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Abstract
Purpose – The purpose of this paper is to discuss the formal workplace learning situation in Nepal and
argue that workplace learning is not in priority in Nepali Technical and Vocational Education and Training
(TVET) despite a regular policy emphasis.
Design/methodology/approach – Data were gathered using both desk-based review of pre-diploma
and diploma-level curricula and semi-structured interviews with eight employers and six technical school
principals. Coded themes were interpreted in themeaning-making process.
Findings – Workplace skills learning in Nepal has remained a neglected agenda. Despite some successful
implementation practices and policy recognition, it is stagnated. Employers expect skills in graduates
relevant to their demands. However, unfortunately, there needs to be more trust for a culture of shared
responsibilities among employers and TVET providers for arranging the provisions so that the learners can
acquire the skills that the employers need. There is a blaming game between them, which has ultimately
resulted in the poor arrangement of workplace learning.
Practical implications – TVET providers’ and employers’ engaged participation in recognizing and
developing workplace learning for making the learning as per the needs of the world of work could benefit
them and also support students to upgrade and acquire employability skills.
Originality/value – This paper is based on empirical data and contributes new knowledge in academia
which is still rare in the context of Nepal.
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Introduction
Enhancement of skills is one of the key components of education. There is a continuous
debate on whether an individual learns skills better inside or outside the school premises
(Billett, 2001; Bolli and Renold, 2017; Holt, 2005). On this account, the importance of learning
inside and outside the school can be considered equal. Interconnection between these two
learning settings in Technical and Vocational Education and Training (TVET) is crucial.
Lindell and Stenström (2005) suggest considering the complexity of their collaborative
arrangement for learning.

In the context of Nepal, before the advent of modern schooling, few religious institutions
provided religious and some practical education to few people. There was also a home-schooling
tradition where a teacher would teach some practical aspects like literacy and numeracy to

For their helpful feedback on an earlier draft, authors thank Prof. Ursula Renold, Chair of Education
ETH Zurich, research committee KUSOED, and Dr Durga Prasad Baral. Authors also thank LELAM-
TVET4INCOME – an r4d research project jointly funded by the Swiss Agency for Development and
Cooperation (SDC) and the Swiss National Science Foundation (SNSF) for financing the research.

This article draws from the PhD study of the first author on the relationship between education
and employment.

JWL
35,2

228

Received 19March 2022
Revised 29 July 2022
28 December 2022
Accepted 12 January 2023

Journal of Workplace Learning
Vol. 35 No. 2, 2023
pp. 228-242
© EmeraldPublishingLimited
1366-5626
DOI 10.1108/JWL-03-2022-0038

The current issue and full text archive of this journal is available on Emerald Insight at:
https://www.emerald.com/insight/1366-5626.htm

http://dx.doi.org/10.1108/JWL-03-2022-0038


some children from privileged families. Apart from these practices, the parents/grandparents or
community members used to educate their younger generation, mostly in their clan, with
occupational and other skills associated with their family (Shrestha, 1991). The occupational
skills were also associatedwith a person of a particular groupwith their social status.

Though the first modern school was established towards the end of the 19th century, its
meaningful expansion and development began only during the second half of the 20th
century. The expansion of modern education resulted in the shift of home and community
functions of educating children in schools. This also resulted in the confinement of most of
the learning activities within the school premises. These early schools basically focused on
the general type of schooling. There were, however, few schools focusing on some
occupational or technical education. Only after 1951, particularly after the political
transition that brought social and political openness in the country, technical stream of
education was introduced with the aim of raising the country’s production, increasing
employment and enhancing livelihood by introducing programs like Village Worker
Training Schools (National Planning Commission [NPC], 1956). These schools later paved
the way for establishing modern TVET. This was also an opening for practical learning in
which a part of schooling focused on specific occupations inside and outside of school. With
the objective of expanding technical and vocational education in the country, the Council for
Technical Education and Vocational Education and Training (CTEVT) was established
in 1989.

