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Notes from the Editor
 

Diverse topics are addressed in this issue.

Education finance – especially its adequacy and use are critical concerns. Resources and 
financing do not match with the ambitions we have for quality and equity in education. 
Happy Kumar Das, Zia Us-Sabur and Md. Shahriar Shafiq write about the state of school 
finance, particularly primary and secondary education, in Bangladesh. 

Promoting entrepreneurship has been a part of the curriculum in polytechnic diploma 
courses in Bangladesh for more than a decade. Faruque A. Haolader discusses how it is 
actually doing and what can be done to improve it..

Making schools inclusive has been a policy in school education. Fharia Tilat Loba and Tonny 
Nowshin present the results of an investigation about infrastructure in primary school to 
support main streaming of children with disabilities.

Mitul Dutta and Syeda Fareha Shaheeda Islam explore the problems of promoting creativity 
among children of early grades in Bangladesh. The views of teachers range from a denial of 
its existence among young children to looking at it as an interference in the classroom. The 
writers suggest ways of fostering a positive approach.
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the schools to function properly. There is a need therefore to understand what makes school 
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system and how it works in primary and secondary education in Bangladesh. It is based on 
secondary as well as some primary data. Secondary data include academic literature; policy 
and evaluation documents; and reports and publications by government, UN agencies, 
NGOs, and donor and international/regional development agencies. Interviews of a limited 
numbers of stakeholders in the primary and secondary sub-sectors were conducted. The 
findings suggest that the primary and secondary school sub-systems have their own unique 
modalities of financing and therefore have their own opportunities and challenges. While the 
primary education system is highly centralized and government controlled, at the secondary 
level financing is influenced by the interplay between the state and community. There are 
serious deficiencies in respect of adequacy, access and efficiency at both levels. In addition 
to increased funding, a more decentralized and responsive system needs to be constructed 
through appropriate resourcing and capacity-building.
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I. Introduction
Public sector formal school system is the largest public service activity in the country in 
which more than 29 million students are enrolled in schools from Pre-Primary to Higher 
Secondary level taught by more than 742,842 teachers, in 152,073 schools/centers 
(BANBEIS, 2015). Besides faith-based institutions (Alia Madrasas) supported by the 
government, more than a million students, for whom reliable statistics are not available, may 
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be enrolled in Qaumi Madrasas (indigenous religious schools) teaching a religion-based 
curriculum. NER at primary level is 96.7% and NER at Secondary level is 45.80% 
(BANBEIS 2015). Over two-thirds of the children attend a year of pre-primary education. 
However, the drop-out rate of enrolled students is 26.2% at primary level and 46.7% at 
secondary level. Over one-fifth of primary school-age children, therefore, are out-of-school, 
having never enrolled or dropping out early, some of whom are engaged in child labour. For 
the secondary school age children, more than half remain out-of-school (BBS, 2003).

The barriers to development of education include low public budget allocations for the 
education sector. This has affected infrastructure, quality of teachers, and teaching-learning 
materials, among other things, necessary for quality education delivery. Optimal 
management and use of available resources are also an important concern.

Historically, Bangladesh's overall national expenditure on education as percentage of GDP 
has remained around 2%. In fact, the share of GDP and national budget for education has 
shown a decline in recent years - being reduced to 1.82 percent of GDP and under 10.7 
percent of national budget in FY 2015-16 (MoF, 2015). The total national budget of 
Bangladesh for the fiscal year 2015-16 stood at BDT 2,951.00 billion equivalent to USD 
38.5 billion. Allocation in education stands at BDT 316.05 billion (USD 4.10 billion) or 
10.7% of the national budget. The ministry-wise allocations are: (i) BDT 171 billion for 
Ministry of Education, responsible for school education beyond grade 5 and higher 
education and (ii) BDT 145 billion for Ministry of Primary and Mass Education, responsible 
for education upto grade 5 and adult and non-formal education.

The allocation in education as part of the national budget is significantly low compared to the 
international benchmark of 15-20% of the national budget. In terms of GDP share, at 1.8%, it 
is again much less than the international benchmark of 4-6 percent as recommended in the 
Education 2030 Framework for Action (UNESCO, 2015). It is also the lowest in South Asia. 
One of the biggest challenges for country like Bangladesh is the overall public revenue share 
of the budgets, which is under 11% of the GDP, one of the lowest in the world and lower than 
other neighbouring countries. 

II. Objective and Methodology
This study has been conducted as part of a Asia-Pacific Regional review to look at capacity 
development needs in education finance planning and management, relating to adequacy, 
equity and efficiency of school financing. The purpose is to highlight steps that are 
considered necessary to strengthen resource and budget planning, management, 
implementation, and monitoring at school level.

The study utilized both primary and secondary sources of information. The primary sources of 
information were interviews with selected stakeholders representing government officials 
concerned with education and finance at different levels, head teachers/teachers of four public 
sector schools in rural and urban areas, SMC members, and parents. The secondary sources 
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consisted of national and sub-national level (district and sub-district) government documents 
and records, publications, notifications, rules and regulations, budget books, budget-related 
laws and guidelines and other related documents including research and evaluation reports. A 
literature review of related documents and publications was undertaken as part of the study.

III. Governance of the school system
Public sector formal school system, which is the largest public service activity in the country, 
consists of 13 academic years, from Primary (including pre-primary level) to Higher 
Secondary. Majority of the children in rural areas and from the low income urban families 
attend public schools which require no tuition charges at primary level and modest fees at the 
secondary level. The public system is perceived to be of poor quality due to deficiencies in 
physical facilities, shortage or absence of teachers, and non-availability of suitable teaching-
learning materials. 

Primary level education in Bangladesh is provided under two major institutional arrangements 
(streams), viz., general and madrasa, while secondary education has three major streams: 
general, technical-vocational and madrasa. Within the streams, the schooling system consists 
of 13 types of providers in primary education under the overall authority of the Directorate of 
Primary Education. At the secondary level the Directorate of Secondary and Higher Education 
exercises regulatory authority over secondary schools, 98% of which are private institutions 
supported by public subsidies (World Bank, 2013). There are 10 examination boards at the 
secondary level which conducts public examinations for the secondary stage (after grade 10) 
and for higher secondary (after grade 12). In respect of financing, demand side financing 
initiatives and public-private partnership have been practiced, as explained later.

The education system in Bangladesh is governed by two ministries, the Ministry of 
Education (MoE) and the Ministry of Primary and Mass Education (MoPME), through 
various departments, directorates and agencies. The Ministries are responsible for policy 
formulation, overall planning, monitoring, evaluation and execution of development plans 
and programs. 

Primary education which is at present up to grade 5 but is planned to be extended to grade 8 in 
the near future (tentatively by 2018). The Directorate of Primary Education and its network 
of offices and personnel at district and sub-district (upazila) level plan and supervise the 
implementation of public sector primary education. Secondary schools, as noted, are mostly 
non-government and run by local school managing committee, with subvention by 
government for teachers’ salary.

IV. Budget governance in the public sector 
The budget preparation and allocation in the public sector is highly centralized, with the 
central level officials playing a major role (Oulai & Costa, 2009). Generally the country 
employs a traditional or incremental budget approach. The ministry of finance is responsible 
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for the national budget proposal. Concerning the education sector, two ministries, i.e. MoE 
and MoPME, are responsible for the education budget. At the national level, overall 
responsibility for the preparation of the development budget lies with planning commission 
based on inputs from the line ministries, while national economic council chaired by the 
Prime Minister makes the final decisions. The ministry of finance is responsible for 
oversight of non-development/revenue budget. The estimates for the non-development 
budget comprise estimates for ordinary obligated charges and estimates for new charges -- 
the former is based on the previous year’s actual expenditure to which additions or cuts are 
made on each budget line. On the other hand, the development budgets are elaborated on the 
basis of projects that have been approved by the Planning Commission, and for which 
funding has been secured. No specific indicators are used to monitor the implementation of 
the budget except indicators for the follow up of specific projects.

With regard to the procedure of education budget, the Ministry of Finance first seeks budget 
estimates on the prescribed format from MoE and MoPME through a circular. Each Ministry 
disseminates the budget forms among its concerned directorates, departments and offices, 
and lower level offices and institutions. The filled out forms are sent back through official 
channels to the Chief Financial Officer of the Ministries, after verification and consolidation 
at each administrative level. All estimates are consolidated in order to finalize the respective 
Ministry’s budget. 

The Ministry budget is then forwarded to Ministry of Finance following approval by 
ministerial budget committee. Follow-up negotiations take place between two ministries, 
leading to the approval and inclusion of the education development budget. The chief 
Planning Officer of the MoE and MoPME are responsible for the Ministry’s development 
budget, which is based on the five year plan, while responsibility for coordination lies with 
National Planning Commission. Sources and amounts of projected financing, which remain 
tentative while the five-year plan is prepared, have to be specified and carefully analyzed 
when the project is included in the Annual Development Programme (ADP). The approved 
budget proposal is included within the national budget, which is then presented to 
parliament. 

The budget put before parliament contains only aggregated figures. It is up to each ministry to 
make the detailed final allotment to directorates or departments, regions and provinces after 
the budget’s approval. This allows adjustments to be made while the budget is implemented, 
but presents the risk of misallocating public resources without parliament’s approval.

V. Budget management in primary and secondary education
Budget implementation is monitored separately for development and non-development 
budget by a number of organizations and agencies. For non-development budget, the 
financial management units (FMU) within each of the two ministries of education collect 
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and prepare monthly reports which are sent to the Principal Accounts Officer (the Secretary 
of Education is also the Principal Account Officer) with copy to the Ministry of Finance and 
all other concerned authorities. For the projects included in the development budget, an 
internal and an external monitoring mechanism are in place. Internal monitoring is 
conducted by the head of the agency carrying out the project for the given Ministry, while the 
Monitoring and Evaluation Division of the Ministry of Finance is responsible for external 
monitoring. Since there is a large volume of education projects with multitude of executing 
agencies, it is difficult to monitor and evaluate each project thoroughly. However, to 
maintain transparency and accountability, under Article 87 of the Constitution of 
Bangladesh, a statement of the estimated receipts and expenditure of the government for 
each financial year has to be laid before Parliament. 

Implementation of primary school budget
At the operational level there are two different modalities of budget implementation. 

 In case of primary education, the development aspect is addressed through PEDP. PEDP is 
the central instrument through which primary education policy is being implemented. The 
DPs along with the GoB pool their finances to support the implementation of PEDP. The 
financing is based on a sector-wide planning (SWAP) approach.

GoB has assigned priority to quality improvement in education. To that end, it intends to 
strengthen decentralized decision-making. However, progress has been rather slow as 
evident from its current financing and decision-making process. The government has 
undertaken a decentralized financing initiative in the form of SLIP (School Level 
Improvement Plan) and UPEP (Upazila Primary Education Plan). Further details about this 
are given below.

While the system is administratively centralized, it has a number of specialized agencies 
which makes the system functionally decentralized to a certain degree. In addition to DPE, 
which is responsible to administer the government run primary education system; there are a 
number of specialized agencies which support and complement DPE’s activities. These are - 
NAPE, IER-DU, NCTB, LGED and DPHE. LGED and DPHE are responsible for 
infrastructure development. To administer infrastructure development a PSO (Program 
Support Office) has been established under the leadership of an additional Secretary in the 
Ministry. In order to facilitate decentralization DPE and its field offices are treated as 
Procuring entity for PSO. NAPE, IER and NCTB provide technical support in improving the 
quality and management of primary education management.

For PEDP 3, more than 70% of DPs budget is triggered by progress in outputs in nine 
selected areas based on disbursement related indicators (DRI), created for this purpose. Fund 
disbursement decisions are made in Joint Consultative meetings of government and 
development partners (donors).
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In order to strengthen financial management of PEDP-3, a Procurement and Financial 
Management (PFM) Action plan has been sketched out. PFM includes timely distribution of 
budget to DDOs (Drawing and Disbursement Officers), a review of the distribution and 
ceiling of advances to cost centers and request for adjustments, and monthly monitoring 
through system generated compliance reporting system. 

There are two aspects to school-level financing. First, there is the existing centralized 
structure that defines the financial arrangement at school level. Second, there is a project-
based attempt at decentralization of financing in the form of UPEP and SLIP, as noted below. 

- Salary is sent directly to Account Officers’ Account and then to teacher’s personal bank 
account – an improvement over payment by checks through the upazila office each month.

- Stipend or cash transfer is provided to rural schools (at the secondary level, for girls) and 
to the poor students (at the primary level). 

- There is no tuition charge at primary; however, schools charge exam fee and sometimes 
admission in class one and other charges for co-curricular activities and special tutoring 
prior to public examinations. This is contrary to the principles of free primary education. 
Interview with teachers revealed that the government finances are not sufficient for the 
operational maintenance of school. Recognizing the problem, the education authorities 
have permitted schools to create a social mobilization fund. Collection and utilization of 
this fund is monitored and controlled by the upazila office.

- Usually the local government authority does not provide any financial help though 
community and local government participation is encouraged by government. In some 
areas Union Council or Pourasova (local village or municipal bodies) provide support 
for installing toilet, boundary wall or repairing of facilities. 

- For special needs children, the Social Welfare Department provides limited support. 
The UEO get BDT 50,000 annually for this purpose form the department to provide 
wheel chair, eye-glasses, or other materials. 

- Schools spend the funds based on the decision of SMC. The SMC may form a separate 
committee for each fund. The committee executes the fund and maintains voucher and 
records. 

- SMC can spent up to BDT 150,000 for infrastructure repair etc.; above that amount 
Upzaila LGED office implement the project and manage the fund. 

- For small scale repair in school BDT 20,000-30,000 is allocated, whereas for large scale 
repair BDT 100,000-150,000 is allocated. Repair cost is not provided regularly every 
year, rather once in 3-4 years depending on available amount in total budget. 

- For SLIP fund (see below), school is encouraged to complement it with contribution 
from the community. Therefore the budget for SLIP fund includes local collection and a 
plan for SLIP implementation.

