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Notes from the Editor

The second issue of 2012 begins with a tribute to Paulo Freire, underscoring his messages 
about the real purpose and meaning of education. Sabina Yeasmin and Khan Ferdousour 
Rahman explain the tenets and practice of critical literacy and their relevance for 
Bangladesh in the context of the explosion of information and communication technologies.

The challenges with regard to assessment of student learning and the problems arising from 
summative assessment through high profile public examinations are presented by Janmajoy 
De and Mohammed Noor-e-Alam Siddiqee in their report of a review of the Bangla 
language test questions in the Primary School Completion Examination introduced in 2009. 
They point out difficulties of measuring language competency by a written test based 
essentially on textbook content and the backwash effect on classroom teaching-learning. It 
also brings out concerns about the ethical and educational justification of a competitive 
public examination at the end of grade five, though this was not the focus of the research.

Issues of effective teaching- learning practices are examined in two articles in two different 
contexts. Md. Tariqul Islam and Farhana Rashid adapt the Social Inclusion Assessment 
Instrument (SIAI) and use it in Bangladesh secondary school to ascertain the degree of social 
inclusion in secondary schools classrooms. Tracy Beauty E. Omorogiuwa and Helen Ehi 
Eweka look at integration of classroom teaching and field work in a degree course in Social 
Work education in the University of Benin in Nigeria. 

Finally, Poorva Jain presents recent progress in elementary education in India based on the 
analysis of District Information System for Education (DISE) data. The data analysed are: (i) 
school- based indicators, (ii) facility indicators, (iii) teacher-related indicators, and (iv) 
enrolment-based Indicators. 
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Abstract 
This paper has attempted to examine Paulo Freire’s educational ideas – looking at the 
theoretical innovations of Freire, its impact on the development of educational practice and 
the development of critical pedeagogy and critical literacy. By discussing Freire’s 
contribution to education, its relevance and the extent to which his ideas are still of value in 
the contemporary world are considered. The examination of these ideas shows that Freire’s 
theories and their application in practice are more relevant to education and development in 
Bangladesh than ever before. 
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I. Background
As Freire saw it, literacy is about reading the world instead of reading the words only. The 
theoretical concept of empowerment that this statement embodies, can be traced back to the 
Brazilian humanitarian and educator, Paulo Freire (1921-1997), when he suggested a plan 
for empowering and liberating the oppressed people of the world through education. Freire 
(Paulo Regius Neves Freire) has been called “the greatest living educator, a master and a 
teacher” (Taylor, 1993) and was a cosmopolitan intellectual, who never overlooked the 
details in everyday life of ordinary people and the connections these had to the broader and 
global world. Known mostly for his literacy campaigns in Latin America and Africa, and for 
his seminal work Pedagogy of the Oppressed, he was active in and influenced literacy 
campaigns and programs first in Brazil, then in Chile and later in other countries including 
Guinea Bissau, Nicaragua and Tanzania (Allman, 1994; Gadotti, 1994). 
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II. Feire’s continuing relevance
Freire’s thinking continues to be rediscovered by generations of teachers, scholars, 
community activists and cultural workers, especially in Europe and North America. His 
revolutionary theory of pedagogy has influenced progressive educational practice and 
inspired educational activism around the world. Many contemporary non-formal 
educational efforts are deeply influenced by his work, which continues to exercise a strong 
influence on a variety of liberal and radical educators. 

Freire’s name has become synonymous with the very concept and practice of ‘critical 
literacy.’ The basic premise of critical literacy is that it requires the reader of a text to adopt a 
critical and questioning approach. It encourages readers to actively analyze texts and offers 
strategies so that the underlying messages can be uncovered. This concept is closely linked to 
the idea of critical pedagogy, also heavily influenced by the works of Freire. He strongly 
endorsed the learners’ ability to think critically about their education situation and recognize 
connections between their individual problems and experiences and the social contexts in 
which they are embedded. Realizing one’s consciousness (“conscientization” in Freire’s 
terminology) is a needed first step of "praxis," which is defined as the power and know-how 
to take action against oppression, empowered by liberating education. 

