. I think of the transfer of STIs before getting 
involved in sexual activity. 5 4 3 2 1

6. I have suffered from one or the other form of 
STIs. 5 4 3 2 1

7. I get worried about coming in contact with STI 
whenever I am in involved in sexual activity. 5 4 3 2 1

8 Fear of  transmitting STIs to another is a con-
cern for me 5 4 3 2 1

9. I have adequate knowledge about handling STIs. 5 4 3 2 1

10. I prefer having sex than avoiding it due to the 
unavailability of condom at that moment. 5 4 3 2 1

2. Perception on Extra Marital Affairs.

1. I have been involved in extra marital affairs at 
least once in my life. 5 4 3 2 1

2. Involvement of money is an important factor 
that leads to extra-marital affairs. 5 4 3 2 1

3. Need of affection and care lead to extra-marital 
affairs 5 4 3 2 1

4.

The thought of wrecking some one’s family or my 
own family pulls me back from getting involved 
in extra-marital affairs 5 4 3 2 1

5. Involvement in extra-marital affair is a casual 
thing for me. 5 4 3 2 1

6. I know many cases of extra marital affairs. 5 4 3 2 1

7.
I think extra marital affairs are one of the most 
prevalent reasons for divorce and domestic 
violence.

5 4 3 2 1
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8. Extra-marital affair has many bad consequences 5 4 3 2 1

9. Abortion should be legal and permitted in 
Bhutan. 5 4 3 2 1

10.
Extra-marital affair is fine as long as commit-
ment is not asked. 5 4 3 2 1

3. Perception on Sexual Activity 

1. 
I feel it is important to use condoms when I 
have sex 5 4 3 2 1

2. I use condom in order to avoid pregnancy 5 4 3 2 1

3.
I prefer to use other forms of contraceptives 
to condom 5 4 3 2 1

4. I feel it is necessary  to be committed to your 
partner to get involved in sexual activity 5 3 3        2 1

5. 
For me sexual activity can occur only in a 
serious relationship. 5 4 3 2 1

6.
Promises of getting married can convince me 
to get involved in sexual act. 5 4 3 2 1

7.

I know that weighing the consequences of 
sexual activity can avoid me from getting 
involved in it. 5 4 3 2 1

8. Using condom/other contraceptives assures me 
of not becoming pregnant 5 4 3         2        1

9. For me Sexual activity is casual. 5 4 3 2 1

10. 
I am aware of the consequences of sexual 
activity. 5 4 3 2 1

Any Comments:
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Appendix 2:  Consent Form for Participants 

Action Research Project: Strategies for encouraging responsible sexual behavior amongst 
college youth: An action research case study at the Paro College of Education.

I, ………………….,……………….........................................have been clearly explained by 
Mr/Mrs. ………………………………………………………………that this Action Research 
has been carried out for academic purpose     Yes/No

I agree to participate in this activity, realising that I may withdraw at any time.    
        Yes/No

I agree that research data gathered for the study may be published using a pseudonym  
        Yes/No

I agree to the interview having my voice recorded and transcribed. Yes/No

I agree to video recording my activities in the classroom/college. Yes/No
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Appendix 3: Post intervention data collection tool

Date: 16th October 2014

 “Encouraging Responsible Sexual Relationship amongst Youth of Paro College of 
Education”- An Action Research.

Please circle the appropriate response.
1. Gender                         

a). Male               b). Female 
2. Involvement in a sexual relationship 

a). Yes        b). No        c). Sometimes        d). Once          
3. Which impacted you more 

a). Child development exhibition       b). Panel discussion 

4. On a scale of 1- 5 (1- very poor, 2- poor, 3- average, 4- good, 5- excellent) circle 
how you would have rated yourself as a responsible sexual partner before the 
child development exhibition.

1         2            3              4            5

5. Now that you have attended the panel session on “sex, extramarital affairs and abor-
tion- it’s legal, health and spiritual consequences” circle how would you rate yourself 
as a responsible sexual partner, on a scale of 1- 5 (1- very poor, 2- poor, 3- average, 
4- good, 5- excellent).

1          2          3         4          5

6. Observe the differences in the ratings between question 3 and 4 and explain the 
differences in about 150 words.

7. Write 5 new things you learned from the Panel discussion about responsible sexual 
behavior. 

8. Write 5 commitments you want to make to yourself to build responsible sexual 
relationship. 

9. Any pressing issues you want to share with us.

Thank you for the time and support .
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Cultivating and improving classroom reinforcement strategies to optimise pre-service 
student teachers’ learning

Ugyen Tshomo1 and Lhaden2

This action research looked at our reinforcement practices and consequently aimed at 
cultivating and improving classroom reinforcement strategies. According to the baseline 
data, we did not use many tangible and intangible reinforcements. For example, our 
teaching experiences in the College had informed us that students hardly participated in 
learning activities such as responding to our questions in the class. It was also observed 
that when students were on teaching practice they rarely used reinforcement while 
teaching. More alarmingly, anecdotes and informal discussions notified us that we 
ourselves scarcely used a variety of reinforcement during our teachings.  As a result, for 
this research project, we applied intervention strategies such as meditation, the magic 
box, classroom code of conduct, jokes, songs, energizers, hot seat and placards in our 
teaching to address the concerns mentioned above. The data was collected from two 
sections of pre-service student teachers (a group of second year (N=34) and final year 
students (N=31) using a survey questionnaire. This action research was carried out over 
a semester (Autumn 2014) for one cycle.  Post intervention data were collected through 
class observation, self-reflective diary, survey questionnaire and journals maintained 
by students to check the effectiveness of the intervention strategies. Findings from 
post-intervention data analysis indicated that we showed improvement in the use of 
reinforcement that in turn facilitated student participation.

Key words: teaching, reinforcement, motivation, tangible, intangible

Situational Analysis 
Our interest in the topic began when we (teacher 1 & teacher 2) were sharing our experiences 
from field visits such as teaching practice supervision and teaching observations in the schools 
with each other. Our main concern from these experiences was the existence of poor teacher-
student relationships in the Bhutanese context. Teachers were also not approachable and 
students’ showed difficulty in expressing their ideas even if they knew the correct answers. The 
same thing happened in our classrooms as well and reflecting upon our teaching practices as 
teacher educators, it was observed that few students participated during the question-answer 
sessions and group discussions. Punctuality was another problem among students. They failed 
to come to class on time and also they wanted to leave the class before time. Reflecting upon 
ourselves as students, we realized that we were also quiet in the class. Both of us agreed that 
we hardly interacted with our teachers in the class. We also tended not to participle much in 
question/answer and discussion sessions. Analysing those habits, we came to a conclusion 
that our own cultural background (coming from traditional and disciplined families), where 
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quietness is equated to a disciplined child, where a child is to remain silent until spoken 
to played a significant role in our behaviour. We think that this ‘culture of muteness’ has 
influenced our nature as teachers as well. We carried this culture to the classroom and shared 
it with our students. Thus, it impacted their participation in the class as well. Also from the 
student feedback collected towards the end of the semester, many students were of the opinion 
that we were not approachable and usually scolded them. Reflecting on these experiences, we 
thought something must be lacking in our practices. Hence, what can be done to overcome the 
issues like poor teacher-student relationship, lack of teacher approachability, sense of humor, 
student punctuality and little student participation in the classroom?

Reinforcement and different schedules of reinforcement are found to have a positive impact 
on the acquisition of knowledge and behavior. Hoque (2013) further mentions how students 
become more enthusiastic and willing to volunteer answers and participate actively in any 
discussion resulting in new point of discussion with reinforcement.

Along the same lines, the Colleges of Education, Samtse and Paro (2007) consider effective 
use of teacher reinforcement as an important skill in teaching and learning. Student-teachers 
are trained to use a variety of reinforcement in the class to motivate learners to participate 
in class activities. However, during our six years of supervision of student- teachers, it has 
been observed that students use minimal reinforcement in the classrooms resulting in minimal 
responses from their students. 

One of the ways of motivating the students to be active learners in the classroom could be 
through the immediate response and reaction of the teacher (Smith, n.d). The way the teacher 
responds to the student’s action or behavior determines how the teacher sets the tone and makes 
the learning environment favorable (Conroy, Sutherland, Snyder, Al-Hendawi & Vo, 2009). 
This can be achieved through a variety of reinforcement strategies that the teacher uses with 
the students for performing a desired task or showing a desired behavior. Reinforcement is an 
essential component of good teaching and learning. If the students are constantly reinforced for 
the task that they are engaged in, they more enthusiastically approach the next task (Newcomer, 
2009; Simonsen, Fairbanks, Briesch, Myers & Sugai, 2008). Thus, it is important that teachers 
provide continuous and appropriate reinforcement to have a better flow of the lesson. With 
our experiences and observations, reinforcements in the Bhutanese classes are largely limited 
to verbal and body language (sometimes vague and confusing). This action research study 
helped us try out how other forms of reinforcement might benefit the learners and influence 
our change in practice. Considering the different learners with different learning needs and 
styles, a wide variety of reinforcers were used.

The present study intended to try out a variety of reinforcement strategies to focus on the 
issue of class participation and evaluate how such practices helped students improve their 
learning and academic achievements. Through positive feedback and scheduled reinforcement, 
learners will be encouraged to actively participate in the future. McLeod mentions B.F Skinner’s 
operant conditioning theory as how a behavior that is reinforced tends to continue while the 
behavior that is punished will be extinguished (2007).

Throughout the action cycle, both the researchers and students evaluated the quality of 
the reinforcement considering the four steps provided by Conroy et al. (2009):
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•	 Frequency- how often?
•	 Type – general or specific?
•	  Equity – do all students receive praise?
•	 Appropriateness for developmental levels.

Literature review
The review of literature is focused on the importance of reinforcement, definitions and types 
of reinforcement as well as what makes an effective reinforcement. The idea of reinforcement 
in learning gained popularity when B.F Skinner put forward his operant conditioning theory 
(McLeod, 2007). Reinforcement is the main element in his idea of stimulus-response association, 
which then became a broadly applied principle in teaching and learning. As per Alfred 
(2008), reinforcement is the most important strategy most teachers use in the classrooms as a 
classroom management tool. It can stimulate student participation and academic achievement 
and transform students’ character. Sherab’s (2013) action research on the Bhutanese teacher 
education classroom also suggests that reinforcement can also motivate students to open up 
and share their experiences and opinions if they are provided with opportunities.

Reinforcement is a stimulus that strengthens the frequency of behavior that precedes it 
and is contingent upon a behavior, which increases the probability that a specific behavior 
will occur (Smith, nd; Peters, 2010; Heffner, 2014). All three authors have interesting views 
on reinforcement because there is a pleasant condition involved which creates a positive 
relationship between the stimulus and the response. Their views make good sense in an 
educational setting as a lot of positive energy is generated during the occurrence of behavior, 
which will directly create a sound learning environment that will promote learning in the 
students. Skinner (1938, 1953) in his operant conditioning theory considered reinforcement 
as a key element in changing behavior for a desired response. He describes two types of 
reinforcements, positive and negative. According to Skinner (2014) and McLeod (2007) both 
positive and negative reinforcements strengthen behavior by providing a consequence that 
an individual finds rewarding in case of positive reinforcement and stopping the unpleasant 
experience in the negative reinforcement. Though this is true in most situations, sometimes 
negative reinforcements may discourage the learners and instead of strengthening the 
behavior it will lead to inappropriate behavior. On the other hand, Smith (n.d.) claims negative 
reinforcement to be very effective in creating a class environment safe for learners which is more 
often naturally occurring and can be even more effective if paired with social reinforcement 
like a smile, a word of encouragement, a nod, or a sign of approval.

The use of reinforcement strategies in the classroom can be a motivating factor for managing 
student behavior and maximizing the learning outcome. In addition to other strategies in 
classroom management, having a good strategy of reinforcement to motivate the students 
can attract the attention and boost the interest of the students in the class (Newcomer, 2009; 
Simonsen, Fairbanks, Briesch, Myers, & Sugai, 2008). In order to motivate the learners, 
reinforcement should be scheduled and a criteria needs to be set. (Peters, 2010; Reeve, 2009; 
Smith, n.d.). As stated by Tuckman and Monetti (2010) learners themselves come to class 
with different experiences of reinforcements and personal histories that it is always difficult to 
create one list of reinforcement that would motivate all students. This view is also supported by 
the use of a variety of reinforcement in prompting the responses of the students while asking 
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questions and handling responses appropriately (College of Education, Samtse & Paro, 2007). 
Thus, using a variety of reinforcements made sense here.  Maslow (1943) in his Theory of 
Human Motivation intensely discusses around these factors of motivation– “primary needs, 
safety needs, the love needs, the esteem needs and through his paper he claims that “man is a 
perpetual wanting animal” (p. 18) mostly waiting for recognition and eventually, “satisfaction 
of the self-esteem need leads to feelings of self-confidence, worth, strength, capability and 
adequacy of being useful and necessary in the world” (p. 10). Thus, teachers need to recognize 
this fact and make their learners feel needed and essential in order for them to become proactive 
learners. These motivational needs serve as a condition for being accepted, respected and 
valued by others for a performed behavior, which a teacher is capable of implementing in the 
classroom through a variety of reinforcers such as tangible, activity, social and token reinforcers. 
Tangible reinforcers include concrete reinforcers such as stickers, certificates, tokens, and treats. 
Intangible reinforcers are usually abstract motivators such as verbal comments, smiles and 
laughs, compliments, games, songs and dances including special privileges. These different 
types of reinforcers are necessary for diverse learners. “Every class is different, and several 
types of reinforcers may be used to motivate different students” (Peters, 2010).

Teacher attributes such as specific use of praise as a form of verbal reinforcement or a 
written statement, while recognizing a desired or correct behavior will increase social and 
academic behavior (Curran & the IRIS Center, 2003). Teachers must remember to use praise 
effectively and specifically and let the students know that the attentions provided through 
praises are pleasurable and motivational (Curran & the IRIS Center, 2003). This idea can 
sometimes mislead the Bhutanese students’ thoughts because the general understanding of 
praise in the Bhutanese society is usually not pleasurable and motivational. Praise is also not a 
very common practice in Bhutan and because of this being rooted in the culture, our practices 
have been influenced which has led to sparing praise in the classroom as well. Thus, teachers 
must use praise effectively when a specific desired behavior is recognized. Evertson, Emmer, 
and Worsham, (2003 as cited in Curran & the IRIS Center, 2003, p. 8) suggest to “ensure that 
each student receives some form of sincere and accurate praise or recognition.” Attention is 
to be drawn to this statement because we usually praise those high achievers only and the low 
achievers are usually ignored.

Using reinforcement strategies in the classroom keeps the students motivated throughout 
the year. Programmed instructions can be used to make reinforcements effective (Skinner, 
1968) and one such way is signing Class contracts or classroom code of conducts which are 
excellent ways to introduce reinforcement in the class (Peters, 2010). In addition, a carefully 
planned token economy usually paired with specific praise will be a useful reinforcer (Peters, 
2010). “Verbal behavior is frequently overemphasized because it is easily imported into the 
classroom, and a shift to nonverbal knowledge, where natural contingencies are more effective, 
has been worthwhile” (Skinner, 1968, p. 155). This is again true in the Bhutanese situation 
because most of the time our classroom reinforcement is limited to verbal reinforcement and 
with changing times it is necessary to use a variety of reinforcements. In addition to using 
a variety of reinforcements, it is also important to design better contingencies to improve 
teaching and learning (Skinner, 1968). Other forms of reinforcement like meditation (Chai, 
2012; Lazer, 2015) improves the human brain and enhances learning capacity. Fischer (2001) 
also acknowledges how jokes, dances and songs help boost positive learning in the class.
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The evidence (Curran, 2003; Peters, 2010; Skinner, 2014; Smith, n.d.) from the literature 
shows that reinforcement when used appropriately promotes student motivation, enhances 
student interests and improves classroom ambience. As of date, there has been no research 
done in the Bhutanese context on how reinforcement can impact students’ learning. This action 
research study shows how reinforcement can truly impact students’ learning in the class. It 
also demonstrates strategies to be used in providing a variety of reinforcements. 

Teachers need to use a variety of reinforcement strategies and in addition design better 
contingencies and schedules of reinforcement using available knowledge. The research 
accumulated over time discusses the relation between reinforcement and student behavior 
and classroom management skills. However, reinforcement can be used beyond classroom 
management and dealing with inappropriate behavior like managing cell phone issues 
while teaching. A final thought is to study the relation between reinforcement strategies and 
improvement of student performance in academics or content knowledge.

Research Question:
This study focused on the following questions.
•	 How can we improve our reinforcement strategy in the class?

•	 How can we motivate our students to participate actively in the class?

•	 How can we use stimulating pedagogy to motivate our students in the class?

•	 How can we improve our manner and style in the class to inspire the students to learn? 

Methods
The study was carried out with a total of 65 participants consisting of 31 final year students 
and 34 second year students. The action research study used mixed method approach and we 
identified five different data sources. We used survey questionnaires, open-ended questions, 
reflective journals maintained by the students including student narrative opinions and feedback, 
research diary (notes and digital) of the teachers and classroom observation, and feedback 
from critical friends. Data were generated before the action cycle, during the action cycle and 
after the action cycle and was analyzed through comparing the two sets of data.

The baseline data were gathered during the first week of August 2014. The purpose and 
intent of the study was explained well to the participants and a mutual understanding was 
developed between the researcher and participants by signing the consent form to avoid ethical 
issues. The survey questionnaire consisted of items based on five different themes identified 
with the help of literature (see Appendix 1 for items).

•	 Importance of positive reinforcement in classroom teaching and learning (only in 
baseline to design intervention strategies)

•	 Teacher’s attributes
•	 Tangible reinforcement
•	 Intangible reinforcement
•	 Negative reinforcement
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Participants were asked to rate the items on a 3-point Likert –type scale ranging from “often”, 
“sometimes” to “never” of our actions. The last question determining the importance of 
positive reinforcement was based on a five point Likert scale ranging from “least important” 
to “very important” which was adopted from Mackenzie (2008). There were also two open-
ended questions in which participants had to discuss in detail about the impacts of positive and 
negative reinforcements to their behavior and learning.  We collected the baseline data from 65 
students (31 final year & 34 second year students). Accordingly we designed the intervention 
strategies, which are discussed later in the section– intervention strategies. We began the action 
cycle from 11th August till 10th October 2014 for a period of 9 weeks. This cycle was guided 
by a type of reinforcement menu, which was fixed on the wall of the respective classrooms to 
remind both the teachers and the students (see Figure 1).

Figure 1: Reinforcement Menu

Post Intervention Data 
The following intervention strategies were designed to address the issue of lack of reinforcement 
in our teaching that emerged from our own concerns and which was later confirmed through 
the analysis of the baseline data. The intervention strategies were designed with the help of 
literature (see literature review section). The implementation of intervention strategies began 
from 11th August to 10th October. Following are the intervention strategies implemented in 
this action research.
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Meditation
Meditation was conducted at the beginning of each class for 5-10 minutes. It was usually guided 
meditation using the sound of waves, birds, flute, and YouTube where the speaker guides you 
into an imaginary world. Most of the learners gave positive feedback on this activity. This short 
meditation was purposely introduced to imitate schools that religiously practiced meditation 
as a matter of a prescribed activity. Till then no one conducted an impact study and we piloted 
a similar activity to study its impact. This meditation was practiced as a belief (PAR field 
visit experience 2013) to improve the learner’s attention span. From this study it exhibited 
that if meditation is conducted appropriately it has a positive impact on learners. To cite a 
participant, “Meditation gives the mind a break, offering an opportunity to detach from the 
chaos of our lives and seek shelter in silence and stillness. After meditating I feel relaxed and 
forget all the tension. It also creates a friendly environment with my friends” (Participant 8). 
Another participant said, “I felt relieved at least for some moment and I enjoyed the peaceful 
atmosphere in the thoughts” (Participant 26). Dalai Lama in his interview with Barbara Chai 
mentions that meditation gives calmness to our mind, controls brain activities; it gives time 
to investigate our nature thus creating awareness of our surrounding (Chai, 2012). Even Lazar 
(2015) in her interview with Schulte (2015) mentioned that meditation can change your brain 
and reduces stress. We thought that in order to do individual and unguided meditation the 
teacher needs proper training on “mindfulness” which will prepare them to have a deeper 
knowledge and skills related to meditation.