SLIP and UPEP -- school and local level financial tasks
The SLIP (School Level Improvement Plan)initiative is intended to give schools some 
authority and responsibility to meet their needs related to learning outcomes and primary 
completion by providing modest funds directly to school(ICHD, 2013).
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PEDP-II envisaged decentralization as its implementation strategy for improving quality 
and equity in primary education. The aim is to encourage active involvement of the 
stakeholders at the grassroots level in planning, implementing and monitoring the 
educational activities for children. A bottom up planning process was expected to be 
promoted through SLIP as well as Upazila Primary Education Plan (UPEP).

The expectation was to establish a system of preparing Annual Operational Plan (AOP) for 
primary education based on the consolidation of UPEPs reflecting the needs identified 
through SLIPs and upazila situation analysis. In 2012-2013 financial year, 31,807 schools 
were provided SLIP grants (total Taka 95.5 crores or USD 12 million) at the rate of Taka 
30,000 (USD 400) in each school covering 53 districts and 280 upazilas (out of about 500 
upazilas in the country). 

Fifty upazilas were also provided training and a modest UPEP preparation support (Total 
Taka 5 lac or USD 6000) at the rate of Taka 10,000 (USD 120) in each upazila in 26 districts. 
Monitoring of SLIP is done mainly by the Upazila Education Offices, School Social Audit 
Committees formed for this purpose, and District Education Offices. 

Evaluation of SLIP indicated that SLIP grants enabled schools to plan and implement limited 
improvements in their physical environment and towards creating a welcoming learning 
environment for children. However, the evaluation also found that the SLIP initiative had 
made very limited progress in supporting a fuller decentralisation of education management 
functions, including those which impact directly on teaching and learning (Mannan, 2012). 

UPEP preparation training received by upazila officers was provided by DPE master 
trainers, who largely found it difficult to grasp the issues of UPEP preparation. Master 
trainers mostly depended on the UPEP guidelines as the concepts and methods were 
somewhat new and they themselves received inadequate training. An analysis of a number of 
selected UPEPs (submitted to DPE SLIP-UPEP Cell) indicates a disappointing picture. 
Upazilas generally provided general information about the upazilas along with the results of 
situation analysis (ICHD, 2013) 

Result of school review of PSQL and KPIs, and aggregated SLIP data of the SLIP schools, 
which were expected to be incorporated into Upazila planning under UPEP, were generally 
lacking. A rolling plan approach anticipated in UPEP did not materialize. Few upazilas seem 
to have a good understanding of plan preparation and budget making. All this suggests the 
need to undertake effective training programs for all upazila level officers, who eventually 
would develop UPEP in consultation with other members of the UPEP Committee. This has 
to be preceded by the formation of strong trainer and technical support teams who could 
work with the upazila (Mannan, 2012).
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In summing up SLIP and UPEP experience, it can be said that SLIP received somewhat more 
support from the central level including allocation of funds and made some impact at the 
school level. SLIP also appears to have responded to a need felt by stakeholders at school and 
community level. The same cannot be said for UPEP in terms of commitment to it and 
understanding of its relevance at national and upazila level. The inter-connection between 
SLIP and UPEP also have not been appreciated or highlighted adequately. It can be argued 
that UPEP and SLIP both would have to play their respective as well as mutually 
complementary roles if the aim to decentralize school management including management 
of resources and budgets is to be pursued seriously. 

Budget Implementation in secondary school
There are at present a small number, 317 in 2014, fully government managed secondary 
schools, and there are about 15,500 community-established secondary schools receiving 
government subvention through MPO. There are also about 200 government and 2,800 non-
government colleges which offer higher secondary education. In addition there is also a 
madrasah stream (around 7,300 institutions) and a small number of private proprietary 
schools in the English medium, mostly preparing for overseas secondary and higher 
secondary certification. The financing arrangement and issues are, therefore, somewhat 
different in secondary education from those for primary education. 

Out of a secondary education age group of 16.8 million (Population Census 2011), 7.5 
million or 44.3% are in school. The 9+ million who are not in school include both those who 
have discontinued after primary education and those who never enrolled in school.

Costs of secondary education is a rising concern for parents. Monthly school fee constitutes 
only a small proportion of total costs of secondary education (excluding English medium 
private schools). Three major cost categories are i) admission, session and 
yearly/development fee, ii) tuition fee, and iii) extra-curricular activities fee. A PPRC Study 
showed that as against an average monthly tuition fee of Taka 117 for the 45 surveyed 
schools, average annual burden of other fees for a secondary student was Taka 2,923 
(Rahman, 2014).

However, this average figure obscures significant variation amongst schools by location and 
school type. Dhaka city-based schools have the highest annual average fee at Taka 6,346 
while the burden for other urban schools is nearly a third at Taka 1,990. Rural schools have 
the smallest total fee at Taka 1,346. In terms of school types, government schools have the 
smallest average fee charges at Taka 1,840. Registered non-government schools, the most 
prevalent type, have by comparison a higher fee burden at Taka 3,832. 

The demand of education has seen a steady rise over time. The matching of demand and 
supply, however, has been difficult. Unlike primary education, secondary education is 
largely community managed, with substantial financial support from the government. There 
is, however, an important regulatory engagement of the government in the way of managing 

Bangladesh Education Journal 15

government subventions for teacher salaries (a system administratively referred to as MPO 
or monthly payment order) (Rahman, 2014). 

In the absence of SWAPas in the primary education sub-sector, the development intervention 
by the government at the secondary level is project-based supported by the DPs. Each of such 
projects is usually run by a separate inter-ministerial steering committee, with a project 
specific PIU under MOU. The key functions of PIU relating to financing include work plans 
and budgets, coordination and scheduling of activities, contracting of technical assistance 
and services. 

After achieving gender parity in enrollment the government has now shifted its emphasis on 
quality along with ensuring substantial increase in the number of female teachers. Gender 
parity in enrollment, increase of female teacher ratio, and quality improvement objectives 
have been supported by three projects: i) Female Secondary Stipend Project; ii) Teaching 
Quality Improvement project; and iii) Secondary Education School Investment Project 
(SESIP). 

The stipend for rural girls is widely regarded to have made a contribution to elimination of 
gender gap in access to secondary education (Box 1)

Box 1. FSSAP (Female Secondary Stipend Assistance Project)

The spread of girls’ education has seen a quantum jump in the last two decades and now 
gender gap has been eliminated in primary and secondary enrolment. A major contributory 
factor has been a stipend and tuition waiver for rural girls in high schools introduced in the 
early 1990s. However, overall enrollment for both boys and girls sill remain low with half 
of the age group still not in school.

The Female Secondary School Assistance Project (FSSAP) was jointly initiated by the 
World Bank and the Government of Bangladesh (GoB) in 1993. The primary component of 
FSSAP was the Stipend and Tuition waiver program that ensured provision of monthly 
stipends to girl students from Grade 6 to Grade 10, that is, students 11 to 15 years old. 

The condition of eligibility for a stipend is:

• Attend school for at least 75 percent of the school year. 

• Obtain at least 45 percent marks on average in final examinations. 

• Remain unmarried through completion of SSC. 

The tuition fees, as a part of the stipend, are directly paid to the school where the student is 
enrolled.
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The spread of secondary education remains to be community-driven. Having stated that, the 
government intervenes in two areas which has critical significance for the way secondary 
education is run. These include, the assumption of an expanding regulatory jurisdiction and 
financial control because of subventions for teacher salary through MPO.

Due to this extensive financial and regulatory regime of the government over secondary 
education the school management is witnessing their administrative autonomy being 
curtailed (Rahman, 2014).

VI. School Budget allocation mechanisms
The public sector primary school, operating under centralized management, does not 
prepare a comprehensive annual financial plan or budget. It may prepare an estimate of 
itemized expenditures for certain items for which the school may receive funds from the 
education authorities. There are some specific allocations from government for each school 
except for staff salary, which is centrally managed. School allocations are sanctioned 
through Upazila Education Office (UEO) and financial activities are managed through 
School Management Committee (SMC). 

School profile
Two primary schools and two secondary schools, one each in rural area, were selected for 
collecting school level information through interviews. 

To collect the desired information, a questionnaire was prepared that included items for a 
school profile -- locality, enrolments, teachers and their qualifications, budget formulation 
process, items and amount/funds at school level budget, composition of School 
Management Committee (SMC), mechanism for using available financial resources, 
estimation of household expenditure per students, etc. 

The four schools visited included two government primary schools and two high school 
which were supported by MPO. The schools are comparatively large in size in numbers of 
teachers and students and were of average standard in quality and public exam results. All the 
schools were established before 1975 and have SMCs. SMCs were engaged in routine 
management decisions for the school. The MPO supported schools were reluctant to reveal 
the amounts of subvention received from the government. The financial resources and per 
student public expenditure could be estimated on the basis of salary scale and standard MPO 
payments to schools. Detailed budget with budget sub-heads was provided by only by one of 
the four schools. There appears to be a transparency problem about sharing information 
which is not conducive to school budget efficiency and accountability.

 School financial resources
In primary school, the government provide teachers’ salary, contingency cost for buying 
chalk, duster and other educational materials for conducting classroom activities, SLIP 
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grants for sundry expenses to improve school learning, PPE material cost for a pre-primary 
class (until a new public service salary revision to be introduced in January 2016, which is 
expected to raise teachers’ salary substantially) and facilities maintenance and repair support 
paid irregularly.

According to Upazila Education Officer (UEO), an amount of BDT 150 per month per 
teacher is supposed to be allocated, which amounts to BDT 1800 per teacher, but apparently 
a limit is imposed at BDT 4,200 yearly for a school. 

The basic salary amount for Head Teacher of primary school is BDT 6,400 and 5,900 for 
trained and non-trained respectively. The amount is BDT 5,200 and 4,900 for trained and 
non-trained Assistant Teacher respectively. The total amount including allowances ranges 
from BDT 9,350 to 13,000 per teacher. Salary of all the employees, including teachers, is 
directly released by the District/sub-district Accounts Officer to the personal bank account of 
each employee. 

Small contributions are collected locally from community members or from students’ 
parents at the primary level. Government encourages local level participation in school 
financing, especially in the case of SLIP grant, which is expected to be augmented by 
community participation. SLIP plan includes any local contribution in planning for the year. 
In addition, schools collect a small amount as exam fee (BDT 5, 10, 15 & 20 per student in 
class I-II, III, IV & V respectively) during each terminal exam (3 exams in a year), and an 
admission fee in class one (usually BDT 20-30). Sometimes small contributions are 
collected from parents for paying extra staff and other costs not provided by government, 
e.g., salary of Ayah (one who looks after young preschool children), guards, and any 
emergency repair cost. 

In case of non-government MPO registered secondary school (most of the schools at the 
secondary level), government provides part of the staff salary and some school 
maintenance/repair cost. Total average salary for Head Teacher, Assistant Head Teacher and 
Assistant Teacher is BDT 15,050, 12,220 and 8,435 respectively. 

Secondary schools collect money from students for conducting regular academic activities. 
Students also pay admission fee, tuition fee, development fee, co-curricular activities fee and 
exam fee in school. The amount varies from school to school. The costs charged per student 
at the two schools visited are as follows:

- Tuition fee- BDT 200 – 500 per month, 

- Admission fee 300 – 1000 annually, 

- Development fee 500 – 2000 annually, 

- Exam fee – 50 to 200 per term,

- Co-curricular activities fee 50 – 500 annually.
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Apart from government subvention for teachers (through MPO) and periodic repair-
maintenance support, the above items are the principal sources of finance for secondary 
schools. In addition to amounts collected by schools, a substantial amount is spent by 
families for private tutoring of their children which has become very common in both urban 
and rural areas and at both primary and secondary levels. Often this amount surpasses 
amounts paid directly to school and adds significantly to the financial burden of poor 
families. 

Budget allocation mechanisms at school level
As noted, the government assumes a more direct responsibility for providing education 
services at the primary level which is compulsory up to grade five. At the secondary level, in 
principle, communities are largely the providers of services with government financial 
support through teacher salary subvention and other limited support. This basic difference in 
public responsibility for education is reflected in school finance management at these two 
stages of education.

At the primary stage, salaries of government employees, including teachers, are directly paid 
to the employee. Other limited amounts of funds available with the school are utilized 
through the school management committee (SMC). 

The SMC has general responsibility for school level management. According to the circular 
from the Directorate of Primary Education, a school should have a management committee 
of 11 members representing the parents, teachers, a community leader concerned about 
education and the donor of land for the school. This committee is expected to manage the 
school’s financial and academic activities. The committee is expected to ensure that funds 
that are provided by the government and any other fund that may be raised at the local level 
are properly used. The school’s Head teacher, with assistance from other teachers, as 
necessary, spends the fund, keeps records and keeps the committee informed. The Head 
teacher generally has the task of keeping records, preparing statement, securing approval of 
the managing committee and sending report to Upazila Education Office (UEO) for the 
relatively small amounts over which the school has control. 

At the secondary level non-government institutions, which are the large majority, the school 
managing committee, similar in composition to that for primary school, has greater authority 
for mobilizing resources and planning and managing school resources. 

The salary subvention is paid directly to the teachers enlisted with the government through 
the ‘monthly pay order” (MPO). In principle, the school can top up the salary support given 
by the government, though this is not the general situation. The larger schools usually have 
more teachers than teachers included in the MPO list and the school has to bear the cost for 
them from its own resources.
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Unlike primary school, the secondary school charges a modest tuition and other fees from 
students which form the bulk of its own resources. Schools with strong leadership support in 
the managing committee and the community do raise additional resources mainly in the form 
of contribution and occasionally by using school properties such as land and building for 
profit-earning activities for the school. 

The secondary school has a more comprehensive financial plan and budget than a primary 
school covering all aspects of financial management of the school. Arguably, at the 
secondary level, a school’s performance and quality of its services is much more dependent 
on financial management at the school level than at the primary level.

VII. Adequacy, efficiency and equity

Adequacy
There is clearly a serious adequacy problem at both primary and secondary levels. There is 
shortage of teachers, learning materials and other facilities needed for school. The money 
allocated for buying teaching-learning materials, repair and maintenance and other regular 
activities is not sufficient. Most of the time schools suffer from lack of fund for regular 
operation of the school. Teachers are ill paid, but sometimes teachers spend from their own 
pocket for stationaries and essential items. 