In Latin America, approaches that draw on Freire’s pedagogy are broadly known as ‘popular 
education;’ while in the United States these are more frequently described as ‘critical 
pedagogy.’ Freire’s ideas on education contribute to an understanding of the processes of 
education and social change, and thus of worth and relevance to contemporary Bangladesh. 

III. Objective of the paper
The broad objective of this paper is to explore the concept and relevance of Freirean 
approach to education. The specific objectives are as follows:

• To assess the role of ‘critical literacy’ for social change; 

• To examine Freirean presence in the new information age; and

• To consider Freire’s relevance from a Bangladesh perspective.

In looking at these objectives, it is necessary to comment briefly on the general contribution 
of Freire to educational thoughts. For Freire, all learning is relational and knowledge is 
produced in interaction. He put forth a pedagogy in which the individual learns to cultivate his 
own growth through situations from his daily life that provide useful learning experiences. He 
believed in the liberating potential of education. By employing visual aids based on local 
realities, his work helped illiterate people from marginalized communities to tell their 
personal histories and to claim their political rights. The subject should build his reality from 
the circumstances that give rise to the daily events of his life. The texts that the individual 
creates permit him to reflect upon and analyze the world in which he lives - not in an effort to 
adapt himself to this world, but rather as part of an effort to reform it and to make it conform to 

his historical demands. The method of learning of Freire requires that learners do more than 
simply reproduce the words that already exist. It requires that they create their own words, 
words that allow them to become aware of reality in order to fight for their own emancipation. 

Freire insisted that the function of education was to build on the language, experiences and 
skills of the ‘educatees,’ rather than imposing on them the culture of the ‘educators.’ He took 
education out of the classroom and created ‘the culture circle.’ where learners used their own 
ways of speaking to articulate their shared understanding of how their world came to be like 
it was and how to act to change their future. From being a monologue process, education 
should be a process of dialogue in which educatees and educators engaged in mutually 
respectful learning. Freire talks about the fallacy of looking at the education system like a 
bank, a repository where learners come to withdraw the knowledge they need for life. 
Knowledge is not a set commodity that is passed from the teachers to the learners. Learners 
must construct knowledge from knowledge they already possess. Teachers must learn how 
the students understand the world so that the teacher understands how the student can learn.

A core component of Freirean theory is that learning begins with action which is then shaped 
by reflection, which gives rise to further action. Learning is thus a continuous process, 
directed at enhancing the learners’ capacity to act in the world and change it. This is not 
necessarily a materialistic understanding, but a cognitive one, whose importance is revealed 
in the liberation from oppression which is found in the interior of the consciousness of the 
individual who possesses it.

Freire endeavors that the individual, through systematic study, also learn to fight for the end 
of oppression and for constructive criticism of the status quo. So, this is not the pedagogy for 
the oppressed; rather the pedagogy of the oppressed. In fact, Freirean thought has been 
applied to a number of practical and theoretical contexts, such as liberation and social 
movements, academic disciplines such as anthropology, urban planning and gender, as well 
as in educational contexts in both the developed and developing worlds. 

IV. About ‘Critical Pedagogy’
Critical pedagogy attempts to understand how power works through the production, 
distribution and consumption of knowledge within particular institutional contexts and seeks 
to make learners informed subjects and agents in their own change. In this instance, the issue 
of how identities, values and desires are shaped in the classroom is the grounds of politics. 
Critical pedagogy is thus concerned with the practice of self-criticism about the values that 
inform teaching. It is also a process of generating critical self-consciousness regarding what 
it means to be equipped with analytical skills to be self-reflective about the knowledge and 
values one finds in classrooms. Moreover, such a pedagogy attempts not only to provide the 
conditions for students to understand texts and different modes of intelligibility, but also 
opens up new avenues for them to make better moral judgments that will enable them to 
assume some sense of responsibility to the other in light of those judgments.
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Freire was acutely aware that critical pedagogy is perceived as dangerous to ideological 
fundamentalists, the ruling elites, religious extremists and right-wing nationalists all over 
the world. Because, central to its very definition is the task of educating students to become 
critical agents who actively question and negotiate the relationships between theory and 
practice, between critical analysis and common sense, and between learning and social 
change. Critical pedagogy opens up a space where students should be able to come to terms 
with their own power as critically engaged citizens. It provides a sphere where the 
unconditional freedom to question and assert is central to the purpose of public schooling 
and higher education, if not democracy itself. 