The Magic Box
The word “magic” is derived from the magical effects of its etymology and how children are 
usually excited by the word “magic.” The Magic Box was another intervention strategy used 
to improve reinforcement. It is actually a box containing list of goodies such as an apple, a 
pencil, soap, toothpaste, book, tissue paper, tea with teacher, lunch with teacher, and sanitary 
napkins. A student who could participate five times in a row within the session gets to pick 
a chip containing a gift from the box. A participant reiterated the rationale of the magic box 
“the best thing about magic box was if the person participates five times then that person gets 
to pick up from the box. This maximized the participation in class and everyone was gearing 
towards picking it up” (Participant 6). “Magic box always created an exciting environment in 
the class” (Participant 26). “Magic box reinforcement is one of a kind of reinforcement I ever 
experience in learning process. This kind of reinforcement really bring changes in learners; they 
are always active and participate in the class, so they can get chance to pick from the magic box 
felt more pleasure and motivated when I hit the magic box (Participant 19). According to our 
observation, shy students were a little reluctant in the beginning. But eventually it motivated 
them to participate. This action research study corroborates the findings of an earlier study 
on Bhutanese pre-service teachers’ classroom engagement that some shy students gradually 
participate if teacher educators create conducive environments for students to participate 
in and contribute to the learning process (Sherab, 2013). With regard to the role of token in 
student motivation Ihiegbulem, Ihiegbulem and Igwebuike (2011) concluded that the extent of 
academic achievement of the experimental (motivated with token) group of Integrated Science 
students was moderate, while that of the control group that were not motivated with token 
was on the average low. Thus this token motivator also had positive impacts on the learners.
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Classroom Code of Conduct
Teachers and learners collaboratively drew the “Classroom Code of Conduct”, which is a 
set of classroom rules both teacher and students agreed upon. This was drawn to make an 
agreement upon a set of classroom norms so that the flow of classroom discussion, activity and 
teaching were not disturbed. It was also to avoid inappropriate behavior like use of cellphone 
in the class while teacher was teaching or during serious class discussions. Interestingly there 
was a clause, which says “class starts 10 minutes after the previous session”. A few students 
claimed it as their right and started coming 10 minutes late for the class. But otherwise this 
was a good strategy to set the class decorum since this strategy dictated the behaviors that 
were appropriate for their classroom. If students design classroom rules it has more benefits in 
terms of promoting sense of ownership, community responsibility and exhibiting a democratic 
process (Malone & Tietjens, 2000; Weinstein, 2003 as cited by Curran, 2003). As Skinner 
(2014, p. 129) aptly put it, “behavior must be appropriate to the occasion.”

Placard 
Comments written on placards were deliberately used so that visual learners remember the 
written reinforcement like “fabulous” and “magnificent”. Each time a student gives a correct 
answer; the teacher picks a placard and shows it to the class while the rest of the students read 
it. Discussing about the placard intervention, one of the participants mentioned that, “designing 
a tag with reinforcement like “superb” and “excellent” encouraged participants more and 
reminded other[s] to take opportunity to be in that encouraged position” (Participant 23). 
Another student comments, “this kind of reinforcement act as a gesture that keeps the student[s] 
motivated” (Participant 25) and eventually it seems to “make students feel nice” (Participant 
28). Such intervention was introduced for visual learners who not only hear words but also 
can read and remember them. Eventually it became habituated for us to use the placards to 
break the monotony of providing common reinforcements such as ‘good, nice and beautiful’.

Verbal and non-verbal reinforcements
Spontaneous verbal reinforcements such as ‘cool, correct, beautiful, keep it up’ were used 
as yet another intervention in this study. Besides that, whenever students participated, we 
delivered immediate non-verbal reinforcements like ‘a tap on the shoulder, walk close to the 
student, nod, smile, and give a thumbs up, or a high five’ in close proximity to the student.

Jokes
Jokes were another intervention used by us. Jokes can break the rigidity of the classroom and 
students respond positively to a teacher who can joke with them or break out in songs and 
dances (Fischer, 2001). We explored online sites and shared jokes with the students before and 
in between the lesson. At times we made students share jokes in the class. Even Sherab (2013) 
in his findings stated that if teachers lack humor they appeared inaccessible to students and 
eventually students were discouraged to participate actively in the class. Not much time and 
effort was spent on this intervention by both of us because both of us were not comfortable 
with humor. Thus in the feedback with regard to the “jokes” item both of us scored low.
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Songs
We sometimes began the class with songs. Karaoke songs were downloaded and played in the 
class. Students were made to read the lyrics and sing out loud along with the singer. According 
to Budden (2011) music not only can play a significant role in language learning but can set 
the scene and change the tempo of the class. According to participant 15 “music helps balance 
the energy level of all the students.” Thus music can wake up sleepy students or calm energetic 
ones. One of the participants (26) shared, “every one of us enjoy singing and listening to songs. 
We become very energetic and it keeps us active throughout the lesson.” Songs are also said 
to be therapeutic in nature from serving newborns to treating hospital patients, music can be 
used for medical and psychological treatment (Howland, 2015). One student agrees to the 
statement when s/he mentioned, “songs made me relaxed…it was a very effective method to 
have the holiday hang-over minds back to academics” (Participant 29).

Energizer 
We sometimes used energizers like rhymes, brainteasers, and riddles in between the lessons. 
These energizers kept the learners active (see http://www.laughterforachange.org/videos/
games-we-play/ for energizers). 

Hot Seat
The term hot seat can refer to: “Being in the hot seat”, an expression used for a high-pressure 
situation in which a great deal of attention and scrutiny is focused on a person or organization 
(Wikipedia, 2014). It is also a slang for an electric chair; a former syndicated politically oriented 
talk show in the United States. It is also used in a former ABC game show in the United States 
now called “KBC” (Kon Baneyga Corpati) in India. KBC also uses the word “hot seat” for 
the player (Wikipedia, 2014). Hot seat was used as negative reinforcement for those learners 
who did not do their assignments/homework in time. It was also used for students who broke 
a classroom code of conduct. The student was asked to sit on the chair placed in the corner of 
the class for 10 minutes and complete the necessary task while rests of the students waited. This 
puts pressure on the student seated on the hot chair. This was the only negative reinforcement 
used by us to strengthen the learner’s behavior (Skinner, 2014). It gives time for the student 
to realize their mistake. Firstly, while offered the seat a student knows s/he has not completed 
the task. Secondly, s/he completes the task, as rest of the class waits thereby simultaneously 
putting the student on a guilt trip. Only by behaving in an agreed manner s/he may become 
free of “guilt” (Skinner 2014, p. 190). Thirdly, having to complete the unfinished task within 
a specific time in front of whole class is really no fun. Thus this reinforcement was given 
to those who did not complete their task with a hope that it had an abiding effect (Skinner, 
2014), but it had its lapses too. For instance, one of the participants (10) rightly mentioned 
that “sitting in a corner for 10 minutes and having 31 pairs of eyes on ... is really embracing. 
More over others who have completed the task will be wasting 10 minutes.” 

Comparison of baseline data with post intervention data
Data of both teacher 1(T1) and teacher 2(T2) has been punched and inserted in figures and tables For 
convenience and aptness we have put them in parllel so that the comparativeness can be read at a glance. 
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Figure 2: Reinforcement priority data 
Teacher 1 (T1)  

Figure 3: Reinforcement priority data   
Teacher 2(T2)

According to the baseline data, it appeared that positive reinforcement is very important. 
Reinforcers such as verbal (e.g. excellent, wonderful praise), nonverbal communication 
(e.g., smiles, nods, thumbs up, high five etc.) and “teacher as a motivating factor” (pedagogy, 
tone, language, dress etc.) appeared to help the learners. In the survey data 18 participants for 
teacher1 and 15 in teacher2 indicated “praise and nonverbal” as priority and 19 participants 
for teacher1 and 22 for teacher2 chose “Teacher as motivating factor” (see figure 1 and 2).  
“Social attention” also seems to be the third priority reinforcer for learners. According to 
Radcliffe (2000) kids love praise they like to hear when they’re on track, doing the right thing.

Table 1: Score for various teachers’ attributes (T1)

Teacher’s attributes (T1) baseline (n=31) post intervention (n=31)
 often sometimes never often sometimes never 

Teacher is approachable 28 3 0 29 2 0
Teacher allows flexi time (5-10 min) 27 4 0 24 7 0
extends assignments 13 17 1 23 8 0
Variety Teaching pedagogy 24 7 0 27 4 0
Teacher’s dress code as motivator 10 21 0 13 18 0
Teacher’s language 24 7 0 25 6 0
Teacher’s tone 22 9 0 23 8 0
Personal conversation 8 20 3 10 18 3

As shown in Table 1, there is an increase for almost all the teacher attributes except for “teacher 
allows flexi time”. For example, “teacher is approachable” increased from 28 to 29. A participant 
(28) commented, “I think one of her teaching strengths is her approachable personality.” 
Although it is not a substantial increase, there are some indications of positive impact. To 
cite a participant (17), “I will try to be a role model as my tutor used to be. I will try to be 
the one where every needy people could approach me as my tutor is.” Another attribute that 
has shown some improvement is the,  “Teacher finds personal conversation” which increased 
from 8 to 10. This is an indication that learners like teachers who finds time to listen to them. 
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To quote a participant (1), “Madam also foster[s] positive relationships with us by conveying 
respect, being compassionate and by listening carefully to our problems.” Likewise as per 
the baseline data only 24 participants chose “often” for attribute– “teacher uses variety of 
teaching pedagogy” but post intervention showed an increase to 27. This teacher attribute is 
another crucial factor that encourages learners. A participant (24) rightly shared, “the element 
of interaction and the variety our tutor brings in the class or during the lesson acts as a plus 
point in attracting and focusing our attention towards the lesson.” The response for “Teacher 
extends assignment date” has increased from 13 to 23. A participant (23) shared “teachers are 
life changer for the students, they play vital role in the life of a student.”

Table 2: Score for various teacher’s attributes (T2)

Teacher’s attributes (T2) Baseline(n=34) post intervention(n=34)

 often 
some-
times

never often 
some-
times

never 

Teacher is approachable 22 11 1 4 27 2
Teacher allows flexi time 3 26 5 19 12 2
Extends assignments 9 17 8 0 13 20
Variety of teaching pedagogy 8 23 3 6 27 0
Teacher’s dress code as motivator 5 24 5 6 17 10
Teacher’s language 1 11 22 4 25 4
Teacher’s tone 4 24 5 4 21 8
Personal conversation 1 9 24 0 9 24

Teacher 2 showed improvements in allowing flexi time to the students (3/34 in the baseline 
and 19/34  in the post intervention marked as “often”).

Figure 4: Tangible reinforcement T1
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Figure 5: Tangible reinforcement T2

Under tangible reinforcement if you read the above figure, teacher has never used 
stickers and certificates both in baseline and post intervention data. Interestingly though, the 
teacher1 used “magic box” as intervention under “tokens” and status of the item has decreased 
from 26 in baseline to 5. To cite a participant “I got [a] mug from the magic box a beautiful 
mug which had touchy quotes written on it. The mug really inspired me and since then I try to 
volunteer as much as possible” (P28). Another participant said, “The reinforcements of giving 
apples and chocolates to participants in the class really built the attitudes of learners towards 
learning process” (Participant 19).Teacher 2 improved the use of tangible reinforcement such as 
stickers (0/34 rated “often” in the baseline and it has gone up to 2/34 in the post intervention), 
tokens and treat (0/34 in the baseline and 12/34 and 4/34 in the post intervention (see figure 4).
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Table 3: Score for “Intangible Reinforcement data (T1)”

Intangible Reinforcement(T1) baseline post intervention 
 often sometimes never often sometimes never 

verbal comments 30 1 0 28 2 0

smiles/laughs 29 2 0 28 3 0
Compliments 26 5 0 23 7 1

Nods 22 9 0 20 10 1

high fives 0 5 26 4 1 26
Games 0 16 15 5 24 1
free time 11 19 1 11 20 0
library time 1 26 4 11 20 0
assignment 6 24 1 15 16 0
Songs 23 8 0 22 9 0
Dances 2 9 20 6 21 4
Jokes 0 20 11 2 26 0 

     
Under intangible reinforcements – verbal comments, smiles, laughs, compliments, nods have 
recorded higher in the baseline data but in the post intervention data there is no increase in 
the score. This could probably be because according to baseline data the teacher (Teacher 1) 
possessed those qualities already. If I quote from participant’s report, “the tutor always took 
the response of the students positively and followed up the question that made us to correct 
our own errors. For example “good, now let’s take it a step further”, “keep going”, “not quite, 
but what if we include” (Participant 8) “The broad smile on your face and motivational words 
awaked me out of the world of darkness…..” (Participant 8).
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Table 4: Score for “Intangible Reinforcement data (T1)”

Intangible reinforcement(T1) Baseline Post intervention

 Often Sometimes Never Often Sometimes Never

Verbal comments 14 19 1 23 8 0

Smiles/Laughs 17 17 0 9 24 0

Compliments 19 14 1 10 19 2

Nods 0 3 30 19 14 0

High fives 0 5 29 0 5 28

Games 0 28 6 0 11 22

Free time 1 20 13 0 22 11

Library time 11 19 4 0 14 19

Assignment time 0 1 33 0 8 25

Songs 1 0 33 0 26 7

Dances 6 17 11 0 4 29
Jokes 0 3 31 1 29 2

Teacher 2 showed improvement in verbal comments (refer table 4) and another area where 
teacher 2 showed improvement is in the nonverbal comments like nods (0/34 rated “often in 
the baseline and 19/34 in the post intervention). Smiles/laughs also showed improvements 
(17/34 rated “sometimes” in the baseline and it has gone up to 24/34 in the post intervention). 
Use of songs as a reinforcement also improved (0/34 rated “sometimes” in the baseline and 
it has gone up to 29/34).

Figure 6: Negative reinforcement (T1)
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According to data in Figure 6, teacher 1 has not used much of negative reinforcement. Except 
for “screaming” 27 participants marked as “sometimes”. In baseline data when participants 
were asked “How did negative reinforcement affect you?” most of the participants for teacher1 
wrote negative reinforcements “discourages learning”, “hurts them and they are embarrassed 
in the crowd”, it creates negative environment and instills fear” and on contrary few of them 
responded by saying such reinforcement acts as “constant reminder not to make same mistake 
again” and it will also act as “self-realization of one’s errors”, and “help us change”.

  

Figure 7: Negative reinforcement (T2)

Data in figure 7 presents that teacher 2 reduced the use of negative reinforcements. Teacher 
never used physical punishment (zero in both pre and post intervention). While there was 
decrease in the use of negative reinforcements in general, the teacher scolded the students 
(0/34 rated “often in the baseline and increased to 13/34).

Findings and Discussion
Findings from this action research indicate that if teachers employ reinforcement strategies 
appropriately in their teachings, it helps to enhance students’ learning, classroom ambience 
and student-teacher relationship (Newcomer, 2009; Simonsen, Fairbanks, Briesch, Myers & 
Sugai, 2008). Our conclusion is based on how intervention strategies helped us in the smooth 
functioning of the class and positive learning. Findings also showed that the classroom Code 
of Conduct drawn between students and teachers helped in self-disciplining. Furthermore, the 
reinforcement strategies employed helped students in maintaining their dress code, managing 
cell phone issues, coming prepared for the class, reduced unwanted discussions and digression 
from lesson, keeping the classroom clean, eating goodies in the class, and instilling proper 
learning attitude. Therefore, in order to motivate the learners to learn, reinforcement should be 
scheduled and criteria needs to be set (Peters, 2010; Reeve, 2009; Smith, n.d.). Interventions 
like “meditation” and “songs” set the class tempo and mood. According to Budden (2011) 
music can play a significant role in language learning by setting the scene and changing the 
tempo of the class. We participated in singing and dancing activities in the class, which made 
us more approachable. As we progressed with various intervention strategies, we observed 
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that students started discussing about their personal issues and most of them became open in 
the class. Such findings are in similar line to earlier research, which concluded that students 
respond positively to a teacher who can joke with them or break out into songs and dances 
(Fischer, 2001). Findings from this action research showed that the use of variety of teaching 
pedagogies and reinforcements we used during our teachings encouraged student participation 
in various activities. Students became hardworking. As per the “reflective journal” from 
participants it showed that they read and prepared for the class so that they could receive 
tokens from the “magic box”.

Findings from this research also indicate that negative reinforcement needs to be scheduled 
and needs to be more varied unlike what was done in this study where we used only one form 
of negative reinforcement.  Eventually whole classroom control lies in the hands of teachers– 
how teacher behaviour seems to affect his/her students and vice versa. Skinner (2014, p. 
313) rightly pointed out that,   “A behaves in a way which alters B’s behavior because of the 
consequences which B’s behavior has for A.”

Recommendation
This journey of action research was very fruitful and adventurous for us. We recommend that 
teachers in the field use the intervention we employed in the research to enhance classroom 
participation of their students. More so this action research was first of its kind in the Bhutanese 
context. Along with the learning, we had many challenges in the process of carrying out the 
research.

The first problem we had was the scarcity of classroom resources. We as researchers needed 
resources like speakers, placards, magic boxes which were not easily available. Moreover we 
had to carry these resources all the time since there were no safe lockers in the classrooms. 
Thus, if the classroom is equipped with a closet and desktop computer it would ease the 
cumbersomeness of teachers having to carry such materials every time. We needed lots of 
online and library resources for the research but books were limited in the library and finding 
online journal was tedious because of the poor internet connectivity. 

We came to know that the “observation form” for the teacher was limited. The form included 
space for taking notes of only the observer’s comment and teacher’s comment. It did not 
specify on how the teacher conducted the intervention strategy, timeframe and how the students 
participated during the class. The form also did not provide space or specification to mention 
how the teacher created the classroom ambience, teacher’s manner and style, teacher’s tone, 
teacher’s dress, teacher’s conduct and how students responded to the teacher throughout the 
lesson. So in the future, if anybody wishes to do such research “teacher’s observation form” 
needs to be refined and the above mentioned issues need to be incorporated.  

From the survey data analysis, we found out that the participants need to be instructed 
accurately on the technicalities of filling out the questionnaire. In some of the items even with 
rigorous intervention there was not much improvement in our practices. But paradoxically in 
participant’s reflective journal many said that they excitedly looked forward to the researcher’s 
next session. They also took time to do all the readings and homework given to them.

In the future if anyone wishes to take on such a project, they need to consider the workload 
to fully dedicate his/her time on such rigorous intervention. If a teacher is teaching more than 
eight hours a week, doing such action research will be a challenge. In a College such as ours, 
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if the management could assign only eight hours to those who are involved in such research 
would be most convenient. 

Conclusion
This action research was an adventurous journey for both of us. In trying to take stimulating 
pedagogy and reinforcement strategies for intervention, we read through lots of literature and 
it was enriching. The intervention strategies were designed based on the existing literature. We 
also gained comprehensive insights into the theory of motivation from the literature (Maslow, 
1943; Skinner, 2014).

We have learned not just to carry out action research but also to be approachable to our 
students and listen not just to subject related issues of learners but talk to them about their 
lives and improve upon this relationship. In the process, we have been able to transform 
our teaching approach.  Thus, we have emerged successfully as “role models” in terms of 
teacher dress code, tone of spoken language, language and employing various contemporary 
reinforcers like meditation, music and magic box, which can sustain the curiosity of our 
learners. We have also improved our SPSS and excel knowledge. As much as the journey of 
this action research was learning, there are still some difficulties such as improving the survey 
questionnaire, pretesting and remembering to brief the candidates before they respond to the 
questionnaire. Finally, we realized that we have not studied how different students respond to 
different reinforcements. In our next study, we would like to focus on how different learners 
respond to different reinforcement strategies.
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Appendix 1
Baseline survey questionnaire on types of reinforcement used by the tutor on her past interaction 
and teaching with you.

Paro College of Education
Royal University of Bhutan

Paro

Age:     Class and Program:
Gender:    Module:

This is to collect baseline data on types of reinforcement used by the tutor on her past 
interaction and teaching with you.  

The data collected will be confidential and it will be used only for the Action Research.  The 
final research report will be made available for your reference. 