The funds available at the disposal of schools are not adequate compared to needs for quality 
education. A trend can be observed of parents who can afford it shifting their children from 
the public sector schools to private schools. They do so even though they have to pay 
substantially higher tuition fee, other charges along with increased household expenditure 
for meeting students’ needs in a private school (expensive uniform, shoes, school bag, 
notebooks, text-books, stationary, etc.). There is also the ubiquitous private tutoring costs.

Efficiency
The issue of efficiency is not entirely a relevant concern at the school level when schools 
have very limited resources under their control, and there is not much opportunity to exercise 
planning, judgment and decision-making. On the other hand, it may be argued that 
earmarked funds from central level are used according to set criteria which allow a greater 
degree of efficiency, than when discretion is exercised at the school level. In utilizing the 
modest resources in the primary school, decisions are taken based on consultation within the 
SMC and with UEO to determine how the funds would be best used. Furthermore, 
accountability regarding management and monitoring is practiced by sharing of financial 
statements with SMC members, PTA and UEO. 

Efficient management of resources in schools is a more critical issue at the secondary level 
where schools collect fees and have the authority to use various resource mobilization means. 
However, the government part of the resources in the form of teacher salary subvention and 
small periodic earmarked grants do not leave much discretion to school in these items.
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There is a larger efficiency issue of how total public resources are used effectively to achieve 
the goal of education with quality and equity. It has been argued with some evidence from 
experience that greater responsibility, authority and control of resources at school level with 
appropriate accountability processes are necessary for enhancing overall efficiency of 
education financing.

Equity
Variation in resources available per school and per student among types of schools and 
within the same type of school indicates that equity criteria are not applied systematically in 
resource planning and budget allocations. Stipends are offered at primary level for both boys 
and girls, and at secondary level for girls only, the aim of which is to promote equity in 
educational programmes. While the aim is to serve the poorer population at the primary level 
and rural girls at the secondary level, these are not always targeted to identify and serve the 
most disadvantaged. Moreover, urban disadvantaged girls were not served by stipends, 
though a policy shift in this respect is under consideration. In case of disabled children, 
schools communicate with Disabled Welfare Foundation and try to facilitate necessary 
support. However, there is no allocation in school budget for special needs children.

A school with greater authority to manage resources along with availability of greater 
resources at that level can be argued to be in a better position to respond to equity concerns. 
The school managing committee and teachers are in a good position to identify the students 
in the school community who are especially disadvantaged and in need of support as well as 
the type and nature of needs. A more tailored and responsive approach could be followed by 
the school and its teachers to respond to those needs of students. This can happen, however, 
only with overall policy support for such measures and availability of resources for this 
purpose in financial planning and budgets at the macro level. 

VIII. Conclusions and recommendations on strengthening school finance 

Conclusions
Considering progress of Bangladesh in achieving the second MDG on primary education 
and challenges the country still faced in basic education in the context of Education 
2030/SDG4, the following points may be highlighted. These have been emphasized by civil 
society dialogues in Bangladesh as key considerations for the post 2015 development 
agenda (MoPME, 2015). These suggestions are consistent with problems and issues noted 
above in the analysis of resources for education, policy and environment for resource 
mobilization and use in primary and secondary education, and improving budget planning 
and management in schools.

1. A rights-based approach to educational development up to a certain level (for now, from 
pre-primary to grade 8) requires that specific standards for each level are protected by 
law. Setting of standards has to include schools and teachers.
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2. Early childhood care, education and development has to find a prominent place in the 
post-2015 agenda because of their proven strong influence on later learning, juvenile 
behaviour and adult life. It is important for education, health and nutrition agencies to 
work together to meet the developmental needs during the first thousand days after birth 
and up to the stage of transition into primary school.

3. Development of effective post-compulsory primary and basic education needs to be 
based on set milestones for progress with incorporation of pedagogy focusing on skills 
and competency in the existing education programmes and expansion of such education 
linking it with the world of work.

4. The “shadow education system” of private tutoring contributing to inequality cannot be 
ignored. How the positive dimensions of it can be incorporated into the school 
programme itself rather than undertaken as private business has to be considered.

5. Decentralization of educational administration cannot happen without proper Upazila 
level planning and implementation of universal quality primary education, maintaining 
set standards for pupils, teachers and the schools, and involvement of communities and 
civil society organizations.

6. Adequate resources matching the education priorities imply that the public education 
budget has to be raised to 20% of total national budget and eventually to 6% of GDP 
(MoPME, 2015).

An overall concern regarding resources for education and school budgets is how to move 
away from a low-cost and low-yield system of education that prevails now. As can be seen 
from the discussion above, Bangladesh has a low cost education system, even compared to 
other least developed countries. This is reflected in one of the lowest ratios of GNP (around 
two per cent in recent years) among developing countries devoted to education in 
Bangladesh. Total per student primary education public expenditure is around 50 dollars. 
This results in low educational quality in terms of learning outcomes, the pedagogic process 
and essential inputs.

Relevant to these points are Household Expenditure Survey and Education Watch data 
which indicate that per capita household expenditures are at least of the same order as per 
student government recurring expenditure in primary education. The amount of household 
expenditures in different sub-sectors of education has policy implications regarding 
mobilization and effective use of resources as well as equity. One issue is the potential of 
combining public and other resources to promote equity in education; and promoting public-
private partnerships on policy and programme development and in improving quality in 
educational services.

Quality improvement, desperately needed at all levels of education, will require additional 
resources. It is in this context that civil society bodies and professional circles raised the 
demand to increase the share of GDP for education allocated in the government budget to 6 
per cent in the medium term, with commensurate increase in the education share of the 
government budget.
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IX. Recommendations
The following recommendations are drawn from the discussion and conclusions presented 
above.

A major increase in public expenditure for education: The question of public resources for 
education cannot be emphasized enough. The low GDP share for education in Bangladesh, 
including the low allocation for primary, pre-primary and secondary education is 
inconsistent with the goal of education with quality and equity. Substantially greater public 
resources should be committed within the framework of the national five-year development 
plan and the new education policy in order to ensure a minimum level of quality standards 
and application of equity principles in educational services. Equally important is the 
effective use of scarce resources. Cases in point are Upazila-based capitation formula for 
budgetary allocation to ensure public allocations with greater fairness based on the number 
of children in upazila, and planning and optimal use of resources including stipend 
expenditure at the school level. More resources are needed at the school level along with 
greater discretion with accountability in their use. 

Greater authority with accountability at school level: Along with area-based coordination 
and planning, it is necessary to move with a greater sense of urgency and seriousness towards 
greater authority and responsibility at the institutional level for organizing teaching-
learning, managing personnel, giving due attention to underperforming children and their 
specific difficulties, and using financial resources better with transparency and 
accountability to parents and community. SLIP has indicated the possibilities of school level 
action, so far on a limited scale. These possibilities need to be broadened in scope and 
promoted by earmarking larger resources and appropriate policy support.

Area-based planning of compulsory education: There is a notional catchment area for the 
government primary school, but children are not required to be enrolled in the 
neighbourhood school, nor are schools, it appears, required to enroll all children from the 
neighbourhood seeking admission. There is no rigorous or systematic planning for 
geographical distribution of schools and making provisions for schooling of all children for a 
geographical unit. UPEP could be considered a step in that direction, but as seen above, it has 
not been pursued systematically with appropriate planning. Diversity of primary education 
delivery modes and gaps in standards and quality among them make it especially important 
to follow a systematic and decentralised area-based planning and management of primary 
education (Sabur and Ahmed, 2011). 

Development and trial of upazila-based universal primary and pre-primary education 
planning and management: A systematic trial can be designed involving local government 
and all service providers in selected upazilas as a key feature of the national education 
development strategy in order to rationalize provisions for quality basic education for all 
children with greater authority and accountability of schools and local authorities. This issue 
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has assumed greater urgency with the Education Policy recommendation and the government 
plan to extend primary education up to grade eight from grade five at present. School and 
community-based actions to support the poor, the silently excluded and clarifying perceptions 
about the role of non-government and community organization in education can be a part of 
the development and trial that eventually can be replicated widely. UPEP, supported by SLIP, 
indicate possibilities which must be tried out and further developed through effective piloting 
followed by wider replication. Effective universal primary education for all children and 
through all kinds of primary education institutions calls for such an approach. 

Responding to poverty of families: The relationship found between non-participation in 
education and socio-economic variables including food security status, household income and 
parents’ education raises questions about the relative importance of demand and supply side 
constraints. Stipends to poor students at primary and secondary levels remain a government 
strategy to promote equity in education opportunities. The supply side constraints perceived 
by parents and teachers suggest that funds spent for stipends could be better used in providing 
essential quality-enhancing inputs including school meal, and measures to improve quality in 
pre-primary education, if hard choices have to be made regarding optimal use of scarce 
resources. SLIP experience and; lessons indicate possibilities of quality enhancement at 
school level with the availability of larger resources. This question needs to be examined 
rigorously including possibility of options for schools and local communities to experiment 
with alternatives, especially because of the major budgetary implications of choices made.

An Expanded SLIP tryout to deepen and broaden school level authority with 
accountability: As a part of Upazila trial of coordinated and comprehensive planning and 
management of UPE and PPE, a trial of an expanded SLIP with greater financial, personnel, 
and academic responsibility can be carried out in selected schools in different regions of the 
country. The option of trying out alternative use of stipend resources can be a task of the trial. 
The tryout can address key concerns, such as, collaborative planning with NGOs and other 
actors to bring all children in the school neighbourhood into quality PPE services, and 
overcoming various obstacles to access and participation of all children in school (including 
issues of silent exclusion, extreme poverty, late enrolment, large class sizes etc. as identified 
to be special concerns in the particular school or locality). Academic and research 
institutions and NGOs active in the field and possessing appropriate capacity can be 
involved in the trial of expanded SLIP. 

Systematic capacity-building at school, sub-district, district and central levels for finance 
and budget planning, management and accountability. The policy objective of better 
utilization of resources and budget performance at school level where the beneficiaries are 
served can be fulfilled when the concerned actors at various levels have the skills, 
knowledge and understanding to carry out the necessary tasks efficiently and effectively.
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Abstract 
Bangladesh incorporated entrepreneurship education into the TVET curricula more than 
two decades ago. This study examines how entrepreneurship education is currently being 
addressed. The data were collected through studying the TVET curricula and surveying 
principal stakeholders’ opinion. Quantitative and qualitative methods of data analysis were 
used. The study finds that entrepreneurship education is integrated as a 2-credit mandatory 
course into all TVET curricula at Diploma and Certificate level programmes, with an 
exception of HSC (Business Management) where it is a 4-credit mandatory course. It is 
delivered only in theory classes and mostly the lecture method is used. Ninety percent of the 
teachers have teaching experience of more than 5 years, but they have no entrepreneurial 
experience. Enterprises/industries are not involved with institutions in teaching, promoting 
and developing entrepreneurship education in TVET. According to teachers’ opinion they 
need training for effective delivery of the course. The opinions of the respondents (both 
teachers and students) were mixed when asked if students acquired the basic competencies 
required to start-up a business through this course. Almost all respondents agreed that 
teachers’ entrepreneurial experienceandself-efficacy have an important effect in teaching-
learning in the entrepreneurship course. The study also identifies some other problems for 
effective implementation of the course and some limitations that hinder TVET graduates 
from starting up their own businesses. The paper is concluded with some recommendations.

Key words: Entrepreneurship Education, TVET, SME Development.

I. Introduction
Bangladesh is one of the countries in South Asia where the growth in labour force outpaced 
the growth in employment during the last decade (World Bank 2012, as cited in Khatun, 
2014). Unemployment rate remained remarkably low in Bangladesh only 4.5 percent in 
2010 by the definition commonly used (BBS Labour Force Survey 2010). The 
unemployment rate for 2010, however, was as high as 24.0 percent if underemployment was 
included in calculating the unemployment rate (ibid.). TVET empowers graduates and 
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Parliament and the Council-2006 on “Key Competences for Lifelong Learning” identified 
the “Sense of Initiative and Entrepreneurship” as one of eight key competencies to be instilled 
at all stages of education and training (EU, 2009, p. 11, Otten & Ohana, 2009).

It is more than two decades since entrepreneurship education has been introduced in TVET 
curricula in Bangladesh (Azim, 2011, p. 212, BTEB, 2014). The current Bangladesh 
National Skills Development Policy (NSDP, 2011) emphasizes TVET graduates’ individual 
employability in wage and self-employment. Therefore, the integration of the 
entrepreneurship education course into the diploma level (upper secondary) and secondary 
education level (vocational stream) curricula of formal TVET in Bangladesh is expected to 
accelerate SME development, create job-opportunity and, hence, contribute to the country’s 
economic development. However, as this paper argues, this measure (the integration of the 
entrepreneurship course into TVET) is not enough. Due attention needs to be given to other 
factors that contribute to quality entrepreneurship education, such as appropriate teaching 
methods, inclusion of the practical elements of entrepreneurship, fully competent teachers, 
linkage of entrepreneurship to specific training subjects or occupation/professions, and 
sufficient involvement of business people.

A study in Europe finds that “the major challenges for entrepreneurship programmes in 
technical and vocational education are mostly connected with teaching methods” (EU, 2009, 
p.18). Although lectures are used as the most basic teaching tool, there should be a wider 
range of techniques to supplement it (ibid.). Other common teaching methods which can be 
used to deliver the entrepreneurship course are: demonstration, group discussion, business 
simulation, mini-project based methods, analysis of life histories of successful entrepreneurs, 
etc. (Arifin & Gerke, 2014, Azim, 2011). However, no study has been made so far to examine 
how this course is being implemented and how it helps TVET graduates to become future 
entrepreneurs. The present study attempts to find the answers to these questions.

The findings of this study are expected to be useful for the concerned authorities; 
particularly, the quality assurance unit of Bangladesh Technical Education Board (BTEB) 
which monitors curriculum implementation and training delivery. It also should be of help to 
educators, teachers, and other stakeholders including students.