At present, the formal TVET in Nepal is implemented as a technical stream at the
secondary level and offered only at the selected schools. The technical stream education is
offered at specialized technical schools (such as Technical Education in Community School
[TECS] and Technical Stream in General School [TSGS]) and polytechnics (both constituents
and affiliated private institutions of CTEVT). The constitution of the country, promulgated
in 2015, declared that basic education (Grades 1–8) should be free and compulsory and
secondary education (Grades 9–12) free (Nepal Law Commission [NLC], 2015). The basic
level of education is provided in general schools such as community, institutional and
religious. However, students can choose either the stream general or technical at the
secondary level. Currently, out of the total students, only about 16% enrol in TVET stream
(in both specialized TVET schools and TSGSs run programmes) for secondary and upper
secondary (Grades 9–12) education (Centre for Education and Human Resource
Development [CEHRD], 2019; Council for Technical Education and Vocational Training
[CTEVT], 2019). It can thus be said that the general stream dominates the education system
in Nepal; however, it is also true that the enrolment in formal TVET programmes has been
increasing at a growing pace; for example, the annual enrolment of the students in degree-
oriented programs increased roughly from 1,000 in 1994 to 50,000 in 2019 (Council for
Technical and Vocational Education and Training [CTEVT], 1994, 2019) in recent years.
Although CTEVT has passed over three decades, which was also expected to attract and
skill early school leavers, the achievements are not yet at the level of satisfaction. For
example, a significant number of adolescents (41.6%) leave school before they reach Grade
10 (CEHRD, 2019). A survey among the employed working-age population also showed that
almost 8 in 10 (79.3%) were with qualifications below secondary education (Central Bureau
of Statistics [CBS], 2019). This shows that many young people enter the world of work either
with low education qualifications or without necessary occupational skills.

Scholars (Bonvin, 2019; Maclean and Wilson, 2009) argue that education, particularly
TVET, usually integrates both in-school and out-school learning, enhances specific
occupational skills and prepares an individual for the world of work. It helps to match skills
according to demand in the existing employment and supports students to transit from the
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world of education to the world of work (Pilz and Li, 2020). However, the studies conducted
in Nepal have revealed that the employers’ participation in implementing a curriculum is
weak (Bolli et al., 2018; Caves et al., 2021). Employers were also found complaining about a
lack of skills (both soft and hard skills) according to their demand for fresh graduates
(Acharya, 2011). Considering the workplace learning opportunity as one of the prerequisites
for reducing this gap of skills among employees, particularly TVET graduates, this paper
explores the workplace learning situation in the formal TVET programme in Nepal. It
argues that this could be a viable alternative for youth to update hard skills and acquire soft
skills. However, despite some provisions for workplace learning, this approach has not
worked well in Nepal.

The notion of workplace learning is not new in Nepal. The family-based apprenticeship
has been run informally for a long and even now. In many cases, occupational skills were
learned within the family for generations (Shrestha, 1991). The establishment of the
Mechanical Training Center in Balaju in 1962, followed by the Butawal Training Institute in
1963, is considered the beginning of formal workplace learning (Council for Technical and
Vocational Education and Training [CTEVT], 1994). These schools, also the pioneer for a
formal apprenticeship programme, allowed students to learn in the industry for some
specific period through on-the-job training and internships. Despite these early initiations of
workplace learning, it did not flourish. Shrestha (1991) argued that constraints such as a
lack of professionals to manage programmes, the readiness of employers and low standing
of TVET could not produce the result to the expected extent. TVET learning activities
remain within the school, although policies (such as CTEVT Act 1989, TVET Policy 2012
and Education Policy 2019) constantly provide space for workplace-based learning. This
situation simply illustrates the policy practice gap in making workplace learning an integral
part of the Nepali TVET system. In this context, this study, aiming to understand
underlying problems, delves into learning arrangements for students outside of the school in
workplace settings. School in this study refers to technical schools running pre-diploma and
diploma programmes, and outside school denotes workplace learning.

In the following sections, drawing from literature, we discuss dimensions of skills and
how important soft skills, along with hard skills, are for employment and are acquired in the
workplace. In the finding section, we examine the course hours allocated for workplace
learning in CTEVT offered Hospitality, Agriculture, Engineering, Humanities and Nursing
curricula at pre-diploma and diploma levels. This is for assessing how the TVET curriculum
has created the opportunity for students to be in the workplace and thus get a chance to
learn skills. Likewise, based on primary data, we have also discussed the importance given
by employers towards practically oriented skills learning, particularly in their employees.
Low emphasis on workplace learning in Nepal that would obstruct students from enhancing
relevant skills in a lively environment is also discussed. Finally, in the discussion section, we
argue howworkplace learning in Nepal has become a neglected agenda.