1. The teacher used tangible reinforcements like (tick one that is appropriate).
Stickers a. often  b. sometimes c. never
Certificates a. often  b. sometimes c. never
Tokens( sweets, small gifts) a. often  b. sometimes c. never                          
Treat a. often  b. sometimes c. never
Marks a. often b. sometimes c. never 

2. The teacher used intangible reinforcements (tick the one that is appropriate).
verbal comments a. often   b. sometimes c. never                          

Smiles/laugh a. often b. sometimes c. never                          

Compliments a. often                           b. sometimes c. never                          

Nods a. often   b. sometimes c. never                          
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high fives a. often b. sometimes c. never                          

Games a. often                           b. sometimes c. never                          

free time a. often   b. sometimes c. never                          

library time a. often b. sometimes c. never                          

assignment  time a. often                           b. sometimes c. never                          

Songs a. often   b. sometimes c. never                          

Dances a. often b. sometimes c. never                          

Jokes a. often                           b. Sometimes c. never                          

3. How did such reinforcements impact you personally? 
………………………………………………………………………………………

4. The teacher used negative reinforcements such as (tick the one that is appropriate).
Physical Punishments a. often   b. sometimes c. never  

Sarcasm a. often b. Sometimes c. never                          
Stare a. often                           b. sometimes c. never                          

Scolding a. often   b. Sometimes c. never                          
Shouting a. often b. sometimes c. never                          

Screaming a. often                           b. Sometimes c.    never                          

5. How did negative reinforcements affect you? 
………………………………………………………………………………

6. Teacher is very approachable.

a. often   b. sometimes c. never 

7. Teacher allows students to come to class if he/she is late within 5-10 minutes.

a. often   b. sometimes c. never 

8. Teacher extends assignment dates as per the request of the students.

a. often   b. sometimes c. never 

9. Teacher uses variety of teaching pedagogy.

a. often   b. sometimes c. never 

10. Teacher’s dress code motivates you.

a. often   b. sometimes c. never 
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11. Teacher’s spoken language motivates me.

a. often   b. sometimes c. never 

12. Teacher’s use of tone motivates me.
a. often   b. sometimes c. never 

13. The teacher finds time for personal conversation with me?

a. often   b. sometimes                     c. never

Given below are the types of positive reinforcements that students receive. Rate a list of 
reinforcers on a five-point scale to determine which ones you value most. Five being the most 
important and one being the least important.(the classification below is based on “ 6Positive 
Reinforcement used in Alberta Education in Canada, retrieved from Learnalberta.ca on 29/7/14).

Scale 5-Very important, 4-important, 3-moderate, 2-somewhat, 1-least important 
Reinforcers Scale 

1 2 3 4 5
1. Praise and nonverbal communication (e.g., smile, nod, thumbs up, 

high five)
1 2 3 4 5

2. Social attention (e.g., a conversation, special time with the teacher or 
a peer)

1 2 3 4 5

3. Tangibles such as stickers, new pencils, sweets, treat, 1 2 3 4 5
4. Activities or privileges such as playing a game, sitting in a special place 

in the class, drawing, writing, colouring, going to recess or gym early, 
having extra computer time, assignment time, assignment extension 

1 2 3 4 5

5. Teacher as motivating factor( pedagogy, tone, language, dress) 1 2 3 4 5

Appendix 2

Observation Form
Observer :                                                                                 Date:

Time                                                                                         Topic 

Verbal reinforcement
( mention and keep tally) Observer’s comments Tutor’s comments 

Nonverbal reinforcement (mention and 
keep tally)
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 1. ལེགས་བཤད་པ། སྤ་རོ་ཤེས་རིག་མཐོ་རིམ་སློམ་གྲྭ། E-mail: penjor.pce@rub.edu.bt
 

སློབ་ཁང་ནང་ སློབ་སློན་འབད་བའི་ཞློར་ཁར་ ཡིག་སྡེབ་ཀྱི་དཀའ་ངལ་ཚུ་ ངོས་འཛིན་འབད་དེ་ ཡིག་སྡེབ་
དགཔ་འབད་འབྲི་ནིའི་སྦྱང་བ་འབད་ནི།

           
དཔལ་འབློར1།

ཞིབ་འཚློལ་བཅུད་དློན།(Abstract)

ལག་ལེན་ཞིབ་འཚློལ་ཟེར་མི་འདི་ སློབ་སློན་འབད་བའི་སྐབས་སུ་ རང་དང་གཞན་ལུ་འབྱུང་བཞིན་དུ་ཡློད་
པའི་ དཀའ་ངལ་ཚུ་ངོས་འཛིན་འབད་དེ་ དེ་ཚུ་བསལ་ནི་གི་དློན་ལས་ ཐབས་དང་གནས་སྐབས་ཚུ་བརྟག་
ཞིབ་འབད་དེ་ ལག་ལེན་དངོས་འཐབ་ཀྱི་ཐློག་ལས་འབད་མིའི་ ཞིབ་འཚློལ་ཅིག་ལུ་སབ་ཨིན་པས།  དེ་
སྦེ་ ང་གིས་ ལག་ལེན་ཞིབ་འཚློལ་འབད་དགོ་མི་འདི་ ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ལློ་ངོ་དང་པའི་སྡེ་ཚན་ 
ཀ ཁ ག གསུམ་ལུ་ མཐའ་འཁོར་སློབ་སྦྱློང་གི་ སློབ་སློན་འབད་ཐངས་ཀྱི་འཆར་གཞི་བཟློ་བཅུགཔ་ད་ 
སྡེ་ཚན་གསུམ་ཆ་རང་གི་ སློབ་སྦྱློང་པ་ཚུ་གིས་ འཆར་གཞི་སྤྱིར་བཏང་གི་ཡིག་སྡེབ་དང་ མཐའ་འཁོར་
སློབ་སྦྱློང་གི་དློན་ཚན་དང་འབྲེལ་བའི་ཡིག་སྡེབ་ ཚངམ་འབད་འབྲི་མ་ཚུགས་པའི་དཀའ་ངལ་སློམ་འབད་
རང་མཐློངམ་ལས་ འཆར་གཞི་བཟློཝ་ད་ཡིག་སྡེབ་དགཔ་འབད་འབྲི་ཚུགསཔ་ག་དེ་སྦེ་བཟློ་ནི་ཟེར་མི་ལུ་ 
གཞི་བཞག་སྟེ་ ལག་ལེན་ཞིབ་འཚློལ་འདི་འབད་ཡི། ངེ་གི་ལག་ལེན་ཞིབ་འཚློལ་འདི་ནང་ ཤེས་རིག་
གཙུག་ལག་གཞི་རིམ་ལློ་ངོ་དང་པའི་སྡེ་ཚན་ ཀ ལས་མི་གྲངས་ ༣༦ དང་ སྡེ་ཚན་ ཁ ལས་ མི་
གྲངས་ ༣༤ སྡེ་ཚན་ ག ལས་མི་གྲངས་༣༢ ཡློངས་བསློམས་༡༠༢ ཡློད་མི་ཚུ་གེ་ར་གིས་ དུས་ཡུན་
ཟླ་ངོ་གཅིག་གི་རིང་  ལག་ལེན་ཞིབ་འཚློལ་འདི་ནང་བཅའ་མར་གཏློགས་ཡི། ལག་ལེན་ཞིབ་འཚློལ་འདི་
མཇུག་བསྡུཝ་ད་ གྲུབ་འབྲས་གཙློ་བློ་ སློབ་སློན་འབད་བའི་ཞློར་ཁར་ དུས་ཡུན་སྐར་མ་༡༠འདེ་རེ་ ཡིག་
སྡེབ་ཀྱི་སྦྱང་བ་བྱིན་པ་ཅིན་ ཡིག་སྡེབ་ཡར་རྒྱས་གཏང་ནི་ལུ་ཕན་ཐློགས་ཡློདཔ་འབད་ གྲངས་འབྲེལ་ཐབས་
ཤེས་ཀྱི་ཐློག་ལས་ གནད་སྡུད་དབྱེ་དཔྱད་འབདཝ་ད་ཐློན་ཡི།

ཁག་ཆེ་བའི་མིང་ཚིག (Keywords)

འཆར་གཞི་སྤྱིར་བཏང་གི་ཡིག་སྡེབ། དློན་ཚན་དང་འབྲེལ་བའི་ཡིག་སྡེབ། ཞློར་ཁར་སྦྱང་ནི། ཡིག་སྡེབ་དྲན་
དེབ།

ངོ་སྤློད།(Introduction)

ང་གིས་ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ཆུང་བ་ལློ་ངོ་དང་པ་ སྡེ་ཚན་ ཀ་ ཁ་ ག་ གི་སློབ་སྦྱློང་པ་ཚུ་ལུ་ མཐའ་
འཁོར་སློབ་སྦྱློང་གི་ སློབ་སློན་འཆར་གཞི་བཟློཝ་ད་ འཆར་གཞི་སྤྱིར་བཏང་གི་ཡིག་སྡེབ་དང་ དློན་ཚན་དང་འབྲེལ་
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          དཔལ་འབྱོར།

བའི་ཡིག་སྡེབ་ཚུ་ དགཔ་འབད་འབྲི་ཚུགསཔ་ ག་དེ་སྦེ་བཟློ་ནི? ཟེར་མིའི་དྲི་བ་ལུ་གཞི་བཞག་སྟེ་ ལག་ལེན་ཞིབ་
འཚློལ་འབད་དགོ་པའི་ཁུངས་ཡང་ སློབ་དཔློན་ཚུ་ལུ་ སློབ་སློན་བཅའ་སྒྲིག་གི་དློན་ལུ་འཆར་གཞི་འདི་མེད་ཐབས་
མེདཔ་ཅིག་ཨིནམ་ལས་ Sakamoto (2012) གིས་ སློབ་སློན་འཆར་གཞི་འདི་ལམ་སློན་པའི་སབ་ཁྲ་བཟུམ་
ཅིག་ཨིན་ཟེར་བཤད་དེ་འདུག། དེ་ལུ་དཔྱད་དེ་ལྟཝ་ད་ སབ་ཁྲ་དག་ཏློག་ཏློ་དང་ཁ་གསལ་ཏློག་ཏློ་མེད་པ་ཅིན་ ལམ་
སློན་ནང་ལུ་དཀའ་ངལ་བྱུངམ་རང་བཞིན་ཨིནམ་མ་ཚད་ ལམ་འགྲུལཔ་ཚུ་ཡང་མནློ་བའི་ས་ཁར་འཁྱིད་མི་ཚུགས་དློ་
བཟུམ་སྦེ་ སློབ་སློན་འབད་ནིའི་འཆར་གཞི་ནང་ ཡིག་སྡེབ་དགཔ་འབད་མ་འབྲི་བ་ཅིན་ སློབ་སློན་ངོ་མའི་ནང་ཡང་ 
ཡིག་སྡེབ་ཀྱི་འཛློལ་བ་འབྱུངམ་ངེས་བདེན་ཨིན། ག་ཅི་འབད་སློ་ཟེར་བ་ཅིན་ མཐའ་འཁོར་སློབ་སྦྱློང་གི་འཆར་གཞི་
ནང་ སློབ་སློན་དང་འབྲེལ་བའི་མིང་ཚིག་ཚུ་ཆ་ཚང་བཙུགས་ཏེ་བཟློ་དགོཔ་ལས་བརྟེན་ཏེ་ཨིན། ཨ་ལློ་ཚུ་ལུ་འཛློལ་བ་
འབད་སློན་པ་ཅིན་ ལྷབ་ནི་འགོ་བཙུགས་པའི་བསྒང་ལས་ འཛློལ་བ་རྒྱུན་སྦྱང་ཐལ་ཏེ་ ལློག་ཤུལ་ལས་དག་བཅོས་
རྐྱབ་མི་ཚུགས་ནིའི་ཉེན་ཁ་ཡང་འློང་ནི་ཨིན་པས།

དེ་འབདཝ་ལས་ འཆར་གཞི་བཟློཝ་ད་ཡིག་སྡེབ་དགཔ་འབད་འབྲི་མ་ཚུགས་པའི་དཀའ་ངལ་དང་ ཡིག་སྡེབ་
འཛློལ་བའི་དཀའ་ངལ་ཡློད་ཟེར་མནློ་བའི་ཚློར་སྣང་ཙམ་རང་མེད་པར་སློད་མི་དང་ ཡིག་སྡེབ་ཀྱི་དཀའ་ངལ་ཡློདཔ་
ཚློར་རུང་ དག་བཅོས་འབད་མ་ཤེས་པར་ལུས་མིའི་དཀའ་ངལ་ཚུ་སེལ་ཐབས་ཀྱི་དློན་ལུ་ ལག་ལེན་ཞིབ་འཚློལ་
འདི་འགོ་འདྲེན་འཐབ་ཅི།

ལག་ལེན་ཞིབ་འཚློལ་ལུ་བརྟེན་ཏེ་ སློབ་སློན་འབད་བའི་སྐབས་སུ་ རང་དང་གཞན་ལུ་འབྱུང་བཞིན་དུ་ཡློད་པའི་ 
དཀའ་ངལ་ཚུ་ངོས་འཛིན་འབད་དེ་ དེ་ཚུ་བསལ་ནི་གི་དློན་ལས་ཐབས་ལམ་སྒྲིག་ཚུགསཔ་མ་ཚད་ དེ་ལུ་བརྟེན་ཏེ་ རང་
གི་སློབ་སློན་ཐབས་ཤེས་ཚུ་ཡར་རྒྱས་འགྱོ་ནི་དང་ ཡང་ན་ རང་གི་ཡུལ་ལམ་གནས་སངས་ཡར་རྒྱས་གཏང་ཚུགས་
ནི་ ཡང་ན་ རང་གཞན་གཉིས་ཆ་རང་ཡར་རྒྱས་གཏང་ཚུགས་ཟེར་ཨིན་པས། (Grundy, 1995; Stringer 
2004 as cited in Sherab, 2013).  ལག་ལེན་ཞིབ་འཚློལ་འབད་ཐངས་ཡང་ བརྟག་ཞིབ་འབད་ནི། དྲི་བ་
ངོས་འཛིན་འབད་ནི། འཆར་གཞི་བརྩམ་ནི། ལག་ལེན་འཐབ་ནི། ལྟ་རྟློག་འབད་ནི། གནད་ཐློ་བསྡུ་ལེན་འབད་ནི་ དང་ 
བསམ་ཞིབ་འབད་ནི་ཚུ་འཁོར་རིམ་འབད་ལག་ལེན་འཐབ་དགོཔ་ཨིན་པས། (Grundy, 1995; Kemmis & 
McTaggart, 2005; Maxwell, 2003 as cited in Sherab, 2013).

དྲི་བའི་ནང་ལུ་ འཆར་གཞི་སྤྱིར་བཏང་གི་ཡིག་སྡེབ་ཟེར་མི་འདི་ འཆར་གཞི་བཟློཝ་ད་རྟག་བུ་ལག་ལེན་འཐབ་
དགོ་པའི་མིང་ཚིག་ དཔེར་ན་ དློན་ཚན། ལས་དློན། སྦྱློང་ལཱ། ལ་སློགས་པའི་མིང་ཚིག་ཚུ་ལུ་གོ་ནི་དང་ དློན་
ཚན་དང་འབྲེལ་བའི་མིང་ཚིག་ཟེར་མི་འདི་ མཐའ་འཁོར་སློབ་སྦྱློང་གི་དློན་ཚན་དཔེར་ན་ ཤིང་འབྲས་ཀྱི་མིང་དང་
ཚློད་བསྲེ་གི་མིང་ཚུ་ལུ་གོ་དགོཔ་ཨིན།
 
བརྟག་ཞིབ། (Reconnaissance)

བརྟག་ཞིབ་ ཟེར་མི་ ལཱ་མ་འབད་བའི་ཧེ་མ་གནས་སངས་ཚུ་  ལེགས་ཤློམ་སྦེ་བརྟག་ཤིང་དཔྱད་དེ་ བལྟ་ནི་ཅིག་ལུ་
སབ་ཨིནཔས། ལག་ལེན་ཞིབ་འཚློལ་གྱི་སྐབས་སུ་ ཞིབ་འཚློལ་འབད་ནི་ཨིན་མིའི་ གནད་དློན་ཡང་ན་དཀའ་ངལ་
ཐློག་ལུ་ ལེགས་ཤློམ་སྦེ་བརྟགས་ཤིང་དཔྱད་དེ་ བལྟ་མི་འདི་ལུ་གོ་ནི་ཨིན། Creswell (2007) གིས་འབད་བ་
ཅིན་ བརྟག་ཞིབ་ཟེར་མི་འདི་ བསམ་ཞིབ་ (reflection) དང་སྒྲུབ་བྱེད་ (evidence) བསྡུ་སྒྲིག་འབད་ཡློད་
མི་གཉིས་ཀྱི་བར་ན་ ཕན་ཚུན་ལྟ་མི་ཅིག་ལུ་ སབ་ཨིན་པས། དེ་ཡང་ ང་བཅས་ཀྱིས་དཀའ་ངལ་འདི་ལུ་ མནློ་བསམ་
ག་དེ་འབད་བཏང་དློ་ག? དཀའ་ངལ་སེལ་ཐབས་ལུ་ ཐབས་ཤེས་ག་ཅི་བཟུམ་ཅིག་ལག་ལེན་འཐབ་འཐབ་ནི་ཨིན་
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ན? ལེགས་ཤློམ་སྦེ་དབྱེ་བ་དཔྱད་ཐློག་ལས་ ལག་ལེན་དངོས་སུ་འཐབ་ནིའི་དློན་ལུ་ དཔྱད་ཞིབ་འབད་དེ་ སྒྲུབ་བྱེད་
བཀོད་མི་དེ་ལུ་སབ་ཨིན་པས། Sherab (2013) གིས་བཀོད་མི་ནང་ བརྟག་ཞིབ་འདི་ནང་ ཞིབ་འཚློལ་པ་གི་
ལྕོགས་གྲུབ། ཞིབ་འཚློལ་འབད་ནིའི་གནས་སངས་དབྱེ་དཔྱད་དང་ རྩློམ་བྲིས་བསྐྱར་ཞིབ་ཚུ་ཚུད་དགོ་ཟེར་ཨིན་པས།

གནས་སངས་དབྱེ་དཔྱད།(Situational analysis)

སྤྱི་ལློ་ ༢༠༡༥ སྤྱི་ཟླ་ ༢ པ་ལས་ ༦ པ་ཚུན་ ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ལློ་ངོ་དང་པའི་སྡེ་ཚན་ ཀ ཁ 
ག གསུམ་ལུ་ མཐའ་འཁོར་སློབ་སྦྱློང་གི་སྦྱློང་ཚན་ ཨི་བི་ཨེསི་ ༡༠༡ སློབ་སློན་འབདཝ་ད་ དློན་ཚན་ མཐའ་
འཁོར་སློབ་སྦྱློང་གི་སློབ་སློན་འཆར་གཞི་བཟློ་ནི་ཟེར་མི་ནང་ལྷློདཔ་ད་ སློབ་སྦྱློང་པ་ཚུ་ལུ་སློབ་སློན་འབད་ཐངས་ཀྱི་
འཆར་གཞི་བཟློ་བཅུག་སྟེ་ དེ་ཚུ་དབྱེ་ཞིབ་འབདཝ་ད་ སྡེ་ཚན་གསུམ་ཆ་རང་གི་ སློབ་སྦྱློང་པ་ཚུ་གིས་ འཆར་གཞི་
སྤྱིར་བཏང་གི་ཡིག་སྡེབ་དང་ མཐའ་འཁོར་སློབ་སྦྱློང་གི་དློན་ཚན་དང་འབྲེལ་བའི་ཡིག་སྡེབ་ ཚངམ་འབད་འབྲི་མ་
ཚུགས་པའི་དཀའ་ངལ་སློམ་འབད་རང་མཐློང་ཅི།

དེ་ལུ་དཀའ་ངལ་སེལ་ཐབས་ཀྱི་ཐབས་ཤེས་མ་སྒྲིག་པ་ཅིན་ དང་པ་ ཁོང་ར་ལུ་ཡིག་སྡེབ་ཀྱི་དཀའ་ངལ་ཡློདཔ་
ཤེས་རུང་ ཡིག་སྡེབ་དགཔ་འབད་འབྲི་དགོ་མནློ་བའི་བསམ་པ་ཙམ་ཅིག་རང་མེད་པའི་ཁར་ ཡིག་སྡེབ་འཛློལ་མི་ཚུ་
འློག་ཐིག་བཀལ་ཏེ་ དག་བཅོས་འབད་བཅུག་རུང་ རློང་ཁའི་ཚིག་མཛློད་ནང་ལས་ ཡིག་སྡེབ་འཚློལ་མ་ཤེས་པའི་
དཀའ་ངལ་འདུག། 