Scope and Importance of SMEs in Bangladesh
Micro, small and medium enterprises (SMEs) are the creators of employment and 
acknowledged generators of significant economic growth (SMEF, 2013, UNECE, 2003).In 
a recent study, 177 SME clusters have been identified across the country. The study also 
assessed the prospects and problems of SMEs with the aim to create a vibrant SME sector in 
Bangladesh (SMEF, 2013). Another study carried out by Asian Development Bank 
identified about 5 million micro enterprises and 70 thousand SMEs -- firms with fewer than 
100 employees in Bangladesh. Micro and SMEs make up 75 percent of the domestic 
economy. A recent survey concluded that the sector now contributes up to 25 percent to 

creates opportunities for employment. However, it is recognised that the country cannot 
solve the rising unemployment problem simply by providing the millions of young people 
with general education and/or technical and occupation-specific skills. A combination of 
general, technical/ occupation-specific and entrepreneurship competencies may be a major 
tool in reducing unemployment through opening opportunities for self-employment (Karim, 
2014, p.15, Tahir, 2008, UNESCO, 2001, p. 29, 39, CPSC, 1996).

Existing activities and programmes qualify as education for entrepreneurship if they include 
at least two of the following elements: a) Developing those personal attributes and generally 
applicable skills that form the basis of an entrepreneurial mindset and behaviour, described 
as horizontal skills; b) Raising students’ awareness of self-employment and 
entrepreneurship as possible career options; c) Work on practical enterprise projects and 
activities; for instance, students running mini-companies; and d) Providing specific business 
skills and knowledge of how to start and successfully run a company (EU, 2009, p. 10).

Entrepreneurship education is important since it increases the likelihood of self-employment 
(Herath, 2014, Badawi, 2013, Myamba, 2013, Maigida, 2013, Bakar, 2007, Charney & 
Libecap, 2000, Gorman et al., 1997, Robinson & Sexton, 1994, Donckels, 1991). Islam etal. 
(2011, p. 292) stated that there is a significant positive correlation between the successful 
entrepreneurs and their educational qualification. Entrepreneurs with business and technical 
education background are in a better position in terms of success rate than entrepreneurs who 
do not have any technical background and entrepreneurship education (Charney & Libecap, 
2000, Sinha, 1996). As TVET is by design intended to develop occupational competencies 
that can be used in specific occupation or job, TVET with Integrated Entrepreneurship 
Education (IEE) can significantly increase entrepreneurial intention (EI) to start-up a 
business (Zhang et al., 2014, p. 638). Thus IEE can reduce unemployment, and contribute to 
economic development significantly (Farstad, 2002, Shane & Venkataraman, 2000).

Entrepreneurship education is particularly effective in TVET, because, as students prepare to 
enter the world of work self-employment can be a valuable option for them. Considering the 
potential significant effect of entrepreneurship education, it is included in the TVET curricula 
in many countries in the world(EU, 2009, p. 7).For example, Kenya and Sri Lanka have 
achieved increased self-employment of TVET graduates through providing capacity building 
training on entrepreneurship. In Kenya over 40% of TVET graduates became self-employed 
and over 20% of those who entered wage-employment also started their own businesses, 
hence creating jobs for others (Simiyu, 2010). Some European countries reported that 90% to 
100% of TVET graduates participated in entrepreneurship programmes at some point during 
their technical and vocational education path.“The benefits of entrepreneurship education are 
not limited to boosting start-ups, innovative ventures and new jobs. Entrepreneurship is a 
competence for everyone, helping young people to be more creative and self-confident in 
whatever they undertake.” (EU, 2009, p. 11). The recommendation of the European 
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national gross domestic product (GDP). It noted that the government goal is to raise the share 
to over 40 per cent anticipating a middle-income country status for Bangladesh by 2021 (The 
Financial Express, 2012). This sector accounts for about 40 percent of manufacturing output, 
80 percent of industrial jobs and nearly 25 percent of the total labour force in Bangladesh 
(Afzal, 2011, Zaman & Islam, 2011, ADB, 2004). 

The SMEs are characteristically highly diverse and heterogeneous. Their traditional 
dominance is in a few industrial sub-sectors such as food/agri-business, agricultural tissue 
culture knitwear, textiles and ready-made garments; light-engineering and metal working; 
designer leather making and leather goods; and wood, cane and bamboo products (SMEF, 
2013, Ahmed, 2004).The other new emerging industries which have grown in importance in 
the SME sector in the recent years are IT/software, plastic and other synthetic products, 
electrical goods/machines, electronics, artificial jewellery, wooden and steel furniture, 
computer, television and radio assembling/repairs, personal wear products, soaps and 
detergents, health care and diagnostics products, and tourism and recreation parks (SMEF,  
2013). 

Educational services and private training providing institutions/enterprises can now be 
considered as a growth industry. SMEs occupy an important and strategic place in 
Bangladesh for the commonly perceived features that include: relatively high labor intensity, 
dependence on indigenous skills and technology, growth of industrial linkage, etc. In 
recognition of this, policies and strategies to assist entrepreneurs and to promote SMEs are 
being developed. Important initiatives include business support and human resources 
development (HRD) programs for entrepreneurs and for employees in SMEs (Azim, 2011, 
SEDF, 2015, SMEF, 2013).

Competence Requirements for Entrepreneurship
The mass industrial production has shifted to more flexible and adaptable production regime 
in response to constantly changing market demands. This structural change, the changing 
market access brought by globalization and market liberalization, rapid change in 
technology, and stiff competition have led particularly to continuous human resource 
development needs. This demands training, further training and lifelong learning. Therefore, 
considerable attention has been paid to the identification of competence requirements, both 
for initial and ongoing training of entrepreneurs and employees in SMEs. An entrepreneur 
needs training and assistance in the following areas related to SME development and 
operations:

• Exploring business opportunities, evaluating business ideas and protecting ideas 
and intellectual property;

• Marketing basics, market research, sales forecasting, and business promotions;

• Business finance, equity financing, long term and short term debt financing, and 
alternative sources of financing;

• Planning fundamentals, preparing a cash flow forecast, and preparing a business 
plan; and

• Basic knowledge of legal requirements, government regulations for getting started, 
taxes, becoming an employer, and basic start-up task.

An entrepreneur needs to possess, as noted above, diverse entrepreneurial-managerial 
competencies: positioning/adapting competencies, represented by a clear business vision; 
sales planning and promotion; interpersonal skills, leadership in setting the environment, 
communication, delegation, and mentoring; management and decision-making; cognitive 
ability and information processing; background knowledge of industry and business 
connections; financial capabilities, cash management and control; technical capabilities; 
entrepreneurship; and innovation (Barker, 1998, p. 6, CPSC, 1996, Mazzarol etal., 1999, 
Shapero & Sokol, 1982). Additionally, the ability to establish and maintain political, family 
and personal relationships is an asset for a successful entrepreneur.

Other Factors Influencing the Growth of Entrepreneurship
The success of a new business depends not only on entrepreneurial competencies, but also on 
several other crucial factors. Resources such as financial, technological and human; 
appropriate business climate including political stability of a country; and government 
regulations are considered as important influencing factors for the growth of 
entrepreneurship. While technological expertise is essential to the realization of ideas, 
human resources are the foundation of a successful and well-functioning enterprise. 
Entrepreneurs need to ensure adequate start-up funds from their own capital, family support 
or external financial supporters. Risk taking attitude is one of the pillars of the 
entrepreneurial spirit. These factors have to complement and supplement technical-
vocational training that generates skilled manpower essential for setting up and running 
enterprises (Azad & Shakhawat, 2015).

Common Learning Outcomes of entrepreneurship education
The overall goal of entrepreneurship education is to provide students with the attitudes, 
knowledge and skills to act in an entrepreneurial way. EACEA (2012, p. 21, citing Heinonen 
& Poikkijoki, 2006), describes the broad dimensions of entrepreneurship education by 
breaking it down into various categories as shown in Table 1. This framework for the wide 
range of specific learning outcomes is provisionally adopted by European countries (ibid.).
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Table 1: Dimensions of entrepreneurship education

I. Attitudes

Category 1. Self-awareness and self-confidence are the entrepreneurial attitudes which 
constitute the basis for all other aspects of entrepreneurship. They entail discovering and 
trusting in one's own abilities which then allow individuals to turn their creative ideas 
into action. In many countries, these attitudes might be pursued as general education 
goals.
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Category 2. Taking the initiative and risk taking, critical thinking, creativity and 
problem solving are also fundamental, but they are also specific attributes of an 
‘enterprising self’.

II. Knowledge

Category 1. Knowledge of career opportunities and the world of work are learning 
outcomes (LOs) that help students in choosing their future career. Although these LOs 
are not directly related to entrepreneurship, a good level of knowledge in the nature and 
different types of work of entrepreneurs usually enhance students’ understanding of what 
it is to be an entrepreneur. This knowledge also allows students to define and prepare 
their place in the world of work with a well developed awareness of opportunities and 
constraints.

Category 2. Economic and financial literacy including knowledge of concepts and 
processes that can be applied to entrepreneurship.

Category 3. Knowledge of business organisation and processes is specific knowledge 
of the environment in which entrepreneurship is often applied.

III. Skills

Category 1. Communication, presentation and planning skills as well as team work 
are transversal skills essential to entrepreneurs.

Category 2. Practical exploration of entrepreneurial opportunities includes the 
various stages of the business set upprocess, including designing and implementing a 
business plan.

Source: EACEA (2012, p. 21), citing Heinonen & Poikkijoki (2006) and incorporating issues from EC (2007). 
Keycompetences for lifelong learning – European Reference Framework and NESTA (2009). The 
identification and measurement of innovative characteristics of young people.

TVET Providers and Agencies Supporting SMEs
Under Bangladesh Technical Education Board (BTEB), entrepreneurship education is 
provided through public, private, and NGO/not-for-profit run TVET institutions. The 
institutions which provide formal technical and vocational education (general education 
integrated with skills training) at secondary and higher secondary level i.e. Diploma, SSC 
(Vocational) and HSC (Vocational) are polytechnic institutes, technical schools and colleges 
(TSCs), and technical training centers (TTCs). It is also provided by other training 
institutions under other ministries. A number of NGO-run institutions, i.e. Under-privileged 
Children’s Education Program (UCEP), Mirpur Agricultural Workshop & Training School 
(MAWTS), CARITAS Bangladesh, also provide this integrated form of education besides 
their organised skill training programs. Reportedly, large numbers of people are given some 
income-generation skills in conjunction with the provision of micro-credit through 
organizations such as Grameen Bank and BRAC. A large number of private trade schools 
also exist with the aim of making profit. The growth of private trade schools is primarily 

connected to large-scale export of skilled and semi-skilled manpower.

SMEs generally access training through a variety of channels. These include technical 
schools and colleges, polytechnics and private training institutes; suppliers of equipment or 
goods provide product-specific training; companies hire trainers for a specific task or to fix 
an identified problem; business interests sponsor training seminars, e.g., the chamber of 
commerce; clients may require training as part of a supply contract, e.g. in quality control; 
and trade associations may organize training for members. SMEs make use of customized 
(short) training in external training institutes, in-house training program and on-the-job 
training. In Bangladesh, a good number of organisations in both public and private sector 
provide varied types of assistance to the entrepreneurs. Some of the important organizations 
and institutions are: the Board of Investment (BoI), Bangladesh Export Processing Zones 
Authority (BEPZA), Export Promotion Bureau (EPB), Bangladesh Small and Cottage 
Industries Corporation (BSCIC), Small and Medium Enterprise Foundation (SMEF), Small 
and Cottage Industries Training Institute (SCITI), Bangladesh Institute of Management 
(BIM), Bangladesh Council of Scientific and Industrial Research (BCSIR), National 
Productivity Organization (NPO), Department of Youth Development (DYD), the Dhaka 
Chamber of Commerce and Industry (DCCI), and Micro Industries Development Assistance 
and Services (MIDAS) (Azim, 2011). Some international donor agencies are providing 
support services to entrepreneurs for SME development, for example, KATALYST and 
SEDF (South Asia Enterprise Development Facility). SEDF is a multi-donor facility 
managed by the International Finance Corporation (IFC) of the World Bank Group, based in 
Dhaka, Bangladesh, which focuses on the need of the SMEs in Bangladesh, Bhutan, Nepal 
and North East India.

II. Aims and Objectives of the Study
The main aim of this study is to examine the current status of entrepreneurship education 
(EE) for TVET students in Bangladesh with regard to improving learning/teaching 
effectiveness of TVET leading to better motivation and preparation of graduates for self-
employment. The specific objectives of this study are to:

• Determine the curricular focus on EE as well as business competencies, in terms of 
credit-hours and course content;

• Assess how EE is implemented (who delivers it and the delivery methods and 
approaches), and

• Identify the problems (if any) of implementing the entrepreneurship education (EE) 
course in TVET institutions, and the factors limiting the entrepreneurial intention 
(EI) of TVET graduates.
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Diploma level programmes in TVET varies from 2 years to 4 years based on the 
specialisation. The 4-Year Diploma programmeis offered in Engineering in various 
technical/technology majors including Textile Engineering, Agriculture, and Fisheries. The 
3-Year Diploma programme is offered in Forestry, and Medical & Health Technology; and 
the 2-Year Diploma in Commerce, and Animal Health and Production Technology.

The curriculum structure of all the Diploma programmes is more or less the same. However, the 
curriculum structure of the 4-Year Diploma in Engineering (Electronics Technology) is 
described here, since it is one of the popular education/ training programmesat Diploma level in 
Bangladesh. The 4-Year Diploma in Textile Engineering is also catching the attention of the 
secondary school graduates due to increased market demand. The 4-Year Diploma programme 
consists of 8 semesters. In the last semester students undergo internship training in 
enterprises/industries. The curriculum is organized subject-wise. Each subject/courseis allocated 
credit-hours and (theory/tutorial/practical) contact-hours based on course content. The total 
number of credit-hours is calculated to be 162. The subjects/courses under each of the Diploma 
programme scan be grouped into categories: (1) Domain specific (i.e. specialization/technology 
related core subjects), (2) Cross occupation/technology specific (3) Mathematics and natural 
science, (4) Business competence specific (i.e. business organization and communication, book 
keeping and accounting, industrial management, environmental management, and 
entrepreneurship), (5) Humanities (Language, Social Science, Health and Life Skills), and (6) 
Industrial training. In general, most of the subjects consist of two parts: theoretical and practical 
part. The theoretical part is taught in classrooms and the practical part involving 
tasks/assignments are conducted in laboratories or workshops. Figure 1 shows the credit-hours 
and contact-hours under different categories in the Diploma in Engineering programme for 
Electronics Technology, as an example. As seen in Figure 1A,the domain specific (core 
electronics technology subjects) comprised 56% of the total credits, 11% of the total credits are 
allocated for cross-occupational (within the sector) subjects, 15% for math and natural science, 
and the business competence and humanities related courses are about 6% and 8%, respectively. 
The amount of credit-hours for Industrial Training is only 4% of the total credits.