Dimensions of skills: hard and soft
The rationale for investment in education is that education, along with training and work
experience, enables youth to live better lives (Renold et al., 2016). Such investment also
supports businesses to be more productive and efficient, broadly generating prosperity of
action (Pilz and Li, 2020). An individual develops the capability with her/his knowledge,
skills, abilities and other characteristics, which are formed throughout her/his lifetime
through formal education or informal learning. For an individual, skill is a valuable resource
that enables her/him to use other resources effectively and efficiently (Ployhart and
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Moliterno, 2011). Furthermore, it helps the individual achieve economic success (Krasniqi
and Topxhiu, 2016).

The skills are an individual’s “endowment of capabilities for performing various tasks”
(Acemoglu and Autor, 2011, p. 1045). These skills are acquired through various sources and
are described dichotomously, assuming that general education provides general skills and
that vocational education provides specific skills (Hanushek et al., 2017). Commonly, skills
are divided into cognitive and non-cognitive (Green, 2011). The cognitive skills include
mental abilities such as reading, writing and numeracy that support performing activities
effectively (Pierre et al., 2014). In comparison, non-cognitive skills are related to social and
personal traits, patterns of thought, attitudes and behaviours (Borghans et al., 2008) which
differentiate a person from others. According to Holmberg-Wright and Hribar (2016),
cognitive skills have always been a basic requirement for entering the world of work.
However, these scholars also agree that cognitive skills have limitations, as they would not
consider other individual competencies such as personality, behaviour and other non-
cognitive aspects. These skills with personality traits, motivations and preferences, at
present, are equally emphasized in the labour market (Fazekas, 2018). According to Nusrat
and Sultana (2019), non-cognitive skills (soft skills), in contrast to cognitive skills (hard
skills), are not occupation-specific but are important in multiple situations. As such, these
become crucial for gaining employment. However, compared to hard skills, soft skills are
subjective; in this sense, they are difficult to measure.

Soft skills were traditionally considered to be riskier for investment (Eggenberger et al.,
2018) by economists, as there was no immediate outcome. But today’s work world shows
that cognitive skills alone are insufficient to keep individuals employed (Khalid et al., 2014).
The notion changed when empirical studies showed that soft skills contribute to generating
a high return and increasing productivity in the long run. A study by Bolli and Renold
(2017) revealed that many soft skills are better learned in the workplace than in school
settings. In this regard, along with school-based learning for hard skills, the opportunity for
workplace learning would support students to enhance soft skills.

Workplace learning: a viable place for learning skills
The learning aspect of a human being, particularly how a student effectively learns, is a
long-time debate that continues to the present day. Richardson (2003) posits that an
individual develops an understanding of a phenomenon based on the interaction of
knowledge that is already acquired and confronted with. In this regard, learning is also a
social activity (Vygotsky, 1980) in which individual learns collectively. Conventionally,
formal learning takes place in schools; however, scholars (Dewey, 1916; Prosser and Allen,
1925; Snedden, 1914) urged to connect learning with socio-economic realities. More
specifically, these scholars saw that occupation-based learning is a means for enhancing
students’ knowledge.

Workplace learning is an “ever-present practice that occurs through customary work
systems and is acquired through work-related interactions” (Collin et al., 2011, p. 303). In the
workplace, learning is interconnected with work, and it provides the opportunity for
acquiring and upgrading up-to-date knowledge. Guile and Griffiths (2001) talk about five
learning models; traditional, experimental, generic, work process and connective for work
experience. In the traditional model, learning occurs automatically; thus, the role of a
supervisor is minimal. Reflection on work experience is important in the experimental
model, and the supervisor only briefs on the work experience. However, supervisors
facilitate students in their learning process in the generic model. The work process model
provides students with both theoretical and practical learning opportunities to develop an
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overall understanding of work. Finally, in the connective model, students’ concepts and
competencies developed in collaboration with the school and workplace. These models,
however, are abstract and analytical and hardly fit into a specific workplace learning model
(Tynjälä, 2008). With the country’s specific system, apprenticeship, internship, job
shadowing and service-learning are common practices for workplace learning (Organization
for Economic Co-operation and Development [OECD], 2010) in vocational education.