གཉིས་པ་ ཡིག་སྡེབ་འཛློལ་མི་ཚུ་ རང་གིས་བཅོ་ཁ་བརྐྱབས་བྱིན་ཏེ་འབད་རུང་ ལློག་ཤུལ་ལས་ཡི་གུ་འབྲི་
བཅུགཔ་ད་ ཧེ་མ་དག་བཅོས་རྐྱབ་བྱིན་མི་དེ་ལློག་ཏེ་རང་འཛློལ་བ་འབད་བྲིསཝ་ལས་ ཡིག་སྡེབ་སེམས་ཁར་བཀལ་
ཏེ་འབྲི་མ་བཏུབ་པའི་དཀའ་ངལ་མཐློང་ཅི།

གསུམ་པ་ ཤེས་རིག་གི་སྲིད་བྱུས་དང་འཁྲིལཝ་ད་ མཐའ་འཁོར་སློབ་སྦྱློང་འདི་ ངེས་པར་དུ་ ཤེས་རིག་གཙུག་
ལག་གཞི་རིམ་་ཆུང་བའི་སློབ་དཔློན་ཚུ་གིས་སློབ་སློན་འབད་དགོཔ་འབད་ཡློདཔ་ལས་ སློབ་དཔློན་རང་གི་ཡིག་སྡེབ་
མ་དག་པའི་སྐྱོན་ལུ་བརྟེན་ཏེ་ སློབ་ཕྲུག་ཚུ་ལུ་ཡང་གནློད་པ་རྐྱབ་ནིའི་ཉེན་ཁ་སློམ་འབད་རང་འདུག།

ནི་འབདཝ་ལས་ ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ལློ་ངོ་དང་པའི་སྡེ་ཚན་ ཀ ཁ ག གསུམ་གྱི་སློབ་སྦྱློང་པ་ཚུ་
གིས་ འཆར་གཞི་བཟློཝ་ད་ རྟག་བུ་ལག་ལེན་འཐབ་དགོ་པའི་མིང་ཚིག་སྤྱིར་བཏང་གི་སྡེབ་དང་ མཐའ་འཁོར་སློབ་
སྦྱློང་གི་དློན་ཚན་དང་འབྲེལ་བའི་མིང་གི་སྡེབ་ཚུ་ སློབ་སྦྱློང་པ་ལུ་ ང་གིས་ ཚངམ་འབད་འབྲི་ཚུགསཔ་ག་དེ་སྦེ་བཟློ་
ནི་ཟེར་བའི་དློན་ཚན་གྱི་ཐློག་ལུ་ ཟླ་ངོ་གཅིག་གི་རིང་ ལག་ལེན་ཞིབ་འཚློལ་འབད་ནི་གུ་ཐག་བཅད་ཅི།

ཞིབ་འཚློལ་གྱི་ཁེ་ཕན།

ཞིབ་འཚློལ་འདི་ལུ་བརྟེན་ཏེ་ ཞིབ་འཚློལ་ནང་བཅའ་མར་གཏློགས་མི་སློབ་སྦྱློང་པ་ཚུ་གི་རྒྱུད་ལུ་ ཡིག་སྡེབ་ཡར་
བསྐྱེད་ཀྱི་ཐབས་ལམ་ཚུ་སྤློད་ཚུགས་ནི་ཨིནམ་མ་ཚད་ ཡིག་སྡེབ་ཡར་རྒྱས་ཀྱི་དློན་ལུ་ ཡིག་སྡེབ་ཀྱི་སྦྱློང་ཚན་དང་ 
ཐུན་ཚན་ཚུ་ལློགས་སུ་ལེན་མ་དགོ་པར་ དུས་རྒྱུན་གྱི་སློབ་སློན་འབད་བའི་ཞློར་ཁར་ ཡིག་སྡེབ་ཡར་རྒྱས་གཏང་
ནིའི་གནས་སྐབས་ཚུ་ནང་འབྲེལ་འབད་ཐངས་ཀྱི་ལམ་སློན་ཚུ་ཡང་བྱིན་ཚུགས། དེ་བཟུམ་སྦེ་ ཞིབ་འཚློལ་འདི་ལུ་
བརྟེན་ཏེ་ སློབ་སློན་པ་གཞན་ཚུ་གིས་ཡང་ གཅིག་མཚུངས་ཀྱི་དཀའ་ངལ་ཚུ་བསལ་ནིའི་ཐབས་དང་གནས་སྐབས་
ཚུ་ཐློབ་ཚུགས་པའི་གོ་སྐབས་ཡློད།
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          དཔལ་འབྱོར།

ལྕོགས་གྲུབ།(Competence)
ཞིབ་འཚློལ་པ་རང་ལུ་ ལག་ལེན་ཞིབ་འཚློལ་གྱི་སྦྱློང་བརྡར་ཚུ་ཐློབ་ཡློདཔ་མ་ཚད་ ཤེས་རིག་གཙུག་ལག་གཞི་
རིམ་གོང་མའི་ལག་ལེན་ཞིབ་འཚློལ་གྱི་སྦྱློང་ཚན་ ཨིང་སྐད་ལས་རློང་ཁའི་ནང་སྐད་སྒྱུར་འབད་ནིའི་ལཱ་ནང་ བཅའ་
མར་གཏློགས་ནིའི་གོ་སྐབས་ཡང་ཐློབ་ཅི། དེ་བཟུམ་སྦེ་ སྤྱི་ལློ་༢༠༡༤གི་སློབ་དུས་དང་པའི་ནང་ ཤེས་རིག་གཙུག་
ལག་གཞི་རིམ་བར་མའི་ ལག་ལེན་ཞིབ་འཚློལ་གྱི་ སྦྱློང་ཚན་སློབ་སློན་འབད་ནིའི་ཉམས་མློང་ཡློད་པའི་ཁར་ སྤྱི་
ལློ་དེ་གི་སློབ་དུས་གཉིས་པའི་ནང་ རློང་ཁ་སློབ་སྦྱློང་པའི་ལག་ལེན་ཞིབ་འཚློལ་གྱི་ལས་འགུལ་ཞིབ་དཔྱད་པ་འབད་
ཡི། དེ་འབདཝ་ལས་ ལག་ལེན་ཞིབ་འཚློལ་འབད་ཐངས་ཀྱི་ལམ་ལུགས་དང་འཁྲིལ་ཏེ་ ཞིབ་འཚློལ་འདི་ འབད་
ཚུགས། དེ་བཟུམ་སྦེ་ ཞིབ་འཚློལ་ནང་བཅའ་མར་གཏློགས་མི་ཚུ་ཡང་ སློབ་དཔློན་སློབ་སྦྱློང་འབད་མི་འབདཝ་ལས་ 
ཁོང་ར་ལུ་ཕློག་པའི་ལཱ་འགན་ཚུ་ཧ་གོ་སྟེ་ ཞིབ་འཚློལ་གྱི་ལཱ་ནང་བཅའ་མར་གཏློགས་ཚུགས་པའི་ལྕོགས་གྲུབཡློད།

པར་གཟུགས་༡པ།  ལག་ལེན་འཆར་གཞི། 

པར་གཟུགས་༡པ་ནང་བཀོད་དེ་ཡློད་མི་འདི་ ཞིབ་འཚློལ་ནང་ལག་ལེན་འཐབ་ནི་ཨིན་པའི་ ལག་ལེན་འཁོར་རིམ་གྱི་
འཆར་གཞི་ ཨིན། འདི་ཞིབ་འཚློལ་པ་རང་གི་དློན་ལུ་ དྲན་ཐློ་སྦེ་བཀོད་བཀོདཔ་ཨིན། 

རྩློམ་བྲིས་བསྐྱར་ཞིབ། (Literature review)
ཡིག་སྡེབ་དགཔ་འབད་འབྲི་དགོ་པའི་ཁུངས། སྐྱབས་རྗེ་འཇིགས་བྲལ་ཡེ་ཤེས་རྡློ་རྗེ་གིས (ཚེས་མེད། 

ཤློགགྲངས༡༡ ) “རློངས་པ་ཕལ་ཆེར་གྱ་ཚློམ་དུ།། ནློར་བར་བྲིས་ཤིང་ནློར་བར་ཀློག། ལློག་པར་གོ་བས་དློན་འཆུག་
སྲིད།།” ཟེར་གསུངས་དློ་བཟུམ་ ཡི་གུ་འབྲི་བའི་སྐབས་སུ་ ཡིག་སྡེབ་མ་དགཔ་འབད་འབྲི་བ་ཅིན་ རང་གིས་མནློ་
བའི་དློན་དག་བརྡ་སྤློད་འབད་མ་ཚུགས་པར་ གོ་བརྡ་ཕྱི་འགྱུར་འབད་སྤློད་དེ་ རང་གཞན་གཉིས་ཆ་རང་ལུ་སབས་
མ་བདེཝ་འབྱུང་སྲིད་ནི་ཨིན་པས། དེ་བཟུམ་སྦེ་ དབངས་ཅན་གྲུབ་པའི་རྡློ་རྗེ་གིས་ (ཚེས་མེད། ཤློགགྲངས ༥༢) 
“ཚིག་གི་སྒྲ་ཙམ་འདྲ་ན་ཡང་།། དློན་ལ་ཁྱད་པར་ཤིན་ཏུ་ཆེ།། དེ་ཕྱིར་བརྡ་དག་ལ་བརྟེན་ནས།། མ་ནློར་དློན་རྣམས་
འཚློལ་བ་གཅེས།།” ཟེར་དློ་བཟུམ་ རློང་ཁའི་ནང་ རྗོད་སྒྲ་འདྲ་རུང་ དློན་དག་དང་ཡིག་སྡེབ་མ་འདྲཝ་དཔེར་ན་ 
ཚློན་དང་མཚློན་ འབྲི་དང་དྲི་བཟུམ་ ལེ་ཤ་ཡློདཔ་ལས་ དེ་ཚུ་དཔྱད་དེ་མ་འབྲི་བ་ཅིན་ ཧེ་མ་གི་ལློ་རྒྱུས་ལས་ 
རྒྱལ་པློ་ཝང་དང་གུང་གཉིས་འཆམ་ཏློག་ཏློ་འབད་སློད་མི་འདི་ ཡི་གུ་འབྲི་མི་གཅིག་གིས་ ད་དྲི་འབྲི་ནིའི་ཚབ་ལུ་
ག་གྲི་བྲིསཝ་ལུ་བརྟེན་ མ་མཐུན་འགྱོ་བའི་གཏམ་དཔེ་བཟུམ་འགྱོ་སྲིད་ནི་ཨིན་པས།

Fitzgerald (2001) གི་ཐབས་ལམ་དང་འཁྲིལ་བ་ཅིན་ ཚིག་མཛློད་ལག་ལེན་འཐབ་ནི་དང་ཚིག་གི་རྣམ་

ལག་ལེན་ཐབས་ཤེས།

བསམ་ཞིབ།

འགོ་ཐློག་གནས་སྡུད་བསྡུ་ལེན།

འགོ་ཐློག་གནས་སྡུད་དབྱེ་དཔྱད་དང་འགྲེལ་བཤད།

བསམ་ཞིབ། དཀའ་ངལ་ངོས་འཛིན།
གནད་སྡུད་བསྡུ་ལེན་

ཐབས་ལམ།
འགོ་ཐློག་གནས་སྡུད་བསྡུ་ལེན།

འགོ་ཐློག་གནས་སྡུད་དབྱེ་
དཔྱད་དང་འགྲེལ་བཤད།

ལག་ལེན་ཐབས་ཤེས།ཤུལ་མའི་གནས་སྡུད།

ཤུལ་མའི་གནས་སྡུད་དབྱེ་དཔྱད་དང་
འགྲེལ་བཤད།
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ལྕོགས་གྲུབ།(Competence)
ཞིབ་འཚློལ་པ་རང་ལུ་ ལག་ལེན་ཞིབ་འཚློལ་གྱི་སྦྱློང་བརྡར་ཚུ་ཐློབ་ཡློདཔ་མ་ཚད་ ཤེས་རིག་གཙུག་ལག་གཞི་
རིམ་གོང་མའི་ལག་ལེན་ཞིབ་འཚློལ་གྱི་སྦྱློང་ཚན་ ཨིང་སྐད་ལས་རློང་ཁའི་ནང་སྐད་སྒྱུར་འབད་ནིའི་ལཱ་ནང་ བཅའ་
མར་གཏློགས་ནིའི་གོ་སྐབས་ཡང་ཐློབ་ཅི། དེ་བཟུམ་སྦེ་ སྤྱི་ལློ་༢༠༡༤གི་སློབ་དུས་དང་པའི་ནང་ ཤེས་རིག་གཙུག་
ལག་གཞི་རིམ་བར་མའི་ ལག་ལེན་ཞིབ་འཚློལ་གྱི་ སྦྱློང་ཚན་སློབ་སློན་འབད་ནིའི་ཉམས་མློང་ཡློད་པའི་ཁར་ སྤྱི་
ལློ་དེ་གི་སློབ་དུས་གཉིས་པའི་ནང་ རློང་ཁ་སློབ་སྦྱློང་པའི་ལག་ལེན་ཞིབ་འཚློལ་གྱི་ལས་འགུལ་ཞིབ་དཔྱད་པ་འབད་
ཡི། དེ་འབདཝ་ལས་ ལག་ལེན་ཞིབ་འཚློལ་འབད་ཐངས་ཀྱི་ལམ་ལུགས་དང་འཁྲིལ་ཏེ་ ཞིབ་འཚློལ་འདི་ འབད་
ཚུགས། དེ་བཟུམ་སྦེ་ ཞིབ་འཚློལ་ནང་བཅའ་མར་གཏློགས་མི་ཚུ་ཡང་ སློབ་དཔློན་སློབ་སྦྱློང་འབད་མི་འབདཝ་ལས་ 
ཁོང་ར་ལུ་ཕློག་པའི་ལཱ་འགན་ཚུ་ཧ་གོ་སྟེ་ ཞིབ་འཚློལ་གྱི་ལཱ་ནང་བཅའ་མར་གཏློགས་ཚུགས་པའི་ལྕོགས་གྲུབཡློད།

པར་གཟུགས་༡པ།  ལག་ལེན་འཆར་གཞི། 

པར་གཟུགས་༡པ་ནང་བཀོད་དེ་ཡློད་མི་འདི་ ཞིབ་འཚློལ་ནང་ལག་ལེན་འཐབ་ནི་ཨིན་པའི་ ལག་ལེན་འཁོར་རིམ་གྱི་
འཆར་གཞི་ ཨིན། འདི་ཞིབ་འཚློལ་པ་རང་གི་དློན་ལུ་ དྲན་ཐློ་སྦེ་བཀོད་བཀོདཔ་ཨིན། 

རྩློམ་བྲིས་བསྐྱར་ཞིབ། (Literature review)
ཡིག་སྡེབ་དགཔ་འབད་འབྲི་དགོ་པའི་ཁུངས། སྐྱབས་རྗེ་འཇིགས་བྲལ་ཡེ་ཤེས་རྡློ་རྗེ་གིས (ཚེས་མེད། 

ཤློགགྲངས༡༡ ) “རློངས་པ་ཕལ་ཆེར་གྱ་ཚློམ་དུ།། ནློར་བར་བྲིས་ཤིང་ནློར་བར་ཀློག། ལློག་པར་གོ་བས་དློན་འཆུག་
སྲིད།།” ཟེར་གསུངས་དློ་བཟུམ་ ཡི་གུ་འབྲི་བའི་སྐབས་སུ་ ཡིག་སྡེབ་མ་དགཔ་འབད་འབྲི་བ་ཅིན་ རང་གིས་མནློ་
བའི་དློན་དག་བརྡ་སྤློད་འབད་མ་ཚུགས་པར་ གོ་བརྡ་ཕྱི་འགྱུར་འབད་སྤློད་དེ་ རང་གཞན་གཉིས་ཆ་རང་ལུ་སབས་
མ་བདེཝ་འབྱུང་སྲིད་ནི་ཨིན་པས། དེ་བཟུམ་སྦེ་ དབངས་ཅན་གྲུབ་པའི་རྡློ་རྗེ་གིས་ (ཚེས་མེད། ཤློགགྲངས ༥༢) 
“ཚིག་གི་སྒྲ་ཙམ་འདྲ་ན་ཡང་།། དློན་ལ་ཁྱད་པར་ཤིན་ཏུ་ཆེ།། དེ་ཕྱིར་བརྡ་དག་ལ་བརྟེན་ནས།། མ་ནློར་དློན་རྣམས་
འཚློལ་བ་གཅེས།།” ཟེར་དློ་བཟུམ་ རློང་ཁའི་ནང་ རྗོད་སྒྲ་འདྲ་རུང་ དློན་དག་དང་ཡིག་སྡེབ་མ་འདྲཝ་དཔེར་ན་ 
ཚློན་དང་མཚློན་ འབྲི་དང་དྲི་བཟུམ་ ལེ་ཤ་ཡློདཔ་ལས་ དེ་ཚུ་དཔྱད་དེ་མ་འབྲི་བ་ཅིན་ ཧེ་མ་གི་ལློ་རྒྱུས་ལས་ 
རྒྱལ་པློ་ཝང་དང་གུང་གཉིས་འཆམ་ཏློག་ཏློ་འབད་སློད་མི་འདི་ ཡི་གུ་འབྲི་མི་གཅིག་གིས་ ད་དྲི་འབྲི་ནིའི་ཚབ་ལུ་
ག་གྲི་བྲིསཝ་ལུ་བརྟེན་ མ་མཐུན་འགྱོ་བའི་གཏམ་དཔེ་བཟུམ་འགྱོ་སྲིད་ནི་ཨིན་པས།

Fitzgerald (2001) གི་ཐབས་ལམ་དང་འཁྲིལ་བ་ཅིན་ ཚིག་མཛློད་ལག་ལེན་འཐབ་ནི་དང་ཚིག་གི་རྣམ་

ལག་ལེན་ཐབས་ཤེས།

བསམ་ཞིབ།

འགོ་ཐློག་གནས་སྡུད་བསྡུ་ལེན།

འགོ་ཐློག་གནས་སྡུད་དབྱེ་དཔྱད་དང་འགྲེལ་བཤད།

གྲངས་དང་ཚིག་ཚངམ་འབད་འབྲི་ཐབས་ཀྱི་དློན་ལུ་ མིང་ཚིག་ལ་ཁག་ཡློད་མི་ཚུ་ཐློ་བཀོད་འབད་ཐློག་ལས་ དེ་ཚུ་
སྦྱང་བ་འབད་བ་ཅིན་ཡིག་སྡེབ་དགཔ་འབད་འབྲི་ཚུགས་ཟེར་ཨིན་པས།  

ཚིག་མཛློད་ཀྱི་རློང་ཁ་གོང་འཕེལ་ལྷན་ཚློགས་(༡༩༩༩, ཤློག་གྲངས་༡༤༣) དང་འཁྲིལ་བ་ཅིན་ དུས་གསུམ་གྱི་
ཡིག་སྡེབ་སློ་སློར་ཡློད་མི་དང་ དུས་གསུམ་གྱི་ཡིག་སྡེབ་སློ་སློ་མེད་པའི་ཐློབ་ཐངས་ཀྱི་རིམ་པ་ཚུ་ལྷབ་པ་ཅིན་ ཡིག་
སྡེབ་དགཔ་འབད་འབྲི་ཚུགས་ཟེར་ཨིན་པས། Follansbee (2000) གིས་འབད་བ་ཅིན་ ཡིག་སྡེབ་འདི་ཡར་
རྒྱས་གཏང་ནི་གི་དློན་ལས་ མིང་ཚིག་གི་དློན་དག་ཤེས་དགོཔ་དང་ དློན་དག་ཤེས་ནིའི་དློན་ལུ་ ཚིག་མཛློད་ལག་ལེན་
འཐབ་དགོཔ་ཁག་ཆེ་ཟེར་ཨིན་པས།