III. Scope of the Study
This study focuses on technical and vocational education at secondary level (ISCED 2/3: 
Grade IX - XII) and at post-secondary non-tertiary level (ISCED 4) provided in the formal 
education and training systems in Bangladesh. The population of the study consists of 
teachers and students of polytechnic institutes, technical schools and colleges (TSCs), 
technical training centres (TTCs) and also entrepreneurs having TVET background. These 
TVET institutions offer Diploma, HSC (Vocational) and SSC (Vocational) programmes of 
BTEB. Samples were chosen opportunistically on the basis of availability of potential 
respondents. Fifty (50) teachers (including 9 female) who teach the entrepreneurship course, 
two hundred (200) students from more than 20 TVET institutions and twenty (20) 
entrepreneurs in Bangladesh took part in this study and responded with their opinions.

IV. Methodology of the study
The BTEB curricula of Diploma and Certificate level programs and other relevant literature 
such as study reports and articles on entrepreneurship education in TVET were studied. 
Further data were collected through a semi-structured questionnaire consisting of four parts. 
The first part of the questionnaire captured the respondents’ background information; the 
second part was designed to gather information regarding how the ‘Entrepreneurship’ course 
is being taught and delivered; the third part served to collect respondents’ opinion about the 
course on a 5-point Likert type scale; and finally, the last part consisted of a few open-ended 
questions to the respondents. The opinions of teachers, students and entrepreneurs were 
gathered mostly through organized meeting by the writer himself; however, some data were 
collected via email. Quantitative and qualitative methods of data analysis were used for this 
empirical study. The responses (data) were presented at an international workshop on 
Entrepreneurship Development through TVET held in Gazipur, Dhaka, in December 2014. 
The workshop was attended by more than 30 participants from 10 Organisation of Islamic 
Countries (OIC) members. The views and ideas of the workshop participants complemented 
the findings from the questionnaire survey and helped in formulating the recommendations.

V. Analysis of TVET Curricula in Bangladesh
Technical and vocational education and training (TVET) in Bangladesh operates at Diploma 
and Certificate levels. It is offered in a range of technical specialties under several 
educational programmes.

Diploma Level Curricula
The Diploma qualification corresponds to Bangladesh National Technical and Vocational 
Qualification (NTVQ) Level 6 (NTVQ 2012, BTEB 2014) and can be referenced to the 
Upper Secondary–Non-Tertiary Technical/ Vocational Level 3 and/or Level 4 qualification 
with provision of direct access to the world of work and higher studies. Students with grade 
X qualification (ISCED Level 2) can enroll for this Diploma programme. The duration of 
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On the basis of 16 working weeks per semester, the sum of the contact-hours allocated for the 
4-YearDiploma-in-Engineering (Electronics Technology) programme was calculated to be 
4,080 (excluding Industrial Attachment period). One (1) contact hour is usually 50 minutes. 
The Bar Diagrams in Fig.1B shows the contact-hours distribution of different subject 
categories. Each grouping of bars in a subject category represents theory contact-hours and 
practical contact-hours in labs/workshops. The contact-hour for Industrial attachment 
training is not shown in these diagrams. Out of the total 4,080 contact-hours, the theory and 
practical proportions are 1,680 and 2,400 hours, i.e. 41% and 59%, respectively. The 
industrial attachment (internship) training is 16 weeks long and has two phases; in the first 
phase students are placed to industry/enterprise for 12 weeks and in the second phase they 
return to their own institutes for 4 weeks and perform practical tasks in labs.

Curricula of SSC & HSC Vocational
At certificate level, BTEB offers 2-Year Higher Secondary School Certificate with 
vocational skills, HSC (Voc.), and 2-Year Secondary School Certificate with vocational 
skills, SSC (Voc.), in several technical trades. Currently, the SSC (Voc) programme is 
offered in 31 different technical trades and the HSC (Voc) in 14 technical trades. BTEB also 
offers 2-Year HSC in Business Management, HSC (BM). In the following sub-section the 
curricula of some selected programmes will be discussed in brief. The entry requirement of 
the SSC (Voc) is Junior School Certificate (JSC) or Junior Dakhil Certificate (JDC) – a 
special track which is part of Islamic education. After completing the SSC (Voc) or 
equivalent students can go to general stream of education or they can choose HSC (Voc) 
programme or a Diploma programme of study as noted above. Following HSC (Voc) 
programme students may enter the world of work or they can pursue higher education. The 
amount of contact-hours in theory and practical of both of these programmes is almost 
similar (see Table 1). In this integrated SSC (Voc) and HSC (Voc) programmes, 
entrepreneurship education is included as a theory course (two classes per week in SSC and 
one class per week in HSC, see Table 1). In a year there are 36 working weeks including 2 
weeks exam period.

Table 1: Weekly Contact-hours in SSC (Voc) & HSC (Voc) curricula

1.A: Credit-hours

Fig. 1: Content categories in Diploma in Engineering Programme 
(Electronics Technology)

1.B: Contact-hours

Source: Writer’s analysis from BTEB (2014) Syllabus.

Trade related subjects 4 18 22 3 15 18
Information Technology 0 2 2 0 0.5 0.5
Math & Natural Science 10 3 13 9 6 15
Language & Others 6 1 7 8 0 8
Entrepreneurship 2 0 2 0.5 0 0.5
Engineering Drawing 0 2 2 1 3 4

Total 22 26 48 21.5 24.5 46

Subjects Group
Contact Hours in SSC (Voc) Contact Hours in HSC (Voc)
Theory Practical PracticalTotal TotalTheory

Source: SSC (Voc) and HSC (Voc) Programmes of BTEB (2013).
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Source: Writer’s analysis from BTEB (2014) Syllabus.

Trade related subjects 4 18 22 3 15 18
Information Technology 0 2 2 0 0.5 0.5
Math & Natural Science 10 3 13 9 6 15
Language & Others 6 1 7 8 0 8
Entrepreneurship 2 0 2 0.5 0 0.5
Engineering Drawing 0 2 2 1 3 4

Total 22 26 48 21.5 24.5 46

Subjects Group
Contact Hours in SSC (Voc) Contact Hours in HSC (Voc)
Theory Practical PracticalTotal TotalTheory

Source: SSC (Voc) and HSC (Voc) Programmes of BTEB (2013).



Statement 5 (S.A)
#T #S

1 (S.D)
#T #S

3 (U)
#T #S

2 (D)
#T #S

4 (A)
#T #SSl. No.

1 The course content of EE was delivered efficiently
within the given time in a semester/year.

2 There was enough students’ motivation towards 15 80 35100 00 10 0 10 00
learning the EE course.

3 Through this course the basic competencies 40 33 118 712 668 0 2
required to start a business were acquired.

4 Teachers’ entrepreneurial self-efficacy has 20 32 27 148 3 20 0 0 00
important effect in teaching/learning the course.

5 Involvement of entrepreneurs and other agencies 18 40 26 128 6 32 0 0 0 0
in EE positively influences the learning outcomes.

6 Government policy measures influence EE. 625 2286 2079 210 00
7 Business project plan(s) should be necessary 1633 2798 251 518 00

requirement(s) for graduation.

15 20 30 160 05 00 00 00

(Note: Strongly Agree (S.A), Agree (A), Uncertain (U), Disagree (D), Strongly Disagree (S.D); number of Teachers 
(#T), and number of Students (#S)).

findings are as follows: ninety percent of the teachers who participated in the survey have 
teaching experience of more than 5 years. However, almost all teachers, but two, have no 
entrepreneurial experience; i.e. they never started and ran a business. Almost three quarters 
(70%) of the teachers never even worked in an enterprise. Only about a quarter have such 
working experience which varied in duration from one year to more than five years. To a 
question if they had undergone any training on entrepreneurship, none responded positively. 
About forty percent of these teachers have Diploma qualification in Engineering 
Technology, and the rest have university level (ISCED 5 or above) bachelor’s degree (40%) 
and master’s degree (20%) in business, management and/or social sciences. 

In the second part of the survey it was found that the teachers followed lecture method in 
teaching which focused mainly on theory. Other teaching methods such as demonstration, 
group discussion, etc., were mentioned in very few instances. No teacher mentioned about 
using business simulation or a mini-project approach which are considered effective in 
teaching an entrepreneurship course (Arifin & Gerke, 2014). Teachers mentioned the use of 
teaching aids such as multimedia and whiteboard. Enterprises or industries were not 
involved in teaching and promoting entrepreneurship in the TVET programmes. The 
teachers said that they needed training for effective delivery of the course.

In the third part, teachers’ and students’ perceptions related to various aspects of 
entrepreneurship education (EE) were surveyed. They expressed their opinions on a 5-point 
Likert type scale. The teachers’ and students’ responses are presented in Table 2.

Table 2: Opinions of teachers and students on entrepreneurship education in TVET

VI. Findings

The curricular focus in business competence and entrepreneurship education

The writer studied the TVET curricula, developed and endorsed by Bangladesh Technical 
Education Board (BTEB), in order to determine the curricular focus in business competence 
and entrepreneurship education for TVET students in Bangladesh. As mentioned in Section 
1.5, TVET is offered at Diploma and Certificate level in numerous technical, business and 
service specializations. At Diploma level, out of the total of fifty courses the business skills 
related courses, specifically for the 4-Year Diploma programme, are: business organization 
and communication (2 credits), book keeping and accounting (2credits), industrial 
management (2 credits), environmental management (2 credits), and entrepreneurship 
education (2 credits). Therefore, the business competence relevant courses amount to about 
6% (10 credits) of the total of 162 credits. These courses are delivered only through theory 
classes. There is no practical or tutorial class for this group of courses.

As per the BTEB (2014) curriculum, the aim of the entrepreneurship course is to encourage 
students to consider self-employment as a viable career option and to help them acquire an 
entrepreneurial mindset and the basic entrepreneurial skills required to start a micro/small 
business.

The main learning objectives of the course are to understand the basic concept of 
entrepreneurship, economic development and growth and ideas about venture capital. It also 
includes operational aspects of project selection, evaluation and financial planning as well as 
understanding the environment for entrepreneurship and the sources and ways of getting 
assistance. For these learning objectives the following contents are included in the course:

Concepts of entrepreneurship and the entrepreneur; 

Entrepreneurship and economic development; 

Environment for entrepreneurship;

Entrepreneurship in the theories of economic growth; 

Sources and evaluation of venture ideas in Bangladesh; 

Financial planning; 

Project selection; 

Self employment and entrepreneurial motivation; 

Business plan; 

Sources of assistance & industrial sanctioning procedure, 

Insurance and risk protection; and 
Case studies (BTEB, 2014).

Who delivers the course and how 
As mentioned above a questionnaire was designed to survey the principal stakeholders’ 
opinion. In the first part of the survey teachers’ background information was gathered. The 
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to be familiar with a proper business plan during the delivery of EE course, lack of social 
security for the graduates, an unfavourable legal framework, and political unrest, et cetera.

VII. Conclusion and Recommendations
The TVET curricula in Bangladesh, in addition to providing job-related technical/vocational 
competencies, also include content on basic entrepreneurial competencies so that graduating 
students are encouraged to start-up their own businesses. However, implementation of the 
course is far from satisfactory. Several factors contribute to this deficiency. Among these are 
lack of entrepreneurship experience and skills of the instructors, absence of linkage with 
entrepreneurs and similar agencies, limited knowledge of instructors about external training 
providers in this field, resource constraints, and lack of time and in-house capabilities of 
TVET institutions to plan and carryout an effective entrepreneurship training course, 
recognizing that this is different from teaching other courses. Improvement is greatly needed 
in these areas. 

The EE course has to be reviewed and improved based on the findings of this and further 
study regarding the current entrepreneurial environment, policy, and opportunities in the 
country. A quality entrepreneurship education can equip a large number of TVET graduates 
with entrepreneurial competencies and motivate them to become entrepreneurs, help create 
new jobs and develop micro-enterprises and SMEs. The writer suggests the following 
specific measures:

• Tailor-made training for teachers who would teach the entrepreneurship course as 
well as specialized training beyond the general entrepreneurship course for 
graduating students who would consider self-employment as career option. The 
methods of training should include role play, case study, business simulation, and 
similar techniques, based on the principle of “learning by doing”. 

• Bangladesh National Skills Development Policy supports cooperation between 
schools and enterprises in general, and this type of cooperation already exists, but 
only in very limited cases. The technical/vocational institutions should take 
proactive initiatives to identify successful entrepreneurs and business people who 
will come to the classroom and share their experiences with graduating students.

• Graduating students should be assisted with information on possible training courses 
on entrepreneurship offered by professional bodies; business advice and loan on 
easy terms based on viable project proposal should be arranged for them from 
financial institutions. for TVET graduates intending to take up self-employment.

• In order to create awareness among the trainees in the non-formal and lower-skills 
TVET and equip them with necessary knowledge and skills regarding 
entrepreneurship, a training module on entrepreneurship can be included in the 
curricula of non-formal competency based training (CBT) programme.

Implementing these steps with due diligence is likely to help fulfil the objectives of the 
entrepreneurship education initiative begun more than two decades ago.

These findings can be summarized as follows: More than 90% of the teachers completed 
course instruction within the given time and this statement was supported by students too. 
Almost all the students found the course interesting and they were well motivated. This 
opinion of students was supported by their teachers. The opinion of the respondents was 
divided on the statement that students acquired the basic competencies required to start-up a 
business through this course. The majority (74%) of the teaching staff were of the opinion 
that students achieved the basic competencies required to start-up a business, 10% 
disagreed, and 14% were undecided. On the other hand, 59% students supported the 
teachers’ opinion on this point, but a significant number (35%) disagreed and 6% were silent. 
Almost all respondents strongly agreed (94% teachers, 90% students) that teachers’ 
entrepreneurial experience/self-efficacy has greater effect in the teaching-learning of the 
entrepreneurship course than mere academic qualification.