Tremblay and Le Bot (2003) asses the German apprenticeship model and found it
governed by three principles: duality, the primacy of occupation and consensus. Duality is
shared responsibilities, the primacy of occupation is focused on skills and the consensus is
an agreement in developing the content of the curriculum, implementing it through both
classroom and workplace learning and ensuring quality with continuous and collective
supervision. Apprentices learn theoretical knowledge in school and gain occupation-specific
skills in business or industry. At the core, an apprenticeship provides favourable conditions
for developing the competencies of trainee employees and improving their ability to perform
in the workplace (Poulsen and Eberhardt, 2016). Internships and other forms of workplace
learning models, however, differ from apprenticeship modality in providing students with
classroom and workplace learning opportunities concurrently. Renganathan et al. (2012)
explored the internship programme in Malayasia and found it a requirement to complete
undergraduate study. Students would go for an eight-month industry internship
programme and gain work-related experiences. A unit in the university takes a major role in
managing internship opportunities, and industry people supervise and evaluate students in
coordination with the university. Concluding workplace learning practices, apprenticeships
and other types such as internships are designed to provide a learning environment for
students that support transitioning from school to work (Organization for Economic
Co-operation and Development [OECD], 2010). Nevertheless, scholars (Collin et al., 2011;
Fuller et al., 2005) also suggest considering the limitations of workplace learning. Power
inequalities, informal networks and the unorganized environment in the organization might
obstruct learning.

Study method
In the study, we collected data from both secondary and primary sources. The secondary
data includes the diploma and pre-diploma-level curriculum of CTEVT. The CTEVT is the
largest TVET-implementing body in Nepal. The curricula of the six programmes, plant
science, civil engineering, hotel management, nursing, entrepreneurship development and
social mobilization, under five streams agriculture, engineering, hospitality, nursing and
humanities, were reviewed in detail. The selected programmes consist of the highest
enrolment trend in the last two years among other existing curricula (including both
diploma and pre-diploma) under CTEVT.

Furthermore, based on the insights from the literature, we inquired qualitatively
(Creswell, 2014) about TVET graduates’ skills and workplace learning with the employers
and school principals. Initial interactions were made with about 48 persons, including
employers and school principals, who were directly or indirectly engaged in the curriculum
process of CTEVT. These interactions included group discussions and individual
interactions, which the first author carried out from February to June 2020. The objective of
these interactions was to share the findings derived from the curricula review and prepare
for individual interviews. Kvale (2007) argues that such interactions help to identify the
flaws or support to make necessary preparation for major study. Drawing from those
interactions, eight (three, three and two employers from the hospitality, construction and
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manufacturing industry, respectively) were interviewed in the study. All these employers
had experience supervising trainee students in workplace learning.