ང་གིས་འབད་རུང་ ཚིག་མཛློད་ནང་ལས་ཡིག་སྡེབ་གཅིག་འཚློལཝད་ མིང་ཚིག་གཞན་ཡང་ལྷག་ནི་གི་གོ་སྐབས་
ཐློབ་ལས་ ཚིག་མཛློད་ལུ་བརྟེན་ཏེ་ མིང་སྡེབ་དག་བཅོས་འབད་ནི་དང་ མིང་ཚིག་གསརཔ་ལྷབ་ཚུགས་ནི་ཨིནམ་
མ་ཚད་ རློང་ཁའི་ཚིག་མཛློད། (༢༠༠༥ ཤློག་གྲངས་ཁ) ནང་བཀོད་དློ་བཟུམ་སྦེ་ ཚིག་མཛློད་ཀྱི་དམིགས་ཡུལ་
དང་དགོས་པ་རང་ ཡིག་སྡེབ་གོང་འཕེལ་གཏང་ནི་དང་ ཡིག་སྡེབ་གཅིག་མཚུངས་བཟློ་སྟེ་ འབྲུག་པའི་ན་གཞློན་
བུ་དང་བུམློ་ཚུ་གིས་ རློང་ཁའི་ཐ་སྙད་ལུ་མ་རློངས་པར་ ཡིག་སྡེབ་དང་རྗོད་སྒྲ་ཚུ་མཐློ་རིམ་སློབ་གྲྭའི་གནས་ཚད་
ནང་ལྷློདཔ་འབད་བཟློ་ནི་གི་དློན་ལུ་ཨིན་ཟེར་བཀོད་དེ་འདུག།

མ་གཞི་གོང་ལུ་བཀོད་མིའི་རྩློམ་བྲིས་ཚུ་ཞིབ་འཚློལ་འབད་འབདཝ་གི་གྲུབ་འབྲས་མེན་རུང་ ཡིག་སྡེབ་ཡར་
རྒྱས་གཏང་དགོ་པ་ཅིན་ ཚིག་མཛློད་ལག་ལེན་འཐབ་དགོཔ་འབད་བཀོད་མི་འདི་ གལ་ཆེ་བའི་གནད་དློན་ཅིག་
འབད་མཐློངམ་མས།

Schermerhorn དང་ McLaughlin (1997) ཟེར་མི་གིས་ ཡིག་སྡེབ་འདི་མ་ཤེསཔ་འདྲཝ་ཅིག་
འབད་བ་ཅིན་ སབ་དགོ་པའི་དློན་དག་འདི་བརྡ་སྤློད་མ་ཚུགས་པའི་ཁར་ མི་གཞན་ལུ་གོ་བ་སྤློད་དེ་འབད་རུང་ ཕྱི་
འགྱུར་འབད་སྤློད་ནིའི་ཉེན་ཁ་སློམ་རང་ཡློདཔ་ལས་ ཡིག་སྡེབ་འདི་ཤེས་རིག་གི་སྲིད་བྱུས་ནང་མེད་ཐབས་མེདཔ་
ཅིག་ཨིན་ཟེར་བཀོད་ཡློད་དློ་བཟུམ་སྦེ་ རློང་ཁའི་ནང་ རྗོད་སྒྲ་གཅིག་མཚུངས་འབད་རུང་ ཡིག་སྡེབ་དང་འཁྲིལ་
ཏེ་ དློན་དག་སློ་སློར་བཏློན་པའི་མིང་ཚིག་ལེ་ཤ་ཡློདཔ་ལས་ ཡིག་སྡེབ་མ་ཤེས་པ་ཅིན་ མནློ་དློན་ཡིག་ཐློག་ལས་
བརྡ་སྤློད་འབད་མི་ཚུགས་ནིའི་ཉེན་ཁ་སློམ་འབད་རང་འདུག།

དེ་བཟུམ་སྦེ་ Fulk (1997,p.70-71)། ཟེར་མི་གིས་འབད་བ་ཅིན་ སློབ་ཕྲུག་དེ་ཚུ་གིས་རྩློམ་རིག་གི་རིགས་
ནང་ལས་ ཡིག་རྒྱུགས་ རྩློམ་ལ་སློགས་པའི་ཚིག་མཚམས་དློན་མཚམས་ཚུ་ ལྷག་པའི་སྐབས་ཧེ་མ་ཚར་ཅིག་ མགུ་
ལས་མཇུག་ཚུན་ཚློད་ལྷགཔ་ད་ མིང་ཚིག་གི་གོ་དློན་ཧ་མ་གོ་མི་དང་ མིང་ཚིག་གསརཔ་མཐློང་མི་ཚུ་ དེ་འཕློ་ལས་ 
པི་སི་གིས་སྒོར་ཐིག་བཀལ་ཞིནམ་ལས་ འབྲི་དེབ་ནང་ཐློ་བཀོད་དེ་བཞག་ཞིནམ་ལས་ ཤུལ་ལས་ཚིག་མཛློད་ལག་
ལེན་འཐབ་སྟེ་ མིང་ཚིག་གི་གོ་དློན་ཚུ་ འཚློལ་ཏེ་ལྷབ་པ་ཅིན་ ཡིག་སྡེབ་དཔྱད་རིག་གཏང་ནི་ལུ་ཕན་ཐློགས་ཟེར་
ཨིན་མས། ང་གིས་འབད་རུང་ དྲན་དེབ་བཟློ་ནིའི་གནས་སྐབས་འདི་ འློས་འབབ་ཅན་ཅིག་འབད་མཐློང་ཅི། ག་
ཅི་འབད་ཟེར་བ་ཅིན་ དྲན་དེབ་ནང་བཀོད་བཞག་པའི་མིང་ཚིག་འདི་ ནམ་རང་འབད་རུང་ རང་གིས་མཐློང་ཚུགས་
ནི་ཨིན་པའི་ཁར་ དེ་གིས་ ཡིག་སྡེབ་དྲན་གསློ་འབད་ནི་ལུ་ཕན་ནི་ཨིན་པས། དེ་ལུ་བརྟེན་ཏེ་ རང་གི་རྒྱུད་ལུ་མིང་
ཚིག་ཁ་སྐོང་ཐློབ་ནིའི་ཁེ་ཕན་ཡང་འབྱུང་ཚུགས་ནིའི་དགོས་པ་འདུག

མ་གཞི་ཨིང་སྐད་ནང་ ཡིག་སྡེབ་ཡར་རྒྱས་གཏང་ཐངས་ཀྱི་ཐབས་དང་གནས་སྐབས་ཚུ་ལེ་ཤ་བཀོད་དེ་འདུག། 
ཨིན་རུང་ ཐབས་ལམ་ཚུ་ཨིང་སྐད་ཀྱི་ཐློག་ལུ་འབདཝ་ལས་ རློང་ཁ་ལག་ལེན་པ་ཚུ་ལུ་ཕན་ཐློགས་ག་དེ་སྦེ་འབྱུང་
འློང་ག་སབ་མི་ཤེས་པའི་ཁར་ ལྷབ་མིའི་གནས་སངས་དང་ གནས་ཚད་ཡང་སློ་སློ་འབདཝ་ལས་ ང་གིས་ཡིག་སྡེབ་
ཡར་རྒྱས་ཀྱི་ལག་ལེན་ཞིབ་འཚློལ་འདི་ ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ཆུང་བའི་གནས་སངས་ལུ་གཞི་བཞག་སྟེ་ 
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          དཔལ་འབྱོར།

རློང་ཁའི་ཐློག་ལུ་འབད་འབདཝ་ཨིན། 
གོང་གི་གནས་སངས་དབྱེ་དཔྱད་དང་ རྩློམ་བྲིས་བསྐྱར་ཞིབ་ལུ་གཞི་བཞག་སྟེ་ ཞིབ་འཚློལ་གྱི་དྲི་བ་ ང་གིས་

ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ཆུང་བ་ལློ་ངོ་དང་པ་ སྡེ་ཚན་ ཀ་ ཁ་ ག་ གི་སློབ་སྦྱློང་པ་ཚུ་ལུ་ མཐའ་འཁོར་སློབ་
སྦྱློང་གི་ སློབ་སློན་འཆར་གཞི་བཟློཝ་ད་ འཆར་གཞི་སྤྱིར་བཏང་གི་ཡིག་སྡེབ་དང་ དློན་ཚན་དང་འབྲེལ་བའི་ཡིག་
སྡེབ་ཚུ་ དགཔ་འབད་འབྲི་ཚུགསཔ་ ག་དེ་སྦེ་བཟློ་ནི?  ཟེར་བའི་དྲི་བའི་ཐློག་ལུ་ ལག་ལེན་ཞིབ་འཚློལ་འདི་འབད་ཡི།

ཞིབ་འཚློལ་ཐབས་ལམ།(Methodology)

སྤྱིར་བཏང་ཞིབ་འཚློལ་ལུ་ ཐབས་ལམ་མ་འདྲཝ་ཁག་གསུམ་ཡློད་པའི་ནང་ལས་ གྲངས་འབྲེལ་ཐབས་ཤེས་ལག་ལེན་
འཐབ་སྟེ་ཞིབ་འཚློལ་འབད་ཡི། དེ་སྦེ་གྲངས་འབྲེལ་ཐབས་ཤེས་ལག་ལེན་འཐབ་དགོ་མི་དེ་ཡང་ ངེ་གི་ཞིབ་འཚློལ་
འདི་གཙློ་བློ་ སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་རང་ལུ་ སྡེབ་ཕབ་ཀྱི་གནད་སྡུད་བསྡུ་ལེན་འབད་དེ་ ཨེསི་པི་ཨེསི་ཨེསི་ཐློག་
ལས་དབྱེ་དཔྱད་འབད་ནི་འབདཝ་ལུ་བརྟེན་ཏེ་ཨིན།

དེ་ཡང་འགོ་ཐློག་གནས་སྡུད་བསྡུ་ལེན་གྱི་དློན་ལུ་ ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ཆུང་བའི་ སྡེ་ཚན་ ཀ་ ཁ་ ག་ 
གསུམ་གྱི་སློབ་སྦྱློང་པ་ཚུ་ལུ་ སློབ་རིམ་དང་པའི་མཐའ་འཁོར་སློབ་སྦྱློང་གི་ནང་ལས་ རང་སློའི་འདློད་པ་དང་འཁྲིལ་ཏེ་
དློན་ཚན་གཅིག་གདམ་འཐུ་འབད་བཅུག་སྟེ་ སློབ་སློན་འཆར་གཞི་རེ་བཟློ་བཅུག་ཅི། ཁོང་གིས་བཟློ་མི་འཆར་གཞི་
ཚུ་ཞིབ་དཔྱད་འབད་དེ་ འཛློལ་བ་བྱུང་མིའི་ཡིག་སྡེབ་ཚུ་ལློགས་སུ་འབད་ཐློ་བཀོད་འབད་ཡི། དེ་སྦེ་འཆར་གཞི་ཞིབ་
དཔྱད་འབད་དགོ་མི་འདི་ སློབ་སྦྱློང་པའི་ཡིག་སྡེབ་ཀྱི་གནས་ཚད་ངོས་འཛིན་འབད་དེ་ འགོ་ཐློག་གནད་སྡུད་ གྲ་སྒྲིག་
རྐྱབ་ནི་གི་དློན་ལུ་ཨིན།

འགོ་ཐློག་གནད་སྡུད་འདི་ སྤྱི་ལློ༢༠༡༥ སྤྱི་ཟླ༥པའི་ཚེས༦ལུ་ལེན་ཡི། དེ་ཡང་ མང་ཆེ་ཤློས་ཀྱིས་འཛློལ་བ་འབད་
བྲིས་ཏེ་ཡློད་པའི་འཆར་གཞིའི་ཡིག་སྡེབ་ ཧེ་མ་ཐློ་བཀོད་འབད་དེ་ཡློད་མི་ལས་མིང་ཚིག་སུམ་ཅུ་ལློགས་སུ་བཏློན་
ཏེ་སྡེབ་ཕབ་བརྐྱབས་ཏེ་དབྱེ་ཞིབ་འབད་ཡི། དབྱེ་ཞིབ་འབད་ཐངས་ཡང་ སྡེབ་ཕབ་ལེན་ཡློད་པའི་མིང་ཚིག་གི་སྡེབ་
༣༠ལས་ ༦-༡༡གི་བར་ན་ཐློབ་མི་གི་གནས་རིམ་ཅིག  ༡༢-༡༧ གྱི་བར་ན་འབད་མིའི་གནས་རིམ་ཅིག ༡༨-༢༣གྱི་
བར་ན་འབད་མིའི་གནས་རིམ་ཅིག ༢༤-༣༠གྱི་བར་འབད་མིའི་གནས་རིམ་ཅིག་འབདཝ་ད་ བསློམས་ཀྱིས་གནས་
རིམ་ ཁག་བཞི་ལུ་དབྱེ་བ་ཕྱེས་ཏེ་ ཨེསི་པི་ཨེསི་ཨེསི་ལག་ལེན་འཐབ་ཐློག་ལས་ འགོ་ཐློག་གནད་སྡུད་དབྱེ་ཞིབ་
འབདཝ་ད་ཐློན་མིའི་གྲུབ་འབྲས་ ཨང་གཟུགས་༢པ་ ལུ་གཞི་བཞག་སྟེ་ ཡར་རྒྱས་ལག་ལེན་ཐབས་ཤེས་ཚུ་འབད་
ཡི།

མ་གཞི་ ཨང་གཟུགས་༣པ་ གི་གྲུབ་འབྲས་དང་འཁྲིལ་བ་ཅིན་ སློབ་ཁང་གསུམ་ལས་ སྡེ་ཚན་ག་གི་ཡིག་
སྡེབ་ཀྱི་གནས་ཚད་དམའ་སུ་ཅིག་ཡློདཔ་འབད་མཐློང་རུང་ དུས་ཚློད་ཀྱིས་སབས་མ་བདེཝ་ལུ་བརྟེན་ཏེ་ སློབ་ཁང་
སྡེ་ཚན་གསུམ་ཆ་རའི་ནང་ཡར་རྒྱས་ཀྱི་ལག་ལེན་ཐབས་ཤེས་ཚུ་ གཅིག་མཚུངས་འབད་འགོ་འདྲེན་འཐབ་མ་
གཏློགས་ སྡེ་ཚན་ ག་ ལུ་ལག་ལེན་ཐབས་ཤེས་ལློགས་ཚུ་འབད་འགོ་འདྲེན་འཐབ་མ་ཚུགས།

དེ་བཟུམ་སྦེ་ ཤུལ་མའི་གནད་སྡུད་འདི་ ཡིག་སྡེབ་ཀྱི་སྦྱང་བ་འབད་ཡློད་པའི་མིང་ཚིག་ཚུ་ལས་ མིང་ཚིག་
༣༠ལློགས་སུ་བཏློན་ཏེ་ སྡེབ་ཕབ་ལེན་ཏེ་ འགོ་ཐློག་གནད་སྡུད་ཀྱི་སྐབས་སུ་འབད་དློ་བཟུམ་སྦེ་རང་ དབྱེ་ཞིབ་
འབད་ཡི། གོང་གི་ལག་ལེན་ཐབས་ཤེས་ཚུ་ སྤྱི་ཟླ་༥ པའི་ཚེས་༧ ལས་ སྤྱི་ཟླ་༦ པའི་ཚེས་༢༩ ཚུན་ བདུན་ཕག་
བཞི་གི་རིང་ལུ་ ཐུན་ཚན་འགོ་བཙུགས་སྐབས་ རྟག་བུ་ལག་ལེན་འཐབ་ཅི།
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འགོ་ཐློག་གནས་སྡུད་བསྡུ་ལེན།(Baseline data collection) (༠༦/༠༥/༢༠༡༥)

གོང་ལུ་འཛློལ་བ་བྱུང་མིའི་ཡིག་སྡེབ་ལློགས་སུ་ཐློ་བཀོད་བཞག་མི་ནང་ལས་ འཆར་གཞི་སྤྱིར་བཏང་གི་ཡིག་སྡེབ་
དང་དློན་ཚན་དང་འབྲེལ་བའི་ཡིག་སྡེབ་གཉིས་གཅིག་ཁར་བསློམས་ཏེ་ སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་ར་ཐུན་མློང་གིས་
འཛློལ་བ་བྱུང་མིའི་ཡིག་སྡེབ་༣༠ ལློགས་སུ་ཐློ་བཀོད་འབད་དེ་ སྡེབ་ཕབ་འབད་ཡི། 

ཨང་གཟུགས་དང་པ་དང་གཉིས་པ་ནང་བཀོད་དེ་ཡློད་མི་འདི་ ཤེས་རིག་གཙུག་ལག་གཞི་རིམ་ཆུང་བ་ལློ་ངོ་དང་
པའི་ སྡེ་ཚན་ ཀ ཁ ག གསུམ་གྱི་སློབ་སྦྱློང་པའི་ འགོ་ཐློག་གནད་སྡུད་ལས་ཐློབ་ཡློད་པའི་ཡིག་སྡེབ་ཀྱི་གནས་ཚད་
སློན་པའི་སྒྲུབ་བྱེད་ཨིན། 

ཨང་གཟུགས་༢པ། སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་རའི་སྤྱི་བསློམས་ཀྱི་ཡིག་སྡེབ་ཀྱི་གནས་ཚད་ངོས་འཛིན།

འགོ་ཐློག་གནས་སྡུད་ཀྱི་དབྱེ་དཔྱད་འགྲེལ་བཤད། (Analysis of baseline data and interpreta-
tion)

ཨང་གཟུགས་༢པ ནང་ལྟཝ་ད་ སྤྱིར་བཏང་སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་རང་གི་སློབ་སྦྱློང་པ་ཚུ་གི་སྡེབ་ཕབ་ཀྱི་སྐུགས་ 
སྤྱི་སྙོམས་ཀྱི་ཚད་(Average) ནང་ཕབས་ཏེ་འབད་བ་ཅིན་ སྐུགས་བསློམས་༣༠ལས་༦-༡༡གི་བར་ན་འབད་མི་
གི་གནས་རིམ་ནང་ཚུད་མི་གྱངས་ཁ་ཉུང་པའི་ཁར་ ༡༢-༡༧གི་གནས་རིམ་ནང་ཚུད་མི་ཡང་ཉུང་སུ་ཅིག་ཨིན་པས། 
དེ་ལུ་ལྟཝ་ད་ མིང་ཚིག་གི་སྡེབ་མ་པ་ལས་མ་ཤེསཔ་འདི་མེན་པས། དེ་བཟུམ་སྦེ་ ༡༨-༢༣གི་གནས་རིམ་ནང་ཚུད་མི་
གྱངས་ཁ་ལེ་ཤ་ཐློན་མི་ལུ་ལྟཝ་ད་ མིང་ཚིག་གི་སྡེབ་དགཔ་འབད་འབྲི་ཚུགས་མི་ཡང་མེདཔ་ཨིནམ་ གནད་སྡུད་དེ་
གིས་གསལ་སློན་འབདཝ་ཨིན་པས།

                                                                                    Journal of Educational Action Research                



52

ཨང་གཟུགས་༣པ། སློབ་ཁང་སྡེ་ཚན་གསུམ་གྱི་སྡེབ་ཕབ་ཀྱི་གནས་ཚད་ངོས་འཛིན།

སློབ་ཁང་སྡེ་ཚན་གསུམ་ལས་ ཡིག་སྡེབ་ནང་ལུ་དཀའ་ངལ་སློམ་ཤློས་ག་ལུ་འདུག་ག་ངོས་འཛིན་འབད་ནིའི་དློན་ལུ་ 
སྡེ་ཚན་གསུམ་གྱི་བར་ན་ག་བསྡུར་འབད་དེ་ལྟཝ་ད་ ཨང་གཟུགས་༣པ་ནང་གསལ་དློ་བཟུམ་སྦེ་ སྡེ་ཚན་ཀ དང་ ཁ 
གི་བར་ན་ཁྱད་པར་སློམ་མེད་རུང་ སྡེ་ཚན་ག་གི་སློབ་སྦྱློང་པ་ཚུ་ སློབ་ཁང་གཞན་མི་གཉིས་ལས་ ཡིག་སྡེབ་ནང་ལུ་ 
ཨ་ཙི་ཅིག་སྐྱོཝ་ཡློདཔ་འབད་ངོས་འཛིན་བྱུང་ཡི། གནད་སྡུད་འདི་ལུ་གཞི་བཞག་སྟེ་ སྡེབ་ཡར་རྒྱས་གཏང་ནིའི་དློན་
ལུ་ གཤམ་འཁོད་ཀྱི་ལག་ལེན་ཐབས་ཤེས་ཚུ་ འགོ་འདྲེན་འཐབ་ཅི།