The statement that “teachers’ entrepreneurial self-efficacy has an important effect in 
teaching/learning the course” has been fully affirmed by all entrepreneurs who were 
interviewed. The respondents (88% teachers, 84% students, and all entrepreneurs) also held 
the view that the involvement of entrepreneurs and other agencies in entrepreneurship 
education positively influenced the learning outcomes. They also thought that government 
policy measures influenced the outcome of entrepreneurship education. On a question 
whether preparing a business-project plan should be a requirement for graduation, the 
opinions varied among teachers and students. More than three quarters (86%) of the teachers 
suggested that a business-project plan should be a requirement for graduation. The same was 
the view of two-thirds of the students (65.5% agreed, 25.5% were undecided and 9% 
disagreed) regarding this proposition.

Problems of implementing the EE course and factors limiting EI of TVET graduates
In responding to the fourth part of the questionnaire, teachers, entrepreneurs and workshop 
participants shared their experiences regarding the problems in effectively teaching the 
entrepreneurship education (EE) course and factors limiting entrepreneurial intentions (EI) 
of TVET graduates. The major issues mentioned in hindering the effective implementation 
of the course were: pedagogically untrained teaching staff and lack of specially designed 
training course for them, lack of real-world entrepreneurial experience of teachers, and 
insufficient curriculum focus on EE such as developing a business project plan, and not 
involving successful entrepreneurs in teaching. 

Furthermore, according to the opinion of the participants of the Workshop on 
Entrepreneurship Development mentioned in Section 4, the main factors that limit the 
Business Start-Upor EI of TVET graduates are: lack of initial capital since TVET 
students/graduates usually come from below-middle-income family, lack of specially 
designed formal training programme and guidance for graduating TVET students, absence 
of support by government and/or other agencies for unemployed graduates, no opportunity 
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Abstract 
This article reports a survey undertaken in May 2014 aimed at investigating to what extent 
schools were equipped and prepared to accommodate children with special needs. The 
survey was conducted in 119 government primary schools in 19 sub-districts. The survey 
revealed that only 0.8% of the students enrolled in these schools had disabilities and only 3% 
of the teachers had special training to deal with students with disabilities. Only 26% of 
schools had ramp for the wheel chair users. Though numerous initiatives on the part of both 
non-government and government organisations have been taken to bring students with 
disabilities into the regular school, the picture is not optimistic yet in the case of government 
primary schools. Some policy suggestions are made at the end which, it is hoped, would be 
useful for policy development and bringing about effective change.

Key words: Disabilities, Accessibility in Primary School, Inclusive Education Policy

I. Introduction
Children living in poverty are less likely to attend their local school but those who live in 

1poverty and also have a disability are even less likely to do so. Currently, there are 23 million  
people in Bangladesh who are living with some form of disability; among them 6% or around 

21.6  millions are 15 years old or younger. For these children attaining education is a major 
challenge. There is a lack of institutional support at grassroots level for them. At the same 
time there are social stigma, cultural barriers and lack of awareness of the parents that limit 
opportunities for them to flourish as productive individuals. There is a positive trend of 
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transforming our education system into a more inclusive one that serves all regardless of 
learners’ background. Inclusive education is, of course, not just enrolling the children with 
disabilities; rather the regular schools should be equipped with infrastructural facility and 
trained teachers to accommodate these children.

Unless the mainstream classrooms can accommodate all the learners from diverse 
backgrounds the objective of ensuring education for all cannot be achieved. Bringing 
together learners from different backgrounds, with diverse cultural and individual 
characteristics, into a single classroom helps promote right to education for the marginalised 
children. This also helps everyone to develop a better sense of coexisting, respecting 
differences and interacting in a sensitive way. It is the first step in building a more just society 
by creating better future citizens. Government is the core duty-bearer in fulfilling the 
commitment of education for all. This duty calls for making the government primary schools 
inclusive for all. Making the schools disability-friendly is an important part of it. 

Making the school welcoming to those with disability has many aspects -- it requires 
supporting infrastructure including disability-friendly school buildings, classrooms, and 
most importantly appropriate toilets. It also requires suitable education and co-curricular 
materials, and human resources such as trained teachers, nurses (if needed). Moreover, there 
must be special policy provisions such as allotting extra time during examination, and 
introducing inclusive sports competition. While some of these facilities require resource 
allocation and policy level changes, some can be attained without extra funds. For example, 
a few small changes or addition jn the original school building plan can make the whole 
infrastructure a lot more disability- friendly and make attending school for children with 
disability a reality. 

To determine if a school is disability-friendly one would have to look at its infrastructure 
including building entrance, classroom size, positioning of the blackboard and toilet facility. 
School infrastructure built in a way so that a person with wheelchair can easily enter the 
school premises, attend classes and freely move about is an important measure of the 
school’s disability friendliness. Teachers with adequate training and person with disability 
employed in the school as teaching or administrative staff are also indicators of disability 
friendliness of a school. 

II. Rationale and Objectives of the survey
3According to World Health Organization (WHO, 2014)   over a billion people, about 15% of 

the world's population, have some form of disability. Despite having significant global 
commitments and momentum around inclusive education, bringing all children in regular 
school regardless of their economic, social and cultural background and capability in terms 
of physical, intellectual and/or behavioural characteristics --- is still one of the major 

challenges in education.Children with disabilities and many others who have difficulties in 
learning are often marginalized within the education system and in society in general. They 
are placed in separate special schools to pursue their education, when they are fortunate 
enough to have access to school. The number of segregated special schools is far smaller than 
the number required for accommodating all children with disabilities(UNESCO, 2003).

Various international conventions, covenants and declaration like the Universal Declaration 
of Human Rights (1948), the Convention against discrimination in education (1960), the 
Convention on the Rights of Children (1989) and the Salamanca Declaration (1994) are the 
prime sources of legal and policy support to promote inclusive education. Inclusive 
education has become a focus in policies of governments across many parts of the world.

Education reform is seen as a key driver for achieving social integration and cohesion. These 
ideas are to be found not just in the developed countries of North America, Europe and 
Australasia. In the developing world too, considerable interest has been shown in the idea of 
‘inclusive education’ and Bangladesh is paying ample attention to it. International agencies 
including the United Nations (UN), the United Nations Educational, Scientific and Cultural 
Organization (UNESCO), the World Bank and bilateral agencies such as the United 
Kingdom’s Department for International Development have been strong advocates of 
‘inclusion’ as a core principle of schooling and the education system.

Educational research literature shows that the growth of ‘inclusive education’ in the 
developing world in part reflects the export of first-world thinking to developing countries 
which may have reinforced dependency (Armstrong, Armstrong, Spandagou, 2011). In 
Bangladesh also research on inclusive education, such as, correlation between disability and 
trained teachers, and teachers’ and peers’ perception about including children in regular 
classroom, is influenced by theories and policies in the developed countries, though the 
circumstances are quite different.

Lack of accessibility continues to be a major barrier to full realization of the rights of children 
and adolescents with disabilities in Bangladesh, but there is very limited primary research on 
assessing school preparedness for children with disabilities in the specific circumstances of 
Bangladesh. This study aims to explore the prevailing situation of accessibility in 
government primary schools in terms of infrastructure and trained teachers. Despite a 
number of limitations, this study is intended to be an exploration of ways of removing 
infrastructural barriers and making the public educational institutions accessible for children 
with disabilities.

This survey, therefore, aims to analyse the extent to which the government primary schools 
are prepared to accommodate disabled children in the classrooms, to examine the existing 
policies and to suggest appropriate policy changes.
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Literature review
Bangladesh was among the first countries to ratify and bring into force the two most significant 
global treaties that protect the rights of children with disabilities: the Convention on the Rights 
of the Child (CRC), in 1990, and UN Convention on the Rights of Persons with Disabilities 
(CRPD), in 2007. Both of these treaties are about equal opportunity of children regardless of 
their gender, race, capacity, religion, caste, social status and physical or intellectual ability. 

The CRC elaborates specific rights for children with disabilities in article 23:

Recognizing the special needs of a disabled child, assistance …. shall be provided free 
of charge, whenever possible, taking into account the financial resources of the parents 
or others caring for the child, and shall be designed to ensure that the disabled child has 
effective access to and receives education, training, health care services, rehabilitation 
services, preparation for employment and recreation opportunities in a manner 
conducive to the child’s achieving the fullest possible social integration and individual 
development, including his or her cultural and spiritual development.

In article 5, titled ‘Equality and nondiscrimination’, the CRPD pledges: “In order to promote 
equality and eliminate discrimination, State Parties shall take all appropriate steps to ensure 
that reasonable accommodation is provided.”

A situation analysis of children with disabilities in Bangladesh by UNICEF (2014) revealed 
that government institutions are not yet adequately equipped with skills and knowledge to 
include children with disabilities. There is a mindset, according to this study, that it is 
necessary for most children with disabilities to be cared for in special institutions. This report 
also states that many schools are not accessible to children with disabilities, especially 
physical disabilities, preventing them from attending or causing them to drop out. While 
most primary schools are on the ground floor, secondary schools tend to be multi-storied. 
Lack of accessible toilets also forces many children to drop out, especially girls

Bangladesh National Building Code, 1993 (which was updated in 2010) that aims to 
safeguard life, limb, health, property and public welfare covers all citizens in Bangladesh. 
Surprisingly it does not include educational institutions with regard to requirements for 
accessible classroom, toilet facilities and drinking water. Also it has no specific direction for 
how to make school buildings accessible for children with disabilities. However, Disability 
Rights and Protection Act, 2014 pledges to make all public institutions accessible for persons 
with disabilities. So, in principle, there is no option to overlook the issue, but the major 
challenge is that there is no “rule of business” for this Act which hinders the proper 
implementation of its provisions.

Education Policy 2010 proposed that one of the aims of teacher training programs is to 
ensure equal access of children to education irrespective of social class, gender, religion, and 
ethnicity. It also called for developing strategies to meet in the same classroom the learning 
needs of all children with their diverse background and circumstances (MOE, 2010).

Teachers’ training is a crucial factor in making school accessible for children with disabilities. 
A study on pre-service teacher education institutional heads’ perception regarding inclusive 
education reveals deficiencies in this respect. The heads were concerned that the existing pre-
service teacher training programs did not prepare teachers effectively for inclusive education, 
especially in challenging and re-examining their beliefs in a positive manner. This study also 
noted lack of clarity and absence of consideration of the implications for inclusive classroom 
practices in the teacher preparation curricula, program content and their implementation 
(Ahsan et al., 2011). Cardona (2009) stated that teacher preparation can play a significant role 
in achieving the desired outcomes for inclusion. Reviewing a number of studies on impact of 
teacher education on inclusion it is affirmed in this study that improving and increasing 
training provision in the pre-service phase of teacher education would be the most effective 
method of promoting better attitudes and competence in respect of inclusion. 

A review of teacher education for inclusion (European Agency for Development in Special 
Needs Education, 2010) mentioned that teacher issues are high on policy agenda in many 
countries and increasing attention is being given to teacher education for inclusion in 
particular. A survey of primary school teacher training in Germany (Franzkowiak, 2009) 
recommended that introductory courses on inclusive education should be mandatory for all 
teacher education students, that bachelor and masters courses should include inclusive 
education and combined degree programmes for primary and special education should be 
promoted. Also an international policy paper (Lewis and Bagree, 2013) urges government 
supportfor improved teacher training systems that deliver an effective balance of theory-
based learning and hands-on practice, with a particular focus on teachers learning how to be 
child-centred and inclusive, and attention to teaching children and adults with disabilities

III. Survey Design and Methodology
The study collected data directly from the participants. The findings are presented in a 
qualitative manner comparing these with relevant policy, acts and secondary literature. The 
survey was conducted in 119 government primary schools of 17 districts of Bangladesh with 
a simple questionnaire consisting of 13 questions. The schools were selected from 19 sub-

4districts which are specially hard-to-reach  or marginalised areas with a degree of social 
5 exclusion. The schools in sub-districts were opportunistically selected where ActionAid 

programme intervention was being implemented. 

Researchers wanted to explore the situation of the schools where children from marginalized 
communities attended. These communities already are subject to several types of rights 
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4 Due to geographical position people in certain areas (e.g., char and haor areas, and hill tracts) face special 
difficulties in accessing basic services and economic opportunities, such as education, health and 
employment.

5 It is the outcome of multiple human rights violations a social group experiences. Exclusion takes place on the 
basis of gender, race, class, caste, ethnicity, age, religion and sexual orientation, as well as due to many other 
factors. Exclusion is often most acute when people suffer multiple layers of discrimination. People with 
disabilities face some of the most systematic exclusion in almost every society (ActionAid, 2012) 
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4districts which are specially hard-to-reach  or marginalised areas with a degree of social 
5 exclusion. The schools in sub-districts were opportunistically selected where ActionAid 

programme intervention was being implemented. 

Researchers wanted to explore the situation of the schools where children from marginalized 
communities attended. These communities already are subject to several types of rights 
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4 Due to geographical position people in certain areas (e.g., char and haor areas, and hill tracts) face special 
difficulties in accessing basic services and economic opportunities, such as education, health and 
employment.

5 It is the outcome of multiple human rights violations a social group experiences. Exclusion takes place on the 
basis of gender, race, class, caste, ethnicity, age, religion and sexual orientation, as well as due to many other 
factors. Exclusion is often most acute when people suffer multiple layers of discrimination. People with 
disabilities face some of the most systematic exclusion in almost every society (ActionAid, 2012) 
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violation due to their economic status or social exclusion. Educational support for children 
with disabilities is mostly limited to children with disabilities from well-off families. The 
researchers intended to look into the situation of the government primary schools, especially 
those located in hard -to -reach or marginalized areas. The study was conducted in the 
districts of Dhaka, Gazipur, Jamalpur, Nilphamari, Kurigram, Gaibandha, Naogaon, Pabna, 
Sirajganj, Sunamganj, Kushtia, Jhinadah, Satkhira, Khulna, Patuakhali, Chittagong and 
Bandarban. 

R e s e a r c h e r s  d e v e l o p e d  t h e  
questionnaire of the survey which 
contains 13 items. Among these, seven 
questions addressed infrastructural 
preparedness of the school such as 
presence of ramp, disability-friendly 
toilet, class room setup etc. Three 
questions were on staff distribution and 
staff capacity and others were targeted to gather information on students (Annex 1). 