Thus, for Freire literacy was not a means to prepare learners for the world of subordinated 
labor or mere ‘careers,’ but a preparation for a self-managed life. And self-management 
could only occur when people have fulfilled three goals of education: self-reflection, that is, 
realizing the famous poetic phrase, ‘know thyself,’ which is an understanding of the world in 
which they live, in its economic, political and, equally important, its psychological 
dimensions. Secondly, ‘critical’ pedagogy helps the learner become aware of the forces that 
have hitherto ruled their lives and especially shaped their consciousness. The third goal is to 
help set the conditions for producing a new life, a new set of arrangements where power has 
been, at least as a trend, transferred to those who literally reshape the social world by 
transforming nature and themselves.

Critical literacy, a largely overlapping concept with critical pedagogy, is an instructional 
approach that advocates the adoption of ‘critical’ perspectives toward text. It involves 
reading critically—thinking about the identity and intent of the writer, and the social and 
historical context in which the text was written. It encourages readers to actively analyze 
texts and offers strategies for what proponents describe as uncovering underlying messages. 
Critical literacy should be applied in local context through participatory approach. This has 
to be a bottom up process and it must empower the learners through knowledge. Critical 
literacy challenges the status quo in an effort to discover alternative paths for self and social 
development. But how and how much we practice it in real classroom teaching-learning is 
the question.

V. Liberating Education
Freire (1970) has argued that educative processes are never neutral. They can either be an 
instrument of domination or liberation. Educative processes domesticate people where there 
exists a dominant culture of silence. In this culture people are taught to accept what is handed 
down to them by the ruling elite without questioning. Hence, the understanding of people of 
their social reality is limited to what they are taught and told to accept and believe. Freire 
(1970) points out that:

In a culture of silence the masses are 'mute', that is, they are prohibited from creatively 
taking part in the transformation of their society and therefore prohibited from being. 

Even if they can occasionally read and write because they were 'taught' in 
humanitarian - but not humanist - literacy campaigns, they are nevertheless alienated 
from the power responsible for their silence (p. 30).

In his analysis of the dynamics of power, Freire reserves the term ‘oppressed’ for those whose 
own voices are silenced because they are forced to speak with a voice that is not their own: 

The oppressed are not only powerless, but reconciled to their powerlessness, 
perceiving it fatalistically, as a consequence of personal inadequacy or failure. The 
ultimate product of highly unequal power relationships is a class unable to articulate 
its own interests or perceive the existence of social conflict (ibid.)

Freire contributed a philosophy of education that came not only from the more classical 
approaches stemming from Plato, but also from modern Marxist and anti-colonialist 
thinkers. He emphasized the need to provide native populations with an education which was 
simultaneously new and modern (rather than traditional) and anti-colonial (not simply an 
extension of the culture of the colonizer). According to him, education should allow the 
oppressed to regain their sense of humanity, in turn overcoming their condition. 
Nevertheless, he also acknowledges that in order for this to occur, the oppressed individual 
must play a role in their liberation. As he states: 

No pedagogy which is truly liberating can remain distant from the oppressed by 
treating them as unfortunates and by presenting for their emulation models from 
among the oppressors. The oppressed must be their own example in the struggle for 
their redemption (Freire, 1970, p. 54).

Freire believed education to be a political act that could not be divorced from pedagogy. He 
defined this as a main tenet of critical pedagogy. Teachers and students must be made aware 
of the ‘politics’ that surround education. The way students are taught and what they are 
taught serves a political agenda. Teachers, themselves, have political notions they bring into 
the classroom (Kincheloe, 2008). 