ལག་ལེན་ཐབས་ཤེས།(Intervention)

རྩློམ་བྲིས་བསྐྱར་ཞིབ་ལས་ཐློན་དློ་བཟུམ་སྦེ་ སྡེབ་ཡར་རྒྱས་ཀྱི་དློན་ལུ་ སྡེབ་ཀྱི་སྦྱློང་ཚན་དང་ཐུན་ཚན་ལློགས་སུ་འབད་
ལེན་ཏེ་ལྷབ་མ་དགོ་པར་ དུས་རྒྱུན་གྱི་སློབ་སློན་དང་འབྲེལ་ཏེ་ སྡེབ་ཡར་རྒྱས་གཏང་ནིའི་ཐབས་ལམ་ལེ་ཤ་བཏློན་ཡློད་
པའི་ནང་ལས་ དང་པ་འདི་ འགོ་ཐློག་གནད་སྡུད་བསྡུ་ལེན་འབད་ཚར་ཞིནམ་ལས་ གནད་སྡུད་ལུ་གཞི་བཞག་སྟེ་ སྦྱློང་
ཚན་དང་འབྲེལ་བའི་འབྲི་དེབ་ནང་ ཡིག་སྡེབ་དྲན་དེབ་ཀྱི་དཔེ་མཚམས་ཅིག་བཟློ་བཅུག་སྟེ་  འཛློལ་བ་བྱུང་མི་ཚུ་ རང་
སློའི་འབྲི་དེབ་ཀྱི་ ཡིག་སྡེབ་དྲན་དེབ་ནང་ཐློ་བཀོད་འབད་དེ་ དག་བཅོས་རྐྱབ་བཅུག་ཅི། 

ཐིག་ཁྲམ་༡པ། ཡིག་སྡེབ་དྲན་དེབ་ཀྱི་དཔྱེ།
ཨང་། ཡིག་སྡེབ་ནློར་བ། ཡིག་སྡེབ་དག་བཅོས། གོ་དློན།

༡ གྱ་བཀོད་བློང་ལ རྒྱ་བསྐྱེད་སྦྱློང་ལཱ། སྦྱློང་ལཱ་ངོ་མ་འབད་ཚརཝ་ད་ཁ་སྐོང་འབད་ནིའི་སྦྱློང་ལཱ།

༢ འཇུག་དུ མཇུག་བསྡུ། སློབ་སློན་མཇུག་བསྡུ་ནི།

གཉིས་པ་ སློབ་སྦྱློང་པ་ཚུ་ལུ་ ཡིག་སྡེབ་དག་བཅོས་འབད་བཅུགཔ་ད་ ཚིག་མཛློད་ནང་ལས་ རང་ལུ་དགོ་པའི་ 
མིང་ཚིག་གི་སྡེབ་འཚློལ་མ་ཐློབ་པའི་དཀའ་ངལ་མཐློངམ་ལས་ དེ་བསལ་ཐབས་ཀྱི་དློན་ལུ་ རློང་ཁའི་ཚིག་མཛློད་ལྟ་
ཐངས་ཀྱི་ལམ་སློན་བཅའ་སྒྲིག་རྐྱབ་སྟེ་ཡིག་སྡེབ་འཚློལ་ནིའི་སྦྱང་བ་བྱིན་ཡི། 

གསུམ་པ་ དུས་རྒྱུན་སློབ་སློན་འབད་བའི་ཞློར་ཁར་སློབ་སློན་འགོ་མ་བཙུགས་པའི་ཧེ་མ་ སྐར་མ་༡༠ འདེ་ཅིག་
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སློབ་སྦྱློང་པའི་ཡིག་ཆ་ནང་ལས་ཐློབ་མིའི་ཡིག་སྡེབ་ནློར་བ་ཚུ་ ༣-༥ གི་བར་ན་བང་ཤིང་གུ་བྲིས་བཞག་སྟེ་ དེ་ཚུ་དག་
བཅོས་འབད་བཅུག་སྟེ་ ཡིག་སྡེབ་དྲན་དེབ་ནང་ཐློ་བཀོད་བཅུག་ཅི། 

བཞི་པ་ Fitzgerald (2001) གིས་བཀོད་དློ་བཟུམ་སྦེ་ ཚིག་མཛློད་ལག་ལེན་འཐབ་ནི་དང་ཚིག་གི་རྣམ་
གྲངས་དང་ཚིག་ཚངམ་འབད་འབྲི་ཐབས་ཀྱི་དློན་ལུ་ སྦྱློང་ཚན་དང་འབྲེལ་བའི་ ལག་དེབ་དང་ ལྷག་དེབ་ཚུ་ལྷགཔ་
ད་ མིང་ཚིག་གི་དློན་དག་ཧ་མ་གོཝ་དང་ ཚིག་གསརཔ་འཐློན་མི་ཚུ་ ཐིག་ཁྲམ་༢པ་ ནང་སློན་དློ་བཟུམ་སྦེ་ ལློགས་
སུ་ཐློ་བཀོད་འབད་བཅུག་སྟེ་ དེ་གི་གོ་དློན་འབྲི་བཅུག་ཅི།

ཐིག་ཁྲམ་༢པ། ལྷག་དེབ་ལྷགཔ་ད་བཀང་ནིའི་ འབྲི་ཤློག་གི་དཔྱེ།
སློབ་རིམ། དློན་ཚན། སྦྱློང་ལཱའི་ཨང་། མིང་ཚིག་

གསརཔ།
མིང་ཚིག་
ཧ་མ་གོཝ།

གོ་དློན།

ལྔ་པ་ ཡིག་སྡེབ་ཚུ་ལྷབ་ད་ཁྲིམས་བཟུམ་ཅིག་འབད་ཚློར་མ་བཅུག་པར་ སྤློ་བའི་ཐློག་ལས་ལྷབ་བཅུག་དགོ་ཟེར་
མི་ལུ་གཞི་བཞག་སྟེ་ སྡེབ་ག་མགྱོགས་འཚློལ་ནི་ཟེར་བའི་རྩེདམློ་གི་ཐློག་ལས་ ཡིག་སྡེབ་དག་བཅོས་འབད་བཅུག་
ཅི། དེ་ཡང་སློབ་སྦྱློང་པའི་ཡིག་ཆ་ནང་ལས་བསྡུ་སྒྲིག་འབད་དེ་ཡློད་པའི་ ཡིག་སྡེབ་ནློར་བ་ཚུ་ ཤློག་ཆུང་ནང་ལུ་སྒྲིལ་
བཞག་སྟེ་ སློབ་དཔློན་གྱིས་རྒྱན་ཤློག་བཟུམ་སྦེ་འཐུ་སྟེ་ལྷགཔ་ཅིག་ སློབ་སྦྱློང་པ་ཚུ་གིས་ ཚིག་མཛློད་ནང་ལས་ སྡེབ་
འཚློལ་ཏེ་བང་ཤིང་གུ་འབྲི་བཅུག་ཅི། 

ཤུལ་མའི་གནས་སྡུད་བསྡུ་ལེན་དང་དབྱེ་དཔྱད་འགྲེལ་བཤད། (Post data and interpretation) 
(༠༣/༠༦/༡༥)  
སློབ་སྦྱློང་པ་ཚུ་ལུ་ ལག་ལེན་ཐབས་ཤེས་ཁག་ལྔ་ལག་ལེན་འཐབ་པའི་ཤུལ་ལུ་ མཐའ་དཔྱད་གནས་སྡུད་བསྡུ་ལེན་
འབད་ཡི། དེ་ཡང་ ཟླ་ངོ་གཅིག་གི་རིང་ལུ་ རང་སློའི་དྲན་དེབ་ནངཐློ་བཀོད་འབད་དེ་ཡློད་པའི་མིང་ཚིག་ཚུ་ལས་ ཐུན་
མློང་ལུ་འཛློལ་བ་བྱུང་མིའི་ཡིག་སྡེབ་༣༠བསྡུ་སྒྲིག་འབད་དེ་ སྡེབ་ཕབ་བརྐྱབས་ཅི།

ཨང་གཟུགས་༤པ། ཡིག་སྡེབ་ཡར་རྒྱས་ཀྱི་གནས་ཚད་ངོས་འཛིན།
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ཤུལ་མའི་གནས་སྡུད་དེ་ཡང་ འགོ་ཐློག་གནས་སྡུད་ལེན་ཐངས་དང་འདྲཝ་སྦེ་ དྲན་དེབ་ལས་བསྡུ་སྒྲིག་འབད་བའི་
མིང་ཚིག་གི་ཡིག་སྡེབ་༣༠སྡེབ་ཕབ་ལེན་ཡི། དེ་ཚུ་ཡང་མིང་ཚིག་གི་སྡེབ་༣༠ལས་ ༦-༡༡གི་བར་ན་ཐློབ་མི་གི་གནས་
རིམ་ཅིག  ༡༢-༡༧ གྱི་བར་ན་འབད་མིའི་གནས་རིམ་ཅིག ༡༨-༢༣གྱི་བར་ན་འབད་མིའི་གནས་རིམ་ཅིག ༢༤-༢༩གྱི་
བར་འབད་མིའི་གནས་རིམ་ཅིག སྐུགས་༣༠འབད་མིའི་གནས་རིམ་ཅིག་འབདཝ་ད་ བསློམས་ཀྱིས་གནས་རིམ་ 
ཁག་ལྔ་ལུ་དབྱེ་བ་ཕྱེས་ཏེ་ ཨེསི་པི་ཨེསི་ཨེསི་ལག་ལེན་འཐབ་ཐློག་ལས་ ཤུལ་མའི་གནས་སྡུད་དབྱེ་དཔྱད་འབད་ཡི། 

སྤྱིར་བཏང་སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་རང་གི་སློབ་སྦྱློང་པ་ཚུ་གི་སྡེབ་ཕབ་ཀྱི་སྐུགས་ སྤྱི་སྙོམས་ཀྱི་ཚད་(Aver-
age) ནང་ཕབས་ཏེ་འབད་བ་ཅིན་ སྐུགས་བསློམས་༣༠ལས་༦-༡༡གི་བར་ན་འབད་མི་གི་གནས་རིམ་ནང་ཚུད་མི་སྡེ་
ཚན་ཀ་དང་ཁ་ལས་གཅིག་ཡང་མེད་པའི་ཁར་ སྡེ་ཚན་ག་ལས་ཡང་ བརྒྱ་དཔྱ་ནང་ཕབ་པ་ཅིན་ ༣.༡༣ལས་མེད་མི་ལུ་
ལྟཝ་ད་ འགོ་ཐློག་གནས་སྡུད་དང་འཕྱདཔ་ད་ འཆར་གཞིའི་ཡིག་སྡེབ་ཡར་རྒྱས་འགྱོ་ཡློད་པའི་རྟགས་མཚན་ ཨང་
གཟུགས་༤པ ནང་མཐློང་ཚུགས། ཨིན་རུང་སྐུགས་བསློམས་༣༠ལས་༣༠ཐློབ་མི་སྡེ་ཚན་ ཀ དང་ ག ལས་གཅིག་ཡང་
མེད་པའི་གུ་ སྡེ་ཚན་ ཁ ལས་ཡང་བརྒྱ་ཆ་ལས་༡.༩༦མ་གཏློགས་མེད་མི་ལུ་ལྟཝ་ད་ ལག་ལེན་ཐབས་ཤེས་ཚུ་གིས་ 
ཕན་ཐློགས་རྒྱ་སློམ་རང་འབྱུང་མ་ཚུགས་པའི་ངོས་འཛིན་འབྱུང་ཡི། 

གྲུབ་འབྲས་སྙན་ཞུ།(Finding)

འགོ་ཐློག་དང་ཤུལ་མའི་གནས་སྡུད་ཀྱི་སྐུགས་རིམ་བཟློ་སྟེ་ཡློད་པའི་ག་བསྡུར་དབྱེ་དཔྱད་འགྲེལ་བཤད།
གོང་གི་གནས་སྡུད་དེ་ལུ་ལྟཝ་ད་ ཡིག་སྡེབ་ཡར་རྒྱས་ཀྱི་ཐབས་ཤེས་ལག་ལེན་འཐབ་མི་དེ་གིས་ སློབ་ཁང་སྡེ་ཚན་
གསུམ་ཆ་རང་ལུ་ཕན་ཐློག་བྱུང་ཡློད་པའི་ངོས་འཛིན་ཐློབ་ཅི། 

དེ་ཡང་སྐུགས་བསློམས་༣༠ལས་ སྡེ་ཚན་ ཀ གིས་ འགོ་ཐློག་གནས་སྡུད་ནང་ སྐུགས་༦-༡༡གྱི་བར་ན་ཐློབ་མི་སྤྱི་
སྙོམས་ཀྱི་ཚད་ནང་ཕབ་ད་ ༡.༩༦%ཡློད་རུང་ ཤུལ་མའི་གནས་སྡུད་ནང་ལྟཝ་ད་ འདི་ནང་ལུས་མི་ཕུད་རྡློག་གཅིག་ཡང་
མིན་འདུག། སྐུགས་༡༢-༡༧གྱི་བར་ན་འབད་མི་ གནས་སྡུད་༡པ་ནང་ ༡༠.༧༨%ཡློད་ས་ལས་ ཤུལ་མའི་གནས་སྡུད་
ནང་༢.༩༤%གིས་མར་ཕབ་སློང་ནུག། སྐུགས་༡༨-༢༣འབད་མི་ཧེ་མའི་གནས་སྡུད་ནང་ ༡༧.༥༩%ལས་མེད་རུང་ ཤུལ་
མའི་ནང་༢༣.༡༥%གུ་ཡར་སེང་སློང་ནུག། སྐུགས་༢༤-༢༩གི་བར་ན་འབད་མི་ གནས་སྡུད་དང་པའི་ནང་༣.༡༣%ལས་
མེད་རུང་ གནས་སྡུད་ཤུལ་མའི་ནང་༥.༥༦%གུ་ཡར་སེང་སློང་ནུག། ཨིན་རུང་སྐུགས་༣༠ཐློབ་མི་གཅིག་ཡང་མིན་འདུག།

དེ་བཟུམ་སྦེ་ སྡེ་ཚན་ ཁ་ གིས་ འགོ་ཐློག་གནས་སྡུད་ནང་ སྐུགས་༧-༡༡གྱི་བར་ན་ཐློབ་མི་༡.༩༦%ཡློད་རུང་ ཤུལ་
མའི་གནས་སྡུད་ནང་ལྟཝ་ད་ འདི་ནང་ལུས་མི་ཕུད་རྡློག་གཅིག་ཡང་མིན་འདུག། སྐུགས་༡༢-༡༧གྱི་བར་ན་འབད་མི་ 
གནས་སྡུད་༡པ་ནང་ ༡༠.༧༨%ཡློད་ས་ལས་ ཤུལ་མའི་གནས་སྡུད་ནང་༢.༩༤% གིས་མར་ཕབ་སློང་ནུག། སྐུགས་
༡༨-༢༣འབད་མི་ཧེ་མའི་གནས་སྡུད་ནང་ ༡༣.༧༣%ཡློད་ས་ལས་ ཤུལ་མའི་ནང་༨.༩༤% གུ་ལྷློད་སློང་ནུག། སྐུགས་
༢༤-༢༩གི་བར་ན་འབད་མི་ གནས་སྡུད་དང་པའི་ནང་༦.༦༨%ལས་མེད་རུང་ གནས་སྡུད་ཤུལ་མའི་ནང་༡༩.༦༡%གུ་
ཡར་སེང་སློང་ནུག། དེ་མ་ཚད་ སྐུགས་༣༠ཐློབ་མི་ཡང་ཧེ་མ་གཅིག་ཡང་མེད་རུང་ཤུལ་མའི་གནས་སྡུད་ནང་ལྟཝ་ད་
༡.༩༦% གིས་ཐློབ་མི་ཐློན་ནུག།

སྡེ་ཚན་ ག་ གིས་ འགོ་ཐློག་གནས་སྡུད་ནང་ སྐུགས་༧-༡༡གྱི་བར་ན་ཐློབ་མི་༦.༢༥%ཡློད་རུང་ ཤུལ་མའི་
གནས་སྡུད་ནང་ལྟཝ་ད་ ༣.༡༣%གིས་མར་ཕབ་སློང་ནུག། སྐུགས་༡༢-༡༧གྱི་བར་ན་འབད་མི་ གནས་སྡུད་༡པ་ནང་ 
༡༢.༥༠%ཡློད་ས་ལས་ ཤུལ་མའི་གནས་སྡུད་ནང་༡༡.༤༦% གིས་མར་ཕབ་སློང་ནུག། སྐུགས་༡༨-༢༣འབད་མི་ཧེ་
མའི་གནས་སྡུད་ནང་ ༡༡.༤༦% ཡློད་ས་ལས་ ཤུལ་མའི་ནང་༡༠.༤༢%གིས་མར་ཕབ་སློང་ནུག། སྐུགས་༢༤-༢༩གི་
བར་ན་འབད་མི་ གནས་སྡུད་དང་པའི་ནང་༣.༡༣%ལས་མེད་རུང་ གནས་སྡུད་ཤུལ་མའི་ནང་༨.༣༣%གུ་ཡར་སེང་
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སློང་ནུག། ཨིན་རུང་སྐུགས་༣༠ཐློབ་མི་གཅིག་ཡང་མིན་འདུག། དེ་གི་ཁ་གསལ་ཐིག་ཁྲམ་༣པ་ནང་བཀོད་དེ་ཡློད་མི་
ལས་ཧ་གོ་ཚུགས།

ཐིག་ཁྲམ་༣པ། འགོ་ཐློག་དང་ཤུལ་མའི་གནས་སྡུད་ཀྱི་ག་བསྡུར།

སྡེ་ཚན།
སྐུགས 

༦-༡༡ བར་
ན་ཐློབ་མི།

སྐུགས 
༡༢-༡༧

བར་ན་ཐློབ་
མི།

སྐུགས༡༨-
༢༣

བར་ན་ཐློབ་
མི།

སྐུགས ༢༤-
༢༩

བར་ན་ཐློབ་མི།

སྐུགས་༣༠ 

ཐློབ་མི

ཀ
འགོ་ཐློག་གནད་སྡུད། ༡.༩༦ ༡༠.༧༨ ༡༧.༥༩ ༣.༡༣ ༠.༠༠

ཤུལ་མའི་གནས་སྡུད། ༠.༠༠ ༢.༩༤ ༢༣.༡༥ ༥.༥༦ ༠.༠༠

ཁ
འགོ་ཐློག་གནད་སྡུད། ༡.༩༦ ༡༠.༧༨ ༡༣.༧༣ ༦.༦༨ ༠.༠༠

ཤུལ་མའི་གནས་སྡུད། ༠.༠༠ ༢.༩༤ ༨.༩༤ ༡༩.༦༡ ༡.༩༦

ག
འགོ་ཐློག་གནད་སྡུད། ༦.༢༥ ༡༢.༥༠ ༡༡.༤༦ ༣.༡༣ ༠.༠༠

ཤུལ་མའི་གནས་སྡུད། ༣.༡༣ ༡༡.༤༦ ༡༠.༤༢ ༨.༣༣ ༠.༠༠

ཨང་གཟུགས་༥པ། སློབ་ཁང་སྡེ་ཚན་སྤྱི་བསློམས་ཀྱི་འགོ་ཐློག་གནས་སྡུད་དང་ ཤུལ་མའི་གནས་སྡུད་ཀྱི་ག་བསྡུར།

ཟླཝ་གཅིག་གི་རིང་ སློབ་ཁང་རེ་ནང་ བདུན་ཕག་གཅིག་ནང་ཚར་གཉིས་རེ་ མཐའ་འཁོར་སློབ་སྦྱློང་སློབ་སློན་དུས་
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          དཔལ་འབྱོར།