Similarly, six school principals from both affiliated and constituent schools of CTEVT
were interviewed, considering at least two years of experience as a principal (see Appendix
for detail). Lincoln and Guba (2000) posited that the selection of participants in qualitative
research is related to transferability, and the goal is to apply the conclusions to other
individuals or contexts. In this case, the sample in a qualitative study depends more on
careful selection rather than its size (Mooi et al., 2018). Lohr (2021) pointed to the challenges
of biases the researcher faces in selecting a sample purposefully. The researcher was
somewhat biased in setting criteria, however, flexible in selecting the participants. Miles and
Crisp (2014) recommend selecting participants randomly to address the issues. The
researcher did not select participants, instead, included them with their interests upon the
researcher’s request randomly. The initial interaction with the employers and principals was
made virtually; however, the individual interview with employers and principals was
conducted in person. We followed the protocol suggested by Yin (2018) for collecting
information from the field. The first is setting the study issue. The objective of conducting
interviews in this study was to explore workplace learning situations. The second was the
data collection procedure. The individual participants were requested before the interview,
and the interview was scheduled at their favourable time. The third protocol was questions
for the interview. The overall design for the questions used in the protocols is to gain
information that helped in exploring the phenomena (Yin, 2009). We set interview themes to
keep concentrated on the research objectives. However, subjective prompt questions were
also asked in between the interview time. And the final protocol was reporting the
interviews. The author used a diary and wrote a brief note about the conversation. Upon
the participants’ consent, a few interviews were also recorded. The researcher transcribed
the data after each interview and detailed the interaction. Creswell (2014) suggests a
researcher also can use audio media and keep detailed notes on each interview in a journal.
The researcher used field notes from journals taken during the interviews. The interviews
were further transcribed, and themes were generated from the provided information for the
meaning-making process. For this, transcribed texts were coded and produced a summary
report of coded themes (see Appendix). Cornish et al. (2013) show the strength of the
collaborative qualitative study that helps the researcher from an unreasonable jump.
However, they also suggest considering possible practical, identity and open debate
challenges. The first author conducted all interviews and data collection as a part of his
study; hence, there was no such practical confusion for field engagement. The co-author also
contributed to preparing the fieldwork, such as developing a checklist for interviews and
analysing both secondary and primary data; however, the engagement was made with the
first author’s generated output. The study’s findings were shared among research
participants, TVET experts and academicians, which also supported us in making open
debate.

Technical and Vocational Education and Training curriculum and workplace
learning in Nepal
To see how this workplace learning is in practice at present, we examined the allocated
course hours for workplace learning out of the total course hours incorporated in the
curriculum of five different programmes of CTEVT and presented them in Table 1.

According to the annual report of Council for Technical and Vocational Education and
Training (CTEVT) (2019), there are 202 curricula, of which 48 are diploma and proficiency of
certificate level (PCL) and 22 in pre-diploma level. This study includes the curriculum of
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plant science (both diploma and pre-diploma) in agriculture, civil (both diploma and pre-
diploma) in engineering, nursing (PCL) in health/nursing, hotel management (both diploma
and pre-diploma) in hospitality and diploma in entrepreneurship development and pre-
diploma in social mobilization in humanities considering the highest trend of students’
enrolment.

Workplace learning is found integrated into studied programmes, except diploma in civil
engineering. Nevertheless, school-based learning is dominant, except for nursing, among
other programmes. The PCL in nursing has the highest (62%) compared to the diploma in
plant science, in which workplace learning time is allocated the least (14%). Compared to the
diploma-level programmes, workplace learning time is consistent at the pre-diploma-level
allocation. One of the reasons can be that the curricula of pre-diploma are recently revised,
and workplace learning has become ubiquitous in the curriculum, as it has gained
continuous policy attention in the last few years. In the following sub-sections, based on
field engagement, we present employers’ say on required skills in the employment and then
detail employers and school principals’ experience in arranging workplace learning
opportunities for the students.

Employers equally value hard and soft skills in an employee
In the interview, one of the participants (Employer 4) said he preferred to hire employees
from the neighbouring country India. He further said, “I find a lack of dedication among
Nepali employees. They hardly take the work seriously”. He gave an example, “once I had a
contract of constructing a building. And it was a supervisor (technical graduate) taking
charge of work. He could not employ the labour force for timely construction. I had a great
loss”. Acharya (2011, p. 47) also found that employers were reluctant to hire new employees
“because of a lack of disciplined workers”. The other employer (Employer 6) in the
construction sector said, “I hire a technical person for their certificate as it increases points
while bidding. I rarely assign them any important responsibility since it is very difficult to
make them understand the work”. The contractor added that he continues only with the
technical graduates if get ready to learn and get integrated easily into the working
environment.