The information was collected using the questionnaire through community activists at field 
level. Youth groups amiliar with the community and the school were mobilized for collecting 
the information. 

The data collectors were provided short briefing regarding how the data would be collected; 
a written instruction of data collection process was provided with the questionnaire.. Besides 
these steps, during data collection the education team and youth team of ActionAid 
Bangladesh provided technical support to the data collectors. After collecting data, the 
compiled report at the sub-district level was validated by sharing among the school 
authorities, students and parents through sharing meeting in sub-districts. In the nineteen 
sub-district sharing meetings, government officials and local media were also present. 
Researchers and representatives from ActionAid Bangladesh were present in these meetings 
and heard participants’ feedbacks. The researchers then prepared the report which was 
presented at the Asian Centre for Inclusive Education Conference, 2015. A final review and 
revision were undertaken on the basis of feedback from participants at this conference. 

Limitations
The survey was conducted with a small sample size of only 119 schools. The distribution of 
the school in a more marginalised or remote area might have depicted a poorer condition than 
the average situation in government primary schools. However, as most of the government 
primary schools are situated in rural areas the scenario found in the study may not vary 
largely from the overall situation.

The survey mostly focused on infrastructural information related to physical disability. The 
issue of accessibility of children with other forms of disabilities were not considered in 

assessing school preparedness for serving children with disabilities. Neither did the study 
focus in detail on teachers’ training or curriculum in relation to pedagogy for children with 
special needs. The schools were selected through purposive and opportunistic sampling and 
did not follow methodical steps of sample selection from a general universe of schools. The 
schools were selected from the working areas of ActionAid Bangladesh (AAB); in 
particular, where AAB education intervention is taking place. The findings of the study 
should be treated with caution in considering the general situation of government primary 
schools. 

Data Analysis
The study covered 42,748 students and 803 teachers in 119 schools. Around 80% of the 
schools have students with disability in their classrooms. This shows that the government 
primary schools are reaching out to children with disability at some scale. However, the 
percentage of students with disability attending schools is found to be around 0.7% whereas 

6percentage of disabled person under 18 years is around 6%  

The percentage of girl students with disabilities is significantly lower compared to overall 
gender ratio of students. It was found that in the 119 schools percentage of girl students is 
52% whereas the percentage of girls among students with disability is 42%. This findings is 
quiet similar with the research findings of the report titled Educating Children in Difficult 
Circumstances: Children With Disabilities (CSID, 2002) which states that there is difference 

7in terms of enrollment in education between boys (56%) and girls (44%)   with disabilities in 
regular schools. This draws our attention to the fact that girl children with disabilities are 
more likely to stay out of school than boys.

The data involving school infrastructure show that the schools are not prepared enough for 
the disabled children. The study found that only 26% of the schools have a ramp for entering 
the school premise whilst 31% have accessible roads toward schools. Besides entrance ramp 
and road to school another major factor is availability of disability-friendly toilet. The data 
show that among 119 schools only 8 schools, or only 6% of the schools have disability-
friendly toilets (Figure1). Besides accessibility, lack of proper toilets has adverse health and 
security implications for children with disabilities. 

It was found that the blackboard, one vital element for classroom teaching learning process, 
is suitably positioned in most schools for teachers or students with disabilities for easy use. 
The teaching materials in the teachers’ room are also kept in easily reachable places. Among 
119 schools 63 schools have enough door space for a wheel chair for easy mobility. 

The data show only 8% of the schools have teachers with training on inclusive education, but 
only 3% of the teachers in these schools have training on inclusive education. It was found 

Table 1. Survey of children with disability in 
government primary schools – basic facts

Total no. of schools 119
No. of Schools with students with disability 93
Total no. of students in schools 42,748
No. of students with disability in schools 334
Percentage of students with disabilities 0.8%

6 http://siteresources.worldbank.org/DISABILITY/Resources/Regions/South%20Asia/DisabilityinBangladesh.pdf
7 http://www.disabilityrightsfund.org/files/educating_children_with_disabilities_in_bangladesh.pdf
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that there is only 0.6% or 5 teachers with disabilities out of 803 teachers from 119 schools. 
Moreover, no school was found to have special facilities for the children with hearing/visual 
or speech impairment, as there was no staff found who knew sign language or skills to handle 
visual impairment such as using oral instruction while writing anything in board or providing 
questionnaire in large fonts.

IV. Policy Suggestions
Government of Bangladesh has made a commitment in National Education Policy 2010 to 
adopt necessary measures to make education institutions more accessible for persons with 
disability. The national action plan for people with disability based on Persons with 
Disabilities Rights and Protection Act (PDRPA), adopted in 2013requires actions to be taken 
to make all government and non-government buildings and public space infrastructure 
disability friendly. However, there is need to have specific instructions to make the change in 
school infrastructures inline with the Act. Rules of business for concerned official agencies 
also should be in place with detailed guideline.

The National Action Plan on Disability (2006) also stresses teachers training on inclusive 
education. It asks for inclusion of disability in the syllabuses of Primary Teachers Training 
Institute, Bachelor of Education and Master of Education courses for teachers, and 
introduces classroom teaching and examination methods in the general system for students 
with disability. However, the reality from the survey is that only 3% of teachers have such 
training. Other teachers said that they did not have any orientation on inclusive education or 
on teaching students with disabilities. It was also seen that only in 5 schools teachers 
organised special seating arrangement for the students with disabilities. The presence of a 
teacher with disability in school can improve the school environment for children with 
disability in a tangible way. It can improve their feeling of inclusion and inspire them in their 
study. However, there were few such teachers in the schools surveyed.

There is no good alternative to ensuring integrated education in the government primary 
schools. A lot can be achieved by implementing existing policies and the action plan of the 
government. However, still there aregaps in policies which need to be improved and specific 
issues need to be prioritized to achieve desired time-bound change. These possibilities are 
indicated below.

• Civil society role: Civil society involvement can improve monitoring and 
implementation of government plans for person with disability. Besides national 
level consultation and monitoring, involvement of parents and community can also 
improve the scenario at local and grassroots level. Disability is a cross-cutting issue 
and it is important to introduce strategic thinking regarding disability to attain 
optimum outcome. School SMC committees need to receive orientation on 
disability so that they can plan and execute school level budget and administration in 
a disability-friendly way.

• Specific school building code for Government Primary Schools: The original school 
building plan should be improved, so that whenever a new school is being built it 
includes ramps, minimum door sizes, blackboard positions and at least one disabled-
friendly toilet. It should be a priority for the SMCs to upgrade their old school 
building gradually to a disabled-friendly one within the school budget allocation.

• Teacher training: It is important to integrate training on inclusive education for the 
teacher in the general training curriculum and programme to integrate children with 
disability in the mainstream education. Government is committed to improving 
teachers’ training syllabus as well as introducing specific training on the issue. Steps 
have to be taken to implement these plans.

• Special attention on girl child: Community and parents need to be sensitized and 
focus on the education of children with disability, especially the girl child. Besides 
regular stipend, special stipend for children with disability would be justified 
because of extra costs that may be incurred by families. 

• Allocation in national budget: Budget allocation for education as share of 
government budget was 11% last year and in 2015 it was further reduced to 10%. 
Lack of adequate resources is a big challenge in ensuring education for all and 
making the system inclusive; it hinders making resources necessary for children 
with disability available in primary schools. It is essential that government makes 
ear-marked allocations for children with disability. 

Education that is inclusive and responsive is a formidable challenge anywhere, not just in 
Bangladesh. The survey indicates specific obstacles for one aspect of achieving inclusive 
participation in education. Pursuing the recommendations made will help progress towards 
overcoming the obstacles. 
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Annex 1
Survey questionnaire

Annex 2
Partner organization who helped in 
different locations in conducting 
the survey

Question no Questions

Q1 How many students with disability are enrolled in your school (how many girls/boys?)

Q2 Is there a ramp at the school for the wheel chair users?

Q3 Is the door of the teachers' room large enough to fit the average width wheelchair? 

Q4 How many classroom doors can a person with disability actually get through at the 

different levels of the school?

Q5 Is the board suitably positioned so that the student or teacher could actually use it? 

Q6 In the staffroom, is the material for the teacher at an accessible height so that they do not 

feel reliant on others to do their job?

Q7 Is there at least one restroom that could be accessible for the disabled persons?

Q8 Does your school have teacher/staff with disability?

Q9 Do you have a classroom in which the wheelchair-bound teachers can make themselves 

available to the students by being able to freely get up and down the aisle?

Q10 Are your teachers trained to take care of children with special needs?

Q11 Is the road towards school is usable for the wheel chair users?

Q12 Does your school practice inclusive education with facilities for students who have 

visual, hearing or speaking impairment?

Q13 Does your school have special seating arrangement in classroom for the student with 

disability?

Some pertinent statistics from the survey

Total number of students 42,748

Total number of teachers 803

Total number of students with disabilities 334

Percentage of students with disabilities 0.78

Total number of teachers with disabilities 5

Percentage of teachers with disabilities 0.62

Total number of teachers with special training 24

Percentage of teachers with special training 2.99

Total number of schools with ramp 31

Percentage of schools having ramp 26.05

Number of teachers' rooms with accessible door 66

Percentage of teachers room with accessible door 55.5

Total number of school having accessible toilet 8

Percentage of schools having accessible toilet 6.7

Schools having accessible roads towards school 37

Percentage of schools having accessible road 31.1

Annex 3

Sl 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19

District

Chittagong

Joypurhat

Jhinaidaha

Gazipur

Gaibandha

Sirajgonj

Pabna 

Bandarban

Nilphamari

Satkhira

Dakope

Kushtia

Potukhali

Chittagong

Jessore

Satkheera

Sunamgonj

Dhaka

Jamalpur 

Partner org. 

YPSA

PUAMDO 

USS 

PSTC

SKS

SAP BD

SHARP

BNKS

USS

Bhumija

USS

Mukti Nari 

SAP BD

BITA

Dalit

DRRA

VARD

Narimoitri

BACE 

Total

No. of 

schools 

5

5

5

5

5

5

5

5

5

5

13

5

11

9

5

5

5

5

5 

119 
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Annex 2
Partner organization who helped in 
different locations in conducting 
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Annex 3

Sl 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19

District

Chittagong

Joypurhat

Jhinaidaha

Gazipur

Gaibandha

Sirajgonj

Pabna 

Bandarban

Nilphamari

Satkhira

Dakope

Kushtia

Potukhali

Chittagong

Jessore

Satkheera

Sunamgonj

Dhaka

Jamalpur 

Partner org. 

YPSA

PUAMDO 

USS 

PSTC

SKS

SAP BD

SHARP

BNKS

USS

Bhumija

USS

Mukti Nari 

SAP BD

BITA

Dalit

DRRA

VARD

Narimoitri

BACE 

Total

No. of 

schools 

5

5

5

5

5

5

5

5

5

5

13

5

11

9

5

5

5

5

5 

119 



Abstract 
Creativity is important for children during early years because it fosters the holistic 
development of a child. Teachers play a key role in enhancing children’s creativity. The aim of 
this article is to examine how creativity is fostered among early grade children in our country.

In 2014 a qualitative study was conducted by BIED, BRAC University to explore teacher’s 
attitude and belief in regards to emotional well-being of young children. It was carried out in 
selected government and private schools in Dhaka city. It has utilized qualitative approaches 
involving classroom observations, in-depth interviews and focus group discussion with 
teachers. The study findings highlight different aspects of creativity; for example teacher’s 
perception about creativity, how teachers encourage/discourage creativity, teachers’ creativity 
in teaching, and limitations for fostering creativity in school. This article elaborates the findings 
about creativity from the study and discusses the way forward to bring change in the school.

Keywords: Creativity of Young Children, Fostering Creativity, Creativity in Bangladesh 
School

I. What about creativity?
“Creativity? There is nothing like creativity in such early grades.” This was one of the 
comments obtained from a teacher while observing a number of urban and semi urban pre-
primary and primary classrooms in Dhaka. This instigated us to delve deeper into the issue of 
how creativity is fostered among early grade children in our country.

Creativity has been described in many ways. The Oxford Dictionary defines creativity as 
“The use of imagination or original ideas to create something.” A renowned developmental 
psychologist Howard Gardner viewed creativity as “liberating human energy” (Gardener, 
2009). An account of creativity can be seen from a research summary of Education Scotland 
(2012) which notes that creativity has different meanings for different people. To some 
people creativity means imagination, inventiveness, risk taking or questioning tradition. For 
some it is the uniqueness in thought process and generating some new ideas. Artistic talents 
are considered by some the only benchmark of creativity. On the contrary, research shows 
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of creativity teachers and student teachers had. It also investigated the connection teachers 
and student teachers saw between learning and creativity. It revealed that the participants 
viewed learning as assimilation and learners as implicitly passive which in fact could be an 
obstacle for creative collaboration in classrooms and schools. The study results suggest that 
if teachers would see learning as a creative act and the role of learner as active participants, 
they are more likely to foster creativity in the classroom (Vedenpää & Lonka, 2014).

Creativity and learning in Bangladesh
In Bangladesh not much research can be seen in regards to young children’s creativity and how 
it can be fostered in different contexts. In 2014 a qualitative study was done by BIED, BRAC 
University to explore teacher’s attitude and belief about emotional well-being of young 
children (Dutta, et al, 2014). It was carried out in a few government and private schools in 
Dhaka city. The study findings highlight different aspects of creativity; for example teacher’s 
perception about creativity, how teachers encourage/discourage creativity, teachers’ creativity 
in teaching; and also the limitations for fostering creativity in school. This article elaborates the 
findings about creativity from the study and discusses the ways to bring change in our schools

The findings from the investigation pointed out teachers’ lack of understanding regarding 
children’s creativity. Teachers did not seem to know much about children’s creativity. They 
had the mindset that children could not have creativity at an early age. Some even viewed 
creativity negatively as an interference in teaching. According to rural government school 
teachers, creativity was to answer exam questions creatively. They did not practice or promote 
creativity as they did not have an understanding of it. Outcome of class observation and 
discussions with teachers of the study revealed that teachers’ understanding regarding 
creativity was unclear and shallow. They were skeptical about young children possessing 
creativity. As a teacher in our interview put it, “I do not have any creative children in my class.”