ཡུན་ལས་ སྐར་མ་༡༠ཡིག་སྡེབ་ཀྱི་དློན་ལུ་ལག་ལེན་འཐབ་མིའི་ཐབས་ཤེས་དེ་གིས་ ཕན་ཐློགས་བྱུང་ཡློདཔ་འབད་
ཨང་གཟུགས་༥གིས་གསལ་སློན་འབདཝ་ཨིན། དེ་སྦེ་ཕན་ཐློགས་བྱུང་དགོ་པའི་ཁུངས་ཡང་ ཡིག་སྡེབ་ཀྱི་དློན་ལུ་ སློབ་
སློན་སྦྱློང་ཚན་སློ་སློ་དང་ དུས་ཚློད་སློ་སློ་ལུ་སྒུག་མ་སློད་པར་ སློབ་སློན་འབད་བའི་ཞློར་ཁར་ རང་གིས་འཛློལ་བ་བཟློ་
མིའི་ཡིག་སྡེབ་ཚུ་ རང་གིས་རང་དག་བཅོས་ཀྱི་སྦྱང་བ་འབད་ནིའི་གོ་སྐབས་སྤློད་མི་དེ་གིས་ཨིནམ་མ་ཚད་ དེ་ཚུ་ཡང་
རང་གི་ཡིག་སྡེབ་དྲན་དེབ་ནང་ཐློ་བཀོད་འབད་བཅུག་སྟེ་ སྡེབ་ཕབ་འབདཝ་ལུ་བརྟེན་ཏེ་ཨིན་པས། 

འགོ་ཐློག་དང་ཤུལ་མའི་གནད་སྡུད་ཀྱི་བར་ན་ཡར་རྒྱས་ཀྱི་ཁྱད་པར་ཐིག་ཁྲམ་༤པ་ནང་བཀོད་དློ་བཟུམ་སྦེ་ སྤྱིར་
བཏང་འགོ་ཐློག་གནས་སྡུད་དང་འཕྱདཔ་ད་ ཤུལ་མའི་གནས་སྡུད་ནང་ཡར་རྒྱས་འགྱོ་ཡློདཔ་འབད་མཐློངམ་ཨིན་རུང་ 
ཡར་རྒྱས་ཀྱི་ཁྱད་པར་འདི་ རྒྱ་ཆུང་ཀུ་ཅིག་ལས་མ་བྱུང་མི་འདི་ སློབ་སྦྱློང་པ་དང་གཅིག་ཁར་འབྲེལ་བ་འཐབ་ནིའི་དུས་
ཚློད་འདི་ཉུང་དྲགཔ་ལས་བརྟེན་ཏེ་ཨིནམ་འློང་ནི་མས། ག་ཅི་སློ་ཟེར་བ་ཅིན་ བདུན་ཕག་གཅིག་ནང་སློབ་སྦྱློང་པ་དང་
གཅིག་ཁར་འབྲེལ་བ་འཐབ་ནིའི་དུས་ཚློད་ ཚར་གཉིས་རེ་འབདཝ་ད་ ཟླཝ་གཅིག་ནང་ ཚར་བརྒྱད་ཐློབ་དགོཔ་ཨིན་
རུང་ སྡེ་ཚན་ ཀ ག གཅིག་ཁར་ཚར་བདུན་ལས་འཕྱད་མ་ཚུགས་མི་དེ་གིས་ཡང་ སྡེ་ཚན་ཁ་ལས་ཁོང་སྡེ་ཚན་གཉིས་
ཀྱི་ཡར་རྒྱས་ཀྱི་ཁྱད་པར ་དམའ་དྲག་འབད་ཐློན་མི་དེ་གིས་ ཧ་གོ་ཚུགས་པས།  

ཐིག་ཁྲམ་༤པ། འགོ་ཐློག་དང་ཤུལ་མའི་གནད་སྡུད་ཀྱི་བར་ན་ཡར་རྒྱས་ཀྱི་ཁྱད་པར།
སྡེ་ཚན། འགོ་ཐློག་གནད་སྡུད། ཤུལ་མའི་གནད་སྡུད། ཡར་རྒྱས་ཀྱི་ཁྱད་པར།

ཀ ༡༥.༧༤% ༡༧.༣༤% ༡.༦%

ཁ ༡༥.༦༦% ༢༠.༦༧% ༥.༠༡%

ག ༡༤.༢༩% ༡༦.༡༠% ༡.༨༡%

ཞིབ་འཚློལ་གྲོས་འབུལ།(Recommendation)

བསྡུས་སློམ་པད་དཀར་ཕྲེང་བ།  (ཤློག་གྲངས་༢ པ) “ལེགས་པ་ལས་ཀྱང་མགྱོགས་པ་གཙློ།། མགྱོགས་པ་ལས་
ཀྱང་སྙོམས་པ་གཙློ།། སྙོམས་པ་ལས་ཀྱང་དག་པ་གཙློ།། དེ་ནས་དག་པ་གཙློ་བློར་བཟུང།།” ཟེར་གསུངས་དློ་བཟུམ་
སྦེ་ ཡི་གུ་འབྲི་བའི་སྐབས་སུ་ ཡིག་བཟློ་ལེགས་པ། འབྲི་ཐངས་མགྱོགས་པ། ཡིག་འབྲུ་སྙོམས་པ། ཡིག་སྡེབ་དག་པ། 
ཟེར་ ཡི་གུ་འབྲིཝ་ད་ འབྲི་ཐངས་ཀྱི་ཁྱད་ཆོས་བཞི་ཚང་དགོཔ་ཨིན་པས། དེ་ཚུ་གི་ནང་ལས་ཡང་ ཁག་ཆེ་ཤློས་རང་ 
གནད་དློན་ཆེ་ཆུང་ག་ཅི་བཟུམ་ར་ཨིན་རུང་ འདི་འབྲི་བའི་སྐབས་སུ་ ཡི་གུའི་སྡེབ་དགཔ་འབད་འབྲི་ནི་འདི་ཨིན་པས།

དེ་འབདཝ་ལས་ སློབ་ཕྲུག་ཚུ་ལུ་ཡིག་སྡེབ་ཀྱི་དཀའ་ངལ་ཡློདཔ་མཐློང་པ་ཅིན་ ཡིག་སྡེབ་ཡར་རྒྱས་ཀྱི་དློན་ལུ་ 
དུས་རྒྱུན་གྱི་སློབ་སློན་དང་འབྲེལ་ཏེ་ ཡིག་སྡེབ་དྲན་དེབ་ཀྱི་དཔེ་མཚམས་ཅིག་བཟློ་བཅུག་སྟེ་  འཛློལ་བ་བྱུང་མི་ཚུ་ 
རང་སློའི་འབྲི་དེབ་ཀྱི་ ཡིག་སྡེབ་དྲན་དེབ་ནང་ཐློ་བཀོད་འབད་དེ་ དག་བཅོས་ཁོང་ར་ལུ་རྐྱབ་བཅུག་པ་ཅིན་ ཡིག་སྡེབ་
དག་བཅོས་རྐྱབ་ད་ ལཱ་ནང་དངོས་སུ་བཅའ་མར་གཏློགས་ཏེ་འབད་བའི་ལཱ་གི་ཉམས་མློང་ལུ་བརྟེན་ཏེ་ ཡིག་སྡེབ་ཤེས་
ཚུགས་པའི་ནུས་པ་འདུག། ཨིན་རུང་ དག་བཅོས་རྐྱབ་ནི་གི་དློན་ལུ་ ཚིག་མཛློད་ལག་ལེན་འཐབ་དགོཔ་ལས་ རློང་
ཁའི་ཚིག་མཛློད་ལྟ་ཐངས་ཀྱི་ལམ་སློན་བྱིན་དགོཔ་འདུག

རྟག་བུ་སློབ་སློན་འགོ་མ་བཙུགས་པའི་ཧེ་མ་ སྐར་མ་༡༠ འདེ་ཅིག་ སློབ་སྦྱློང་པའི་ཡིག་ཆ་ནང་ལས་ཐློབ་མིའི་ཡིག་
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སྡེབ་ནློར་བ་ཚུ་ ༣-༥ གི་བར་ན་བང་ཤིང་གུ་བྲིས་བཞག་སྟེ་ དེ་ཚུ་དག་བཅོས་འབད་བཅུག་སྟེ་ ཡིག་སྡེབ་དྲན་དེབ་ནང་
ཐློ་བཀོད་བཅུག་པ་ཅིན་ དེ་གིས་ ཡིག་སྡེབ་དཔྱད་རིག་གཏང་ནི་ལུ་ཕན་ཐློགས་ཡློད་པའི་ཁར་ ཡིག་དེབ་དྲན་དེབ་འདི་ 
ཡི་གུ་ཚུ་འབྲིཝ་ད་ རྒྱབ་རྟེན་འབད་ཡང་ལག་ལེན་འཐབ་བཏུབ་པས། 

ཚིག་མཛློད་ལག་ལེན་འཐབ་ནི་གི་དློན་ལུ་ སྦྱློང་ཚན་དང་འབྲེལ་བའི་ ལག་དེབ་དང་ ལྷག་དེབ་ཚུ་ནང་ལས་ མིང་
ཚིག་གི་དློན་དག་ཧ་མ་གོཝ་དང་ ཚིག་གསརཔ་འཐློན་མི་ཚུ་ ལློགས་སུ་ཐློ་བཀོད་འབད་བཅུག་སྟེ་ དེ་གི་གོ་དློན་ཚིག་
མཛློད་ནང་ལས་འཚློལ་ཏེ་འབྲི་བཅུག་པ་ཅིན་དེ་གིས་ཡང་སྡེབ་ཡར་རྒྱས་གཏང་ནི་ལུ་ཕན་ཐློགས་པས།

ཡིག་སྡེབ་ཚུ་ལྷབ་ད་ཁྲིམས་བཟུམ་ཅིག་འབད་ཚློར་མ་བཅུག་པར་ སྤློ་བའི་ཐློག་ལས་ལྷབ་བཅུག་དགོ་ཟེར་མི་
ལུ་གཞི་བཞག་སྟེ་ སྡེབ་ག་མགྱོགས་འཚློལ་ནི་ཟེར་བའི་རྩེདམློ་གི་ཐློག་ལས་ ཡིག་སྡེབ་དག་བཅོས་འབད་བཅུགཔ་
ད་ སློབ་སྦྱློང་པ་མང་ཆེ་ཤློས་ཀྱིས་སྤློ་བའི་ཐློག་ལས་ བཅའ་མར་གཏློགསཔ་ལས་ ཐབས་ཤེས་འདི་གིས་ཡིག་སྡེབ་
འཚློལ་ནི་ལུ་སེམས་ཤུགས་བྱིན་ཚུགས་པས།

ཞིབ་འཚློལ་ཚད་འཛིན།(Limitations)

སྤྱིར་བཏང་ཞིབ་འཚློལ་གྱི་གྲུབ་འབྲས་འདི་ སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་རའི་སྤྱི་སྙོམས་ཀྱི་ཚད་ནང་ཕབས་ཏེ་ལྟཝ་ད་ 
མཐར་འཁྱོལ་ཡློདཔ་འབད་མཐློང་རུང་ དམིགས་བསལ་འབད་ལྟ་བ་ཅིན་ སྡེ་ཚན་ ཀ གི་འཐུས་མི་༣༦ལས་མི་གྲངས་
༧ དང་ སྡེ་ཚན་ ཁ གི་འཐུས་མི་༣༤ཡློད་ས་ལས་མི་ངོ་༣ དང་ སྡེ་ཚན་ ག གི་འཐུས་མི་༣༢ ཡློད་ས་ལས་མི་ངོ་༦ གིས་
འགོ་ཐློག་གནས་སྡུད་ལས་ ཤུལ་མའི་གནས་སྡུད་ནང་མར་བབས་འགྱོ་སྟེ་འདུག། དེ་འབདཝ་ལས་ ཞིབ་འཚློལ་འདི་
ནང་ ལག་ལེན་འཐབ་ཡློད་པའི་ཐབས་ཤེས་ཚུ་གིས་ མི་ངོ་དེ་ཚུ་ལུ་ག་ཅི་འབད་ཕན་ཐློགས་འབྱུང་མ་ཚུགསཔ་ཨིན་ན་ 
དབྱེ་བ་དཔྱད་མ་ཚུགས། 

དེ་བཟུམ་སྦེ་ སློབ་ཁང་སྡེ་ཚན་གསུམ་ཆ་རའི་ནང་ ཡར་རྒྱས་ཀྱི་ཚད་གཞི་དམའ་དྲགས་ཨིན་པའི་ཁར་ ལྷག་པར་
སྡེ་ཚན་ཀ་གི་ཚད་གཞི་༡.༦༠དང་ཁ་གི་ཚད་གཞི་༡.༨༡ལས་ཡར་སེང་མེདཔ་ལས་ ལག་ལེན་ཐབས་ཤེས་ཚུ་ལས་ཕན་
ཐློགས་ཆེ་ཆུང་ག་དེ་ཨིན་ན་ལློག་སྟེ་ཞིབ་འཚློལ་འབད་དགོཔ་འདུག།

ཞིབ་འཚློལ་གྱི་དཔེ་ཚད་དང་འཁྲིལཝ་ད་ ཞིབ་འཚློལ་གྱི་ལག་ལེན་ཐབས་ཤེས་འདི་ ཟླཝ་གཅིག་གི་རིང་འབད་
མི་འདི་ དུས་ཡུན་ཐུང་དྲགཔ་ལས་ ལློག་སྟེ་རང་ ལག་ལེན་ཐབས་ཤེས་དེ་ཚུ་གི་ཐློག་ལུ་ དུས་ཡུན་རིངམ་འབད་ཞིབ་
འཚློལ་འབད་ཚུགས་པ་ཅིན་ གྲུབ་འབྲས་གཏན་འཁེལ་བཟློ་ནི་ལུ་ཕན་ཐློགས་འབྱུང་ནི་ཨིན་པས།

མཇུག་བསྡུ།(Conclusion)

ཨིང་སྐད་ཡློན་ཏན་གྱི་གཞི་རྟེན་འབད་མི་ སློབ་སྦྱློང་པ་སྤྱིར་བཏང་ལུ་ རློང་ཁའི་ནང་ཡི་གུ་འབྲི་དགོཔ་ཐློནམ་ད་ ཡིག་
སྡེབ་ཚང་མ་ཚུགས་པའི་དཀའ་ངལ་འདི་གེ་ར་ལུ་འབྱུང་བཞིན་དུ་ཡློདཔ་མ་ཚད་ སློབ་སློན་པ་ཚུ་གིས་ཡང་དཀའ་ངལ་
དེ་ཚུ་བསལ་ནི་གི་དློན་ལུ་ ཐབས་ལམ་ཚུ་སློན་དང་སློན་བཞིན་དུ་འདུག། ཨིན་རུང་ད་ལྟློ་ཚུན་ཚློད་ ཐབས་ལམ་དེ་ཚུ་
གིས་ཕན་ཐློགས་ཡློད་མེད་ཀྱི་ཞིབ་འཚློལ་འབད་འབདཝ་ཅིག་མ་མཐློང་། 

དེ་འབདཝ་ལས་ ང་གིས་ཡིག་སྡེབ་ཀྱི་དཀའ་ངལ་སེལ་ཐབས་ཀྱི་ ལག་ལེན་ཞིབ་འཚློལ་གྱི་ཐློག་ལས་ འགོ་ཐློག་
གནས་སྡུད་བསྡུ་ཞིནམ་ལས་ གནད་སྡུད་དང་འཁྲིལ་ཏེ་ ཐབས་ཤེས་ལག་ལེན་དངོས་འཐབ་ཀྱི་དུས་ཡུན་འདི་ ཟླ་ངོ་
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གཅིག་གི་རིང་ལས་འབད་མ་ཚུགས་རུང་ མཐའ་དཔྱད་གནད་སྡུད་ཀྱི་གྲུབ་འབྲས་ནང་ལྟཝ་ད་ སློབ་ཁང་སྡེ་ཚན་གསུམ་
ཆ་རང་གིས་ ཡར་རྒྱས་ཀྱི་འགྱུར་བ་ཡློདཔ་འབད་མཐློང་ཅི།

དེ་སྦེ་ཡར་རྒྱས་ཀྱི་འགྱུར་བ་བྱུང་མི་དེ་ཡང་ Nayak and Rao (2009, p.163.)གིས་ ལྷབ་མི་ཚུ་ལུ་ 
སྦྱློང་ལཱའི་ཐློག་ལས་ལྷབ་ནིའི་གོ་སྐབས་སྤློད་པ་ཅིན་ ལྷབ་ནི་ལུ་སྤློ་བ་འབྱུང་ནི་ཨིནམ་མ་ཚད་ ལྷབ་མི་འདི་རང་གི་
ཉམས་མློང་ནང་བཙུགས་ཏེ་ལྷབ་ནི་དེ་གིས་ སེམས་ཁར་དྲན་ནི་ལུ་ཡང་ཕན་ཐློགས་ཟེར་ཨིན་པས། དེ་བཟུམ་སྦེ་ ང་
གིས་ལག་ལེན་འཐབ་མིའི་ཐབས་ཤེས་ཚུ་ཡང་ སྦྱློང་ལཱའི་ཐློག་ལས་འབད་ནི་ཙང་ཙ་ འབདཝ་ལས་བརྟེན་ཏེ་ཨིན་པས།

དེ་འབདཝ་ལས་ ཞིབ་འཚློལ་གྲོས་འབུལ་ནང་བཀོད་མིའི་ཐབས་ལམ་ཚུ་ སློབ་ཁང་ནང་ལག་ལེན་འཐབ་པ་ཅིན་ 
དུས་རྒྱུན་གྱི་སློབ་སློན་འབད་བའི་ཞློར་ཁར་ ཡིག་སྡེབ་ཀྱི་དཀའ་ངལ་ཡང་སེལ་ཚུགས་པའི་ཁེ་ཕན་འློང་ནི་ཨིན་པས།

བཀྲིན་དགའ་ཚློར།

ཞིབ་འཚློལ་གྱི་གྲུབ་འབྲས་འདེ་སྦེ་ཐློན་མི་འདི་ སྤྱི་ལློ ༢༠༡༥གི་ མཐའ་འཁོར་སློབ་སྦྱློང་གི་སྦྱློང་ཚན་ལེན་མི་ ཤེས་
རིག་གཙུག་ལག་གཞི་རིམ་ཆུང་བ་ལློ་ངོ་༢པའི་སྡེ་ཚན་ ཀ ཁ ག གསུམ་གྱི་སློབ་སྦྱློང་པ་ཚུ་གིས་ ལག་ལེན་ཞིབ་
འཚློལ་འདི་མཇུག་མ་བསྡུ་ཚུན་ཚློད་ བཅའ་མར་གཏློགསཔ་ལས་བརྟེན་ཏེ་ཨིན། དེ་འབད་ནི་དེ་གིས་ སྡེ་ཚན་གསུམ་
གྱི་སློབ་སྦྱློང་པ་རེ་རེ་བཞིན་དུ་ལུ་བཀྲིན་དགའ་ཚློར་ཡློད།

དེ་བཟུམ་སྦེ་ ཞིབ་འཚློལ་འདི་ཞུན་དག་གནང་མི་ སྤ་རློ་མཐློ་རིམ་སློབ་གྲྭའི་ཞིབ་འཚློལ་སྒྲིག་འཛིན་པ་ མཁས་
དབང་སྐལ་བཟང་ཤེས་རབ་དང་ ལེགས་བཤདཔ་གོངམ་ རིན་ཆེན་རྒྱ་མཚློ་དང་ གནད་སྡུད་དབྱེ་དཔྱད་འབདཝ་ད་ 
གྲོགས་རམས་མཛད་གནང་མི་ སྤ་རློ་མཐློ་རིམ་སློབ་གྲྭའི་ ཞིབ་འཚློལ་འགོ་དཔློན་ ར་མེཤི་ཐ་པ་ལུ་ཡང་ དགའ་
ཚློར་ཧིང་ལས་ཡློད།

རྒྱབ་རྟེན་དཔེ་ཐློ།

འཇིགས་བྲལ་ཡེ་ཤེས་རྡློེ། (ཚེས་མེད) དག་ཡིག་མདློར་བསྡུས་པད་དཀར་ཆུན་པློ་བྱིས་པ་དགའ་བའི་རྣ་རྒྱན་
བཞུགས་སློ།

དབངས་ཅན་དགྱེས་པའི་རྡློེ། (༢༠༠༤) དཀའ་གནད་གསལ་བའི་མེ་ལློང་གི་རྩ་བ་དང་འགྲེལ་པ་བཞུགས་སློ། 
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A Sample Action Research Proposal

Ways to Actively Engage Bhutanese Pre-Service Student Teachers in their Curriculum 
Studies Classes: Plans for an Action Research Case Study 

 
Kezang Sherab1

Introduction 
Action research is understood as the systematic processes of inquiry aimed at bringing 
improvement in one’s own practices, in the situation or both (Grundy, 1995; Stringer, 2004; 
Davies et al., 2014). According to Kemmis (2009, p.463) “action research aims at changing 
three things: practitioners’ practices, their understandings of their practices, and the conditions 
in which they practise.” It is a cyclical research process that involves reconnaissance, planning, 
action, observation, collecting evidence, and reflection (Grundy, 1995; Maxwell, 2003; Kemmis 
& McTaggart, 2005). Action research, especially classroom action research, has been more 
prominently used in the teaching community as a means for critical reflection and professional 
development of teachers (Grundy, 1995; Kemmis & McTaggart, 2005; Tillapaugh & Haber-
Curran, 2013; Cain & Harris, 2014). As a result it helps teachers to bring about innovations 
in their daily task of teaching with the attempt to make an impact on the students’ learning. 