Table 1.
Allocated course
hours for workplace
learning in the
curriculum of
CTEVT

Diploma Pre-diploma
Streams Programme TCH SBL (%) WL* (%) TCH SBL (%) WPL (%)

Agriculture Plant science 3,537 87 14 2520 62 38
Engineering Civil engineering 3,370 100 – 2520 62 38
Health** Nursing 4,633 38 62 – – –
Hospitality Hotel management 3,873 73 27 2520 62 38
Humanity Entrepreneurship

development and
social mobilization

3,873 73 27 2520 62 38

Notes: TCH: total course hour; SBL: school-based learning; WL: workplace learning; *The workplace
learning hours do not include school-based practical learning because they are not performed in real
workplaces. **The PCL is equivalent to the diploma level. Pre-diploma-level curriculum under health is
excluded because all such programmes are phased out
Source: Author’s compilation and calculation based on the existing CTEVT curriculum available in http://
ctevt.org.np/
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Soft skills were equally important criteria for hiring new employees in the hospitality
sector. One of the hotel industry’s human resource managers (Employer 3) in the interview
shared his incidents:

I often take trainee students from a nearby technical school in occasional festive. Once, I had
overbooking ceremonies. I was enchanted with the presentation skills of two trainee students
whom I requested the principal to send. I immediately recruited them.

The presented narratives show that the graduates’ enhanced skills, particularly soft skills,
have been in priority of the employers. In this case, soft skills in Nepali graduates become an
asset for getting employed. It also indicated that an arrangement for workplace learning for
the TVET graduates in Nepal would add value on the part of both employers who get
competent employees and the students who get the opportunity to develop their
occupational skills.

Lack of a culture of shared responsibilities for workplace learning
One of the themes explored in the qualitative interview with employers was that they were
dissatisfied with graduates with no workplace learning experience. One of the employers
(Employer 8) expressed, “I have got a costly machine, and I need to make sure with my
employees that s/he has seen and learned to handle it”. In the interview, most employers
emphasized the importance of learning in the workplace; however, they could not find
readiness in the students for learning. A participant (Employer 5) said that TVET graduates
were theoretically sound but in real work situations, they get puzzled as they rarely had an
engagement in the workplace during their learning period. He further added that students
must learn what works in real situations with other colleagues. Likewise, an employer
(Employer 7) in the manufacturing industry claimed that students visit the industry but do
not get engaged in real work. Employers’ claim that fresh graduates lack practical
workplace skills is supported by no opportunity for workplace learning for students, as in a
diploma in civil engineering (see Table 1) or poorly managed workplace learning
opportunities.

In contrast to employers, technical school principals (Principals 3, 4 and 5) shared that
only some employers get interested in receiving trainee students and providing relevant
working places. The principals also shared that he usually gets complaints from students
that they are not provided with the opportunity to learn in their relevant work. In such a
situation, according to him (Principal 4), the “workplace sometimes becomes harassing to
the student”. He also informed that the trainee students in the industry are sometimes
exploited by the workload, which also can result in the dropout of the students. The
principals (Principals 2 and 6) pointed out the importance of workplace learning
opportunities. One of them (Principal 2) claimed it was learning and earning opportunities.
However, a principal from a government school (Principal 6) shared the challenges of
finding relevant workplaces for students. In such a situation, a principal from a constituent
school of CTEVT (Principal 1) said, “we send students to industrial learning based on our
contact, and there are selective industries where we often send our students”.

The contrasting picture is that the graduated students neither know the context nor gain
experience and skill. They are not provided with enough support and care and are even
harassed. Although the employers got an opportunity to hire competent employees, they
viewed it as more important to the students. Employers (1 and 2) argued that they had
provided an important platform for students to get first-hand experience. The situation
shows a lack of trust between employers and TVET schools and a lack of interest in
collaborating for better student learning and enhanced productivity. Such a gap is neither in
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favour of students nor employers or schools; instead, it is a critical problem of the Nepali
TVET system. There is thus no alternative to strengthen collaboration between employers
and TVET providers for better workplace learning for students and, eventually, for
enhanced productivity and an effective TVET system in the country. In the following
section, we discuss the study’s findings in the broad aspect of workplace learning that
shows actors of it yet to internalize ownership in making workplace learning an integral
part of Nepali TVET.

Workplace learning – a neglected area in Nepal
This study assessed workplace learning opportunities in the TVET curricula of six
programmes implemented under CTEVT. The result indicated that most programmes
include workplace learning as part of the study; however, the allocated course hours are
inconsistent. Pre-diploma programmes, compared to Diploma, provide workplace learning
opportunities more consistently. Overall, classroom learning has become a dominant mode
of learning even though workplace learning could be a viable place for learning many soft
skills (Bolli and Renold, 2017). Similarly, this study also revealed that employers value both
soft and hard skills. In some specific cases, soft skills, such as presentation, interpersonal
and learning aptitudes, were more advantageous for the graduates to get employed.
Nevertheless, a workplace that provides opportunities for learning soft skills and updating
hard skills becomes a neglected agenda for both TVET providers and employers.