Participants from an urban private school had an ambiguous view regarding creativity. They 
mentioned, the same as their rural counterparts, that creativity was the means of answering 
creative questions in the examination. One observation was, “We tried to maintain a link 
between the reality and the book, so that the students can answer any creative questions they 
face in the examination.” Teachers were referring to questions in public examinations which 
required analysis of factual information and drawing inferences from factual knowledge, 
which came to be known as “creative questions.” 

These findings are similar to different studies overseas in which teachers have been found to 
have insufficient knowledge and understanding of creativity. Research findings of Renzulli 
(1976) had asserted that teachers lacked understanding of the nature of creativity. Another 
researcher, Alencar (1993), also found that teachers tend to focus only on students' academic 
characteristics as indices of creativity.

Views of participants in our study suggested that most of the teachers possessed a relatively 
positive mindset, but a shallow and superficial understanding about it. Expressions of a 
teacher of government pre-primary level illustrates the point. She saw recreational activities 

that creativity is not exclusively related to any specific personality type. Any activity which 
involves intelligence can be creative. Thus, everyone has creative capacity although we may 
be unaware of it. Even a regular day-to-day activity can manifest creativity, but in reality it is 
often underrated at a personal level (Education Scotland, 2012).Michael Gove, the United 
Kingdom secretary of state for education, reiterated that creativity is neither only about arts 
or self-expression, nor is creativity limited to some people, but that it requires great 
discipline and many different skills (Robinson, 2013).

Creativity has an important role for children during early years because it fosters the holistic 
development of a child. Addressing child’s emotional need is crucial in promoting creativity. 
If children are provided new opportunities to try new ideas, it develops their ability for self-
expression, thinking process, and problem solving skills, thus fostering the mental growth of 
the children. Creativity promotes socio-emotional development of a child. Through dancing, 
singing, acting children gradually understand the social norms, learn cooperation and also 
are able to explore and get familiarized with their surroundings. Physical development of a 
child is also supported by creativity. When children perform creative acts such as making 
crafts or drawing, it develops their fine and gross motor skills. Children’s language and 
literacy skills are also developed by their engagement in various creative activities.

Teachers play a key role in enhancing children’s creativity. The four principles of social 
learning formulated by Bandura (1977) are Attention, Retention, Reproduction and 
Motivation, which indicate adults’ role in augmenting creativity in children. Social modeling 
plays a very significant role in children’s learning. Children learn very effectively through 
observing someone being rewarded or punished for a particular thing he or she has done or said. 
Positive consequences from a particular type of behavior motivate children to repeat that 
behaviour themselves. In the same way, negative consequences teach a child to avoid doing that 
same thing. Therefore, when a novel idea expressed by a child in the classroom is recognized 
and appreciated by the teacher, it motivates other children to think out of the box (Wheeler, n.d). 

From the socio-cultural perspective of learning, creativity and teaching-learning are 
overlapping. According to the socio-cultural approaches of learning propounded by Plucker, 
Beghetto & Dow (2004) creativity is an essential component of learning which depends on 
social, interactional and collaborative processes. Paavola, Lipponen & Hakkarainen (2004) 
who are proponents of the knowledge-creation metaphor of learning, said that creativity is 
about creating new practices. They place an emphasis on going beyond the given 
information. Learning is a process of inquiry whereby new knowledge is either created or 
previous knowledge is greatly changed. Thus, there is a close connection between learning 
and creativity. In fact, to some extent the two are synonymous. Lonka, Hakkarainen & 
Sintonen (2000) advocates progressive inquiry learning that emphasizes inquisitiveness and 
questioning in the learning process. 

Internationally, several studies have been conducted in regards to creativity. In 2012, 
researchers worked with 89 Finnish teachers and student teachers to identify the conceptions 
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as important in promoting creativity and child development. However, in describing her pre-
primary class students’ engagement in creative activities, she said: 

Till now they cannot draw. They sketch what they like to draw. Some of them can sing 
song also but usually they feel shy. If I ask them to sing a song, they refuse. Then I try to 
inspire them, “Look, kids I am singing, follow me. Don’t you watch television? The 
children on television do not feel shy, why should you?” Then some of them come 
forward. They come to the desk and sing one or two lines and go back to their seats 
quickly. This way they get encouraged. This is necessary for their development.

When a teacher in a private school was asked if she saw creativity among children in her class 
she stated that none of her students were creative and all of them were of average ability. It 
shows that teachers are not aware enough about children’s creative abilities which need to be 
nurtured from early years. Not only that, many of the teachers’ ideas about creativity of 
children is limited to children’s ability to draw, sing or color.

Joyful and creative learning
On how teachers encourage creativity among their students, Thomas Edison’s edict can be 
quoted, “creativity is 90% perspiration and 10% inspiration.” The research summary of 
“Fostering creativity,” however, emphasized the value of inspiration, “for many people, it is 
not the hard work that is difficult; it is waiting for inspiration” (Education Scotland, 2012). 

Discussion with the teachers of an urban private school revealed that some children have the 
ability to express themselves innovatively when they are assigned to write creative essays. A 
teacher illustrated her experience with an example of a Grade 3 student. He was asked to 
write an essay on “A memorable event of your birthday.” The teacher appreciated the way 
that student related his learning from his Religious Study lesson to his real life. The boy met a 
very poor disabled man on his birthday and didn’t hesitate to donate all the money he had 
received as birthday gift. Moreover, the teacher was really moved by the fact that when she 
read aloud the essay to the class, the boy’s eyes filled with tears. This shows that creativity 
has many dimensions and that children are very much capable to express themselves 
creatively if they are given the opportunity. Teachers have to come out of the tradition of 
giving stereotype assignments to students in order to foster creativity. 

It was observed that teachers encouraged students through verbal praise mostly for their 
drawing or singing. The teacher promoted students’ creativity by saying words of praise, 
such as “very good/very beautifully done” or by clapping. In this regard a classroom 
observation from an urban government school can be noted:

One girl student informed the teacher that she had learned how to draw a dog from 
number “5”. The teacher asked her to draw it on the board for everyone to see and learn. 
Everybody in the class clapped her for the drawing. Most of the students in the class 
were motivated to draw similar pictures.

Another teacher of a private school was seen to deal with her students with flexibility to draw 
as they liked even in the English class. The teacher not only encouraged and appreciated 
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students’ effort, but also gave them tips about drawing. This is an example of how teacher’s 
appreciation makes students confident and thus promotes students’ creativity. 

In contrast, an opposite scenario was observed where teachers discouraged students’ 
creativity by being rude about their activity, by questioning, and by making negative or 
disparaging remarks about students in front of their peers. For example, a girl in grade 1 drew 
a mixed colored cloud and grass. The teacher did not approve of it, said that the student had 
drawn it wrongly and showed it to others as a wrong example. The girl seemed to be very 
embarrassed. It was revealed that the teacher’s instruction was mechanical and emotionless 
even in the art class. The teacher came into the class and wrote on the board what students had 
to draw and started checking copies.

Some teachers discouraged students’ creativity by ignoring their interests and imposing 
teachers’ decisions on them. The following description from a rural government school 
illustrates the scenario:

The teacher announced that now it was time to do some extracurricular work. 
Everybody clapped their hand and the teacher asked them, What shall we do today? 
What do you wish to do? Someone said he liked to draw a house but the teacher decided 
it to be a flower garden. She drew a flower garden on the board and students just copied 
it. One girl even said that she did not like to drawa garden, did not like to draw flowers, 
but the teacher completely disregarded her. It was also noticed that students did not take 
much interest in drawing due to the fact that the teacher was not creative and innovative 
enough and students were not given enough scope to display their creativity.

Overcoming some obstacles
Rigid instructions and inflexibility of teachers stifle students’ creative mind. As seen in a 
kindergarten classroom of a private school, a student was coloring her drawing. The teacher 
said, “Have I asked you to color it? I said to draw only. Why are you coloring it without 
showing it to me?” Here the teacher discouraged creative activities by providing negative 
feedback to student’s art work; and also insulted students for immature drawing. For 
example, a teacher from an urban government school remonstrated, “Why are the Ducks’ 
lips so thick? It looks like a Stork. Your drawing is the same as your writing, your writing is 
bad, and drawing is also bad”.

Learning can be made enjoyable in various ways. In regards to creativity in teaching, a study 
done by Chan in 2007 emphasized the nurturjng of creativity for students’ whole person 
development. He compared teaching for creativity with creative teaching and pointed out that it 
is the teachers who can make learning interesting and effective by teaching creatively and by 
using imaginative approaches. Chan exemplified his view by suggesting that mathematics can 
be made exciting; science can be developed as a passion for enquiry, discovery and 
experimentation and the arts can be valued as opportunities for expression of diverse emotions. 

Chan concluded that while creative teaching does not necessarily lead to students’ creativity, 
it may provide suitable contexts for both teacher and student to be creative in a number of 
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using imaginative approaches. Chan exemplified his view by suggesting that mathematics can 
be made exciting; science can be developed as a passion for enquiry, discovery and 
experimentation and the arts can be valued as opportunities for expression of diverse emotions. 

Chan concluded that while creative teaching does not necessarily lead to students’ creativity, 
it may provide suitable contexts for both teacher and student to be creative in a number of 
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ways. Specifically, as teachers model the expression of their own ideas, students are 
encouraged to be expressive and innovative (Chan, 2007). 

In our country, many teachers have the concept of creative teaching. They also know the 
strategies to make teaching and learning enjoyable and child-friendly. A private school 
kindergarten teacher shared her knowledge in this regard. “Today I taught word making in 
my class. I could have drawn or displayed pictures of cucumber or fox on the board. This 
would have made my lessons more attractive to the children. But due to time constraint and 
class test I did not do that.” This shows that in favorable situations teachers can make 
learning experiences relevant to students by ensuring that the curriculum and pedagogy are 
relevant to students context and appropriate for age.

“Many teachers feel strongly that current priorities and pressures in education inhibit the 
creative abilities of young people and those who teach them” (Kohl, 1999). Our research very 
realistically portrayed the current classroom teaching-learning situation. It showed the 
pressure on teachers to go through large amounts of the curriculum content in order to prepare 
pupils for national examinations. This became a factor in inhibiting the development of 
teaching and learning methodologies that fostered creativity. It is very natural that teachers and 
parents give high priority to academic attainment and consider promotion of creativity and 
enterprise as added extras. This is due to the fact that the effectiveness of schools is measured in 
terms of their academic achievement only. They consider promoting creativity as a distraction 
from the real business of schools, i.e., to prepare students for tests and examinations.

The examination oriented education system in Hong Kong is considered as a constraint on 
creative teaching. No matter how constructivist the teacher is, their creativity could be 
seriously compromised with the prescribed common curriculum and centralized pedagogy or 
teaching frameworks. As mentioned by Chan (2007), “It is likely that a curriculum which is 
fixed and compulsory, which involves a great deal of content and which takes up a great deal of 
learning time, could pose great challenges to stimulating creativity in the teacher who needs to 
balance creativity and judgments against the requirements to teach in certain prescribed way.”

Similar situations prevail in Bangladesh too. Teachers named a number of reasons which 
hindered creativity of students. In an interview with government school teachers it became 
clear to us that teachers confine creativity only to the subject Arts and Crafts and the practice 
of drawing objects such as a glass or a flag. This is because these are in their syllabus and are 
included in the examination. Thus creativity has become exam-oriented. Teachers identified 
the large number of tests and exams students have to take as a hindrance. The number of class 
tests, monthly tests, and term exams drives the students in such a speed and keep them so 
busy that it takes them away from real study and learning.

Teachers also held rote memorization responsible for discouraging creativity. In a discussion 
with a group of urban private school teachers, concern was expressed that our system 
requires and encourages memorization. Students are taught abstract concepts which they 
learn by heart without getting any concrete experience. This makes learning monotonous 
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and uninteresting. For instance, they learn about chlorophyll without experimenting with 
real leaves. Students learn about food and nutrition from their textbook. But this could be 
taught in a more interactive manner through cooking or showing video clips. If teachers were 
allowed to spend more time and use resources, learning would be long-lasting and enjoyable. 
Teachers could assess learning through students’ overall class performance. Students’ 
enthusiasm in learning can be noticed when they are allowed to take part in the Science Fair 
where they prepare project work and present their work very enthusiastically. 

The volume of content for each academic session is another reason for neglecting creativity 
among students. Teachers confessed quite honestly that at times they realize the type of 
questions they ask the students and the methods they use in teaching do not help students to 
relate with their real life and diminishes a child’s creativity. 

Research participants suggested their expectations regarding the teaching-learning in the 
future. A discussion with participants from an urban non-government school revealed some 
of the flaws of our present education system. They offered suggestions to deal with these, 
especially, regarding the burden of the syllabus and the examination dependent teaching. As 
one participants put across her views:

Actually we all agree that our system has many problems. Children are going through a 
vast syllabus every year. As a result, the creative aspects are not remaining creative any 
more. The system has become pretty much focused on examination. Kids are just busy 
with memorization. They just want to have good grades and so the whole system has 
become memorization based. We should be given some freedom regarding policy making 
and have some independence in this respect. It is often impossible for me to complete the 
syllabubs and pay attention to examination properly within the limited time. I have to go 
on in a mechanical way. I certainly should be given some role in school policy making. 

Research findings of Moore (1993) and Chan (2007) support what we have observed, 
especially, the need for restructuring the curriculum. Teachers need to have the chance to 
introduce flexibility into the curriculum to address the constraints of an inflexible and factual 
content-focused curriculum. Moore (1993) suggested that in planning, teachers could be 
encouraged creative problem finding and problem solving in lesson plans. Teachers’ own 
initiatives for promoting creativity in class cannot be undermined. Creative teachers who 
inspire children to learn can also help them to do well in tests (Education Scotland, 2012).

II. Conclusion
To conclude, to foster creativity among young children the teacher has to value creativity and 
respect students’ individual differences in expressing and creating. Teachers need to involve 
students in real-world challenges to promote creative thinking. Awareness-raising activities 
are needed. For example, day-long work-shops can be held for primary and pre-primary 
teachers to strengthen their understanding about creativity and its importance in child’s 
holistic development. To promote creative teaching, interactive teaching-learning needs be 
pursued relying on the creative faculties of teachers and students. Research initiatives should 
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be encouraged to find appropriate methods for effective teaching and classroom practices 
that will help the flourishing of children’s creativity.
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