Teaching at the university level is largely teacher dominated with minimal student 
engagement in the teaching-learning process (Tillapaugh & Haber-Curran, 2013). Such an 
approach needs to be reexamined, as it does not promote involvement of students in the learning 
process. Research indicates that, active involvement of students in the learning process can 
positively impact upon student achievement (The Centre for Comprehensive School Reform 
and Improvement, 2007; Uztosun & Cadorath 2014). Therefore, considering the important 
role student engagement plays, this action research is designed to examine my own teaching 
practices in bringing about improvement to student engagement during the learning process. 

Reconnaissance
According to Grundy, (1995, p. 13) “reconnaissance often consists in going backwards and 
forwards for a while between reflections and collecting evidence”. It involves a careful analysis 
of the researcher’s own competence, the situation that the researcher wants to study, and a 
detailed review of related literature (Maxwell, 2003) that leads to the design of an action 
research question. These three components of reconnaissance are discussed below.

Competence
Although I have not done any action research in the past, I have conducted some other forms 
of social science research. However, with the completion of the action research course as 
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a recipient of the AusAid Australian Leadership Award Fellowship, I have gained some 
knowledge on action research. The last ten years of experience as a teacher educator provided 
a good opportunity for me to re-examine the trend of student engagement in my pre-service 
teacher education classes and helped me improve upon it. Engagement is a critical issue when it 
comes to student learning. This Fellowship also provided an opportunity to look at the existing 
literature in the well-established university library.

Situational Analysis
During my ten years of experience as a teacher educator teaching various subjects such as 
health and physical education, teaching skills and research modules, I have observed that 
the pre-service student teachers are generally reluctant to engage in the teaching-learning 
process. Often teachers have to literally ask students to say something or have to prod them to 
answer a question. Discussion with colleagues indicates that this is also a problem for them. 
Pre-service student teachers often shy away and seldom contribute to the class discussions. 
Therefore, student engagement in the Bhutanese teacher education classrooms seems to be 
very low, and as a result can affect student learning.  Research (e.g, Cothran & Ennis, 2000; 
Smith, Sheppard, Johnson & Johnson, 2005; Yazzie-Mintz, 2006) has shown that teachers 
have to involve students actively to promote student learning. Literature also indicates that 
without adequate student engagement even the best quality curriculum and quality teacher 
cannot achieve the maximum benefit intended for learning (Cothran & Ennis, 2000).

This problem has become more apparent specially after having had the opportunity to co-
teach with some international volunteers from the United States, Japan, and Australia over 
the last few years. These volunteers have always felt that the Bhutanese pre-service student 
teachers do not actively participate in their classes. 

From all these experiences, I have realised that this issue deserved some immediate attention. 
In the teaching-learning process, students are often held responsible for such behaviour and 
as such educators rarely realise that they share the responsibility too. Research elsewhere has 
demonstrated that it is the teacher’s way of teaching that fosters active student engagement, 
which brings about meaningful learning in the students (Carini, Kuh, &  Klein, 2006; Smith, 
Shepherd, Johnson & Johnson, 2005; Cothran & Ennis, 2000).  There is a strong possibility 
that this is a cultural phenomenon but no research has been conducted in the Bhutanese context 
to examine student engagement or an attempt made to improve upon it.

Barriers to Engagement from the Bhutanese Perspectives
Some preliminary analysis of the pre-service student teachers’ engagement in Bhutanese classes 
indicates that there are some contextual barriers to active student engagement. While there 
could be many reasons for the lack of student engagement in the class discussions, this action 
research is designed to focus on the cultural aspect of it. Especially in the Bhutanese context, 
I strongly think that cultural and language barriers would be the two major stumbling blocks 
for student engagement. However, this claim will need to be confirmed through the collection 
and analysis of base-line data. Each of these barriers is briefly discussed below.

Language Barrier
The medium of instruction in the schools and colleges in Bhutan is English. For many students, 
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English is their second language and for others it is their third language. As second or third 
language speakers, our students are not very good with the language, nor are they confident 
at communicating in English. They feel apprehensive that if they make a mistake their friends 
would make fun of them. I strongly feel that as a result of these barriers, they have developed 
a habit of not contributing to the class discussions. Therefore, this action research involves 
developing strategies to win the hearts of students and helping them develop confidence in 
themselves to speak out in the class. While it is a challenging task, our pre-service student 
teachers need to realise that getting over these language barriers is important for them as 
future teachers.

Cultural Barrier
A Professor at one of the Universities abroad had something important to share about his 
dealings with Bhutanese students. Whenever the Professor asked a question to a group of 
Bhutanese students, he observed that all members in a group would look at, or wait for a 
senior member to respond. Yes, in the Bhutanese context of our culture we always respect a 
senior member or a teacher and look upon him or her as a source of knowledge and inspiration. 
Children for instance will never intervene in a conversation between their parents or with some 
other elderly people. Our students always consider their teachers to be the ultimate source of 
knowledge and that learning can take place only in the presence of a teacher. Although we do 
not have a senior or a junior student in the classroom context, Bhutanese students have been 
quite used to keeping quiet especially at the tertiary level. Such practices have been going 
on for quite a long time and not much innovation has been evident. Now that the 21st century 
landscape is changing at a rapid speed, we need to bring about innovations and do away with 
such age-old traditional practices.

Although these are some of the assumptions at the moment, this action research intends 
to gather some concrete data for evidence. If it holds true, how I can eliminate these barriers 
to student engagement will be the main task of this action research. 

For a complete situational analysis, a base-line data will be gathered and analysed in order 
to understand the trend of student engagement in my classes. Based on these data, intervention 
plans for improvement will be generated. Base-line data will also be used for comparison with 
the results of student engagement after the implementation of the plans of action. 

Literature Review
This section builds upon some of the ideas above already woven into the discussion about 
the situation concerning student engagement in Bhutan. It begins with a discussion on the 
concept of student engagement. According to Yazzie-Mintz (2006, p.1) student engagement is:
 

The student’s relationship with the school community: the people (adults and peers), the 
structures (rules, facilities and schedules), the curriculum and content, the pedagogy, 
and the opportunities (curricular, co-curricular, and extra-curricular). 

From this statement it is quite clear that student engagement involves a wide connotation 
which covers all aspects of schooling life. However, Willms’s (2003, p. 8) definition of student 
engagement is also quite broad: 
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Engagement is seen as a disposition towards learning, working with others and 
functioning in a social institution, which is expressed in students’ feelings that they 
belong at school, and in their participation in school activities. 

Quite similar to the first definition, Willms also encompasses a broader view of engagement, 
which is beyond the scope of this small-scale action research. However, the definitions are 
instructive in that engagement in classroom learning is related to other kinds of institutional 
and community engagement. According to the English Oxford dictionary in the context of 
students, engagement refers to “commitment” or “participation” or “involvement”. Therefore, 
the focus of this research will be on classroom engagement that can promote classroom student 
learning. Fredricks, Blumenfeld and Paris (2004) provide a very comprehensive discussion 
of student engagement under three broad components: behavioural engagement, emotional 
engagement and cognitive engagement. These authors (2004) present definitions for each of 
the engagement components:

Emotional engagement refers to students’ affective reactions in the classroom, including 
interest, boredom, happiness, sadness, and anxiety. Cognitive engagement refers to 
psychological investment in learning, a desire to go beyond the requirements and a 
preference for challenge. (p. 63)

Within this multifaceted nature of engagement, behavioural engagement has been further 
subdivided into three distinct definitions: 

The first definition entails positive conduct, such as following the rules and adhering 
to classroom norms, as well as the absence of disruptive behaviours such as skipping 
school and getting in trouble. The second definition concerns involvement in learning 
and academic tasks and includes behaviours such as effort, persistence, concentration, 
attention, asking questions, and contributing to class discussion. The third definition 
involves participation in school related activities such as athletics or school governance. 
(p. 62)

Cognitive engagement in the classroom has been defined as, “psychological investment required 
for comprehending and mastering knowledge and skills” (Wehlagee, Rutter, Smith, Lesko, & 
Fernandez, 1939 as cited in Cothran and Ennis, 2000, p. 106).  From this we can understand 
that if teachers want their students to derive utmost benefit out of their teaching, they need to 
have students who make a psychological investment in their learning activities.

The crucial role classroom engagement plays in the education of a student has been 
recognised by many researchers (Milne & Otieno, 2007; Carini, Kuh, & Klein, 2006; Setzer, 
2006; Smith, Shepherd, Johnson & Johnson, 2005; Kuh, 2001; Cothran & Ennis, 2000). A 
review of the literature indicates that without adequate student engagement even a quality 
curriculum and quality teacher will not achieve maximum benefit intended for learning (Cothran 
& Ennis, 2000).  As a teacher educator, I have realised that it is essential to actively engage 
students in the learning process although I have not been able to fully realise this principle in 
practice. Cothran and Ennis (2000, p. 111) suggest that teachers have to be the “primary energy 
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source in creating an educationally engaging environment.” Teachers do play an important 
role but students also have to make an effort in this difficult process. If students are not ready 
and motivated, any teacher effort will not foster learning in students. Furthermore, Cothran 
and Ennis (2000) also suggest that “engaging teachers were those who communicated, cared, 
and enthusiastically presented active learning opportunities” (p. 111). This means that as an 
action researcher, I will have to investigate my own actions to see if I really communicate, care, 
and provide active learning opportunities for my students. What I need to do is communicate 
clearly, demonstrate care for my students and provide active learning opportunities. Therefore, 
this study is designed to look at the kind of gap that exists in my teaching-learning processes 
and more importantly to identify alternative solutions to eliminate the gap.

However, it is also beyond the scope of this small-scale action research to address all aspects 
of classroom engagement. As per the definition presented above, this action research will 
particularly examine students’ cognitive engagement in the classroom and the second definition 
of the behavioural engagement which states, “involvement in learning and academic tasks and 
includes behaviours such as effort, persistence, concentration, attention, asking questions, and 
contributing to class discussion” (Fredricks, Blumenfeld & Paris, 2004, p. 62). These authors 
also indicate that there is a positive relation between engagement and academic outcome. 
Therefore, it is crucial that I examine my own teaching to look at student engagement. Do 
my students ask questions to learn more? Do they contribute to class discussion? How much 
effort do they put in for their own learning? are some to the questions that will be addressed 
in this action research.

Bridges to Engagement from Literature
The three elements of student engagement discussed by Cothran and Ennis (2000) will be 
further elaborated for consideration in this action research. These three elements of student 
engagement: (1) communication (2) care and (3) providing active learning opportunities will 
be taken in as a guide to improve student engagement. It is important that teachers not only 
communicate with students but also listen to their ideas and opinions, thereby establishing 
a two-way communication channel. Do I promote two-way communication channels in my 
classes? Do I listen to my students’ ideas and opinions? If not, what do I need to do to establish 
a two-way communication? Lee (cited in Ravet, 2007, p. 240) comments: 

The traditional notion that the adults have the right, sanctioned by society, unilaterally 
to interpret, direct and control children and their behaviour is one which is under heavy 
scrutiny in the light of the current reappraisal of pupil rights within the educational 
sphere and beyond. 

In the Bhutanese context, I feel that we still have this traditional notion of adults and teachers 
being the final authority for knowledge and learning. It is critical that we re-examine our roles 
in the 21st century educational community.

Research by Cothran and Ennis (2000) has shown that students were “willing to engage 
when they felt the teacher cared if they learned the subject matter and cared about them as a 
person” (p. 112). Therefore, it is not only important to show care concerning what students 
have learned but teachers should also be concerned about the students’ personal life outside the 
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class and school. Cothran and Ennis (2000) rightly comment that, “caring teachers appeared 
to provide a safe, supportive environment in which the students did not feel alone when faced 
with challenging assignments” (p. 113). 

The third key factor in promoting student engagement is the provision of an active learning 
environment. Again Cothran and Ennis (2000) have found out that students do not like teachers 
who talk too much and do not provide them opportunities to interact with their friends and with 
the intellectual work of the class. One of the most important things teachers need to keep in 
mind while planning for active learning environments are the individual differences of students. 
All students have their own strengths and weaknesses and they have their own learning styles. 
It is imperative that teachers try and vary their approaches, including processes of learning, for 
maximum student engagement. The importance of varying instructional strategies that support 
student engagement has been discussed by the Center for Comprehensive School Reforms 
and Improvement (CCSRI 2007). The Centre proposes teachers make use of the following 
instructional strategies:

•	 Group activities and assignments;
•	 Long-term projects;
•	 Hands-on activities;
•	 Differentiated instruction; and
•	 Lessons and activities that draw from students’ background, interests, and 

academic needs (CCSRI 2007, p. 2).

This means that for maximum student engagement teachers need to make sure that there are 
instructional interventions of various kinds. For example, Pociask and Settles (2007) have found 
that the use of Howard Gardner’s multiple intelligence approaches and cooperative learning 
challenged students at all levels and significantly improved the level of student engagement.  
Now that I am aware of all these strategies, I need to find out whether I vary my strategies. 
However, research has also shown that there is no one particular instructional strategy that 
creates positive or negative engagement (Setzer, 2006). In summary, Setzer (2006, p. 143) 
makes a slightly different case than Cothran and Ennis (2000):

Engagement depends upon the activity and how a particular class of students responds 
to that activity. On average, students responded well to humour used by the teacher, thus 
positively affecting student engagement as students became more attentive to the teacher. 

Knowing students well and using relevant examples in the class were some of the ways that 
Setzer found were useful for engaging students. This author also suggests that teachers should 
understand the needs of his or her students, know what instructional activities they were 
engaged in, and with what activities they become enthused with. For this action research, it is 
critical to find out the type of activities students prefer and that which are effective, through 
the base-line data and then plan for the action. 
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Research Question
Do effective communication, care, and active learning opportunities promote behavioural 
and cognitive engagement in pre-service student-teachers in the Curriculum Studies classes?

Action Plan
This section provides a detailed account of how to go about collecting data and making 
improvements in this action research. First, only one section of about 30 to 35 final year 
students will be involved in this action research. 

Second, base-line data gathering activity will be conducted in order to understand the trend 
of student engagement in the researcher’s classes with effect from 2nd week of August. Survey 
questionnaires will be administered to all the 35 students and semi-structured interviews will 
be employed for a sample of 4 students. Selection of 4 samples for interviews will be based 
on the idea of purposeful sampling (Creswell, 2009; Merriam, 1998). Therefore, 4 samples 
will have a good representation of gender, ability and representation from different sitting 
groups in the class. A detailed diary of observations regarding my teaching reflection will be 
maintained. All these base-line data will provide insights on the existing situation. Pilot test 
of the questionnaire will be carried out to enhance the reliability of the scales.

Third, after having carefully analysed the situation, alternative plans for improvement 
will be designed. It is anticipated that student participants will be involved in this process of 
designing the alternative strategies for student engagement. This task will be completed by 
the mid September.

Fourth, perhaps by 3rd week of September alternative strategies for student engagement 
will be implemented till the end of October. The impact of these alternative strategies will 
be monitored through observations, interviews, and a series of reflections. Where relevant, 
photographs will be taken to provide visual support. This will allow me to obtain a very clear 
picture of the situation in the class. The idea of a critical friend will be used to observe the 
lessons, interview the participants and provide critical comments. Based on the outcome of 
these data and reflections, some changes may need to be incorporated. Intervention strategies 
to improve upon student engagement will go on till the beginning of November. 

Fifth, towards mid November, the intervention data will be gathered using the survey 
questionnaire from all 35 students in the class and interviews with 4 samples. Intervention 
data generated will be compared to the base-line data to see if there are any changes in the 
student engagement in the class.

Sixth, quantitative data gathered through survey questionnaires will be analysed using 
descriptive statistics such as percentage, mean and standard deviations, whereas interview 
and observation data will be analysed through developing patterns and themes.

Seventh, Maxwell (2003) discusses about seven alternatives that could take place at the end 
of a cycle in any action research. First, whether it is successful or not successful, I will stop 
at the end of a cycle. If it is not successful I will provide further reflection that could lead to 
another cycle. Second, after a careful reflection I might decide to go back and get more data. 
Third, it is quite possible that reflection could lead to another question that I may want to pursue. 
Irrespective of the first cycle being a success or not, now that I have a new question with a 
different interest it would lead to the second cycle. Fourth, I will have to plan again because 
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it involves a different problem from the first cycle. Fifth, after careful reflection, I might have 
to go back to the situational analysis in the reconnaissance to re-consider the literature and 
the competences in an interactive way. It is important because I might have mis-diagnosed 
the situation. Sixth, literature review will have to be done again to help conceptualise the new 
question and provide some good ideas. Often experiences with the first cycle might allow the 
researcher to ask deeper questions. Seventh, the last option will result from the new area, which 
would require competency focus. So it is critical that the researcher carefully examines his or 
her own competencies before starting the next cycle with a new question.

Intervention Strategies
Although the type of intervention strategies that will be used in this research will mainly 
emerge from the base-line data, the researcher will mainly focus on how to build bridges to 
engagement as discussed in the literature section (Cothran & Ennis, 2000).  

a. Provision of an active learning environment 
An extensive review of related literature indicates that teachers need to provide an active 
learning environment if they want their students to be engaged cognitively, emotionally and 
behaviourally in their classes. All classes will be conducted using student-centered approaches 
to inculcate a sense of democratic procedure in the class. More opportunities will be created 
for students to interact and learn on their own as well as from their peers. Strategies such as 
“Think-Pair-Share”, “Carousal”, “Weaving the Web”, “Museum Walk”, “3-2-1”, “Cooperative 
Learning”, small and large group tasks, and discovery based learning will be initiated.

b. Communication
As teachers we often tend to forget that teaching is a two-way communication channel. Adopting 
a one-way communication style will lead to confusion and create gaps in the system. Bhutanese 
students are not provided adequate opportunities to communicate and express their opinion and 
concerns. As a result, students loose confidence to communicate with their teachers and peers 
in the class which actually leads students to disengagement. When students are disengaged not 
much learning takes place. Therefore, it is significant that teachers find time to pay attention 
to students and respect their ideas and opinions. In the Bhutanese context, the cultural barrier 
that was discussed above will have to be overcome. As a part of the intervention strategy I 
will make sure that students feel free to communicate with the teacher and their peers.  They 
will be invited to share and propose discussions related to the subject as well as share topics 
related to their personal lives. This will enable them to gain confidence and become open 
which will ultimately impact upon improving their engagement in the class.

c. Care
The third bridge to reach for maximum student engagement is the type of care a teacher exhibit 
for their students. Most teachers display minimum caring attitude for the students. We are 
well aware that as teachers we often fail to recognise students’ needs and concern both at the 
academic and personal level. So I will consciously model caring and loving qualities both 
inside and outside the class. Concerns about students’ behaviour, their learning opportunities, 
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reminding them of the important college rules such as their attendance and examinations 
requirement, discussing about their place of posting after the training, and their life in the 
college will be practiced throughout the intervention stage.
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