Two distinct reasons, among others, stood out, resulting current workplace learning
situation. The first is that policies are not internalized in practice, and the second is a lack of
shared responsibilities among TVET providers and employers, making workplace learning
more effective. This study found that workplace learning in Nepal has remained part and
parcel of policy for a long, but in practice, it stagnated. Employers perceived trainee
students as visitors sent to the workplace only to complete course hours. A study by Bolli
et al. (2020) found that employers make net benefit in their involvement in workplace
learning; however, in this study, employers emphasized the benefit only on the part of
students. As employers did not perceive the benefit on their part, students’ learning became
less priority.

This does not mean that employers do not see the importance of workplace learning.
Employers expect intensive engagement in the workplace, even during students’ short
visits. Unfortunately, they do not find readiness in the students for real work engagement.
Students’ insufficient engagement in real work during workplace learning makes it difficult
for employers to trust them even after graduation. The students are sent to the workplace
and assigned a supervisor to facilitate their learning. However, the lack of shared
responsibilities between TVET providers and employers managing workplace learning
resulted in poor student learning outcomes.

TVET providers, particularly school principals, also pointed out challenges such as a
lack of relevant employers in the locality and employers’ disinterest in providing students
opportunities for learning relevant skills. School principals used informal channels to
explore workplace opportunities for their students when it was difficult to approach
employers formally in the local market. However, such an informal, personalized
relationship affects the formalized structure (Haaland, 2010). Given the limited support and
assigning trainee students irrelevant work during their workplace learning, as claimed by
school principals, it even resulted in students’ dropout from learning. In this case, how the
TVET providers and employers share the responsibilities of arranging workplace learning
is more important (Tremblay and Le Bot, 2003). Rageth and Renold (2019) argue that equal
power-sharing between TVET providers and employers encourages them to share their
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responsibilities. Nevertheless, both the principals and employers were found yet to define
their responsibilities and make a consensus among them. Renold et al. (2018) urge a solid
regulative system to minimize the gap and promote partnerships between these actors of
education (school principals) and employment (employers). Nepal lacks such workplace
learning governing policies in the federal context; thus, the initiatives remain fragmented.

The interviews with the employers and school principals showed a blaming game
between them (see Appendix). This could also be taken as one of the reasons for persisting
problems in realizing the workplace as an important skill-learning place in Nepal. These
actors of two systems (education and employment) typically run with different objectives
and governing structures. The school holds the government power, and employers are just
individuals or agencies. There always remains a power struggle; however, the state power
that schools possess legitimizes over the employers (Bourdieu, 1989). This possible power
struggle between TVET providers and employers is also a constraint in implementing
workplace learning effectively. This could also be taken as one of the reasons for persisting
problems in realizing the workplace as an important skill-learning place in Nepal. Similarly,
TVET gains low social value among employers, as they do not find a relevant workforce;
thus, it becomes a neglected area despite continuous attempts beingmade at the policy level.

Conclusion
Schooling beyond the school has become pertinent to enhance relevant skills in youth. The
need for learning in the workplace has long been felt and is in practice in Nepal. However, so
far, it has remained sporadic, carried out in an unorganized manner and thus gone
unrecognized. Little effort has been done to systematize, recognize and expand it. This study
has shown that both key actors, employers and TVET providers, have yet to work on
building a culture of shared responsibilities for enhancing workplace learning. But the
lack of trust between these two key actors has become a roadblock to the effective
implementation of workplace learning.

On the one hand, employers see a lack of skills in the TVET graduates; on the other hand,
school principals view employers are reluctant to provide learning opportunities to the
students. This has ultimately resulted in poor arrangements for workplace learning.
The strengthened collaboration will entrust them to making consensus on relevant
occupational skills and support implementing curriculum in schools and the workplace. In
this study, we concentrated only on the formal sector. Skills learning takes place in the
informal sector as well. This is also an important research area where we need to focus.
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