VI. Concept of ‘Education’ in the New Information Age
Socrates declared ‘knowledge is virtue’ and for Francis Bacon ‘knowledge is power.’ 
Education is the fountain-head of sustainable development, which propels individuals to 
luminous height. The social purposes of education are located in the long term, and oriented 
towards the construction and maintenance of a sustainable future. The philosophical end-
point of education is the advancement of the frontiers of knowledge and thus the horizon for 
people. Education upholds self-development, rekindles self identify and ignite the 
environment with sparks of change and progress. 

Education, therefore, is a process of socialization that equips members of a society for not 
just the reproduction of existing structures and patterns, but for forging new paths in facing 
social challenges. We can observe markers of a paradigm shift in learning – manifested in the 
movement from learning in classroom to learning anywhere, lecture-centric to learner-
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people. Education upholds self-development, rekindles self identify and ignite the 
environment with sparks of change and progress. 
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centric approach, teachers delivering instruction to being a facilitator of learning as 
discovery, oral strategy of instruction to technology supported learning, fixed time to any 
time for learning, and time-bound education to lifelong learning. 

The digital era introduces new concepts for literacy, such as ‘computer literacy,’ 
‘technological literacy,’ ‘electronic literacy’ and ‘critical media literacy.’ These new texts 
constitute new structures for the way we construct knowledge, define and redefine 
representations and language use, and produce new discourses and discursive practices at the 
crossroads of a new information age. It is crucial in the current era of technological hype and 
cyber culture, where virtual worlds meet real worlds, to open up a space where we can raise 
questions about the meaning, usefulness and ways these new texts redefine space, time, 
knowledge, information, and politics. 

VII. Neoliberal Economy and Corporate Domination
Under the umbrella of neoliberal economy, both public and higher education of our country 
are largely defined through the corporate demand that they provide the skills, knowledge and 
credentials that will supply the workforce necessary for the country to achieve higher 
economic growth. As schooling is increasingly subordinated to a corporate order, any 
vestige of critical education is replaced by training and the promise of economic security. 
Similarly, pedagogy is now subordinated to the narrow regime of teaching to the test coupled 
with an often harsh model of disciplinary control in classroom, both of which mutually 
reinforce each other.

In addition, teachers are increasingly reduced to the status of technicians and deskilled as 
they are removed from control over process and content of pedagogy or school governance 
structures. Teaching to the test and the corporatization of education become a way of 
‘taming’ learners. It invokes modes of corporate governance in which public school teachers 
become deskilled and higher education faculty are reduced to part-time employees, 
constituting the new subaltern class of academic labor. 

But there is more at stake here than a crisis of authority and the repression of critical thought. 
Under such circumstances, rarely do educators ask questions about how schools can prepare 
students to be informed citizens, nurture a civic imagination in them, or teach them to be self-
reflective about public issues and the world in which they live.

VIII. Rethinking Critical Literacy in the ‘New Information Age’
Pedagogy must constitute a broader category beyond classroom practices, official curricula, 
and educational canons, extending to all spheres of human life, including virtual spaces. Freire 
(2004, p. 85) advocated this critical understanding of technology, with which the education 
must be infused. This understanding can promote a growing capacity for intervention by the 
learner in his or her world, which must necessarily be subjected to the political and ethical test. 

With the rapid growth of information and communication technologies (ICTs), virtual space 
is slowly becoming the natural habitat of human beings in a rapidly globalizing world of 
networks free from the bounds of time and space. Technological development is offering 
new and diverse opportunities in the field of education. Teachers have found that technology 
is an exciting tool for developing their own teaching techniques as well as empowering their 
students to become more skilled learners. There is a need for acquiring techniques of using 
technology properly to improve skills in any discipline in the context of the globalised world 
and its virtual extensions. 

It is imperative that we develop a deeper comprehension of the transformation in multiple 
realms of human life including communication, human relations, labor relations, and of 
course, pedagogy due to the advent of new technologies. Therefore, a global critical reading 
of virtual spaces as sites of public pedagogy with emerging new literacy perspectives is 
important. This critical reading could shed light on both the limitations and the possibilities 
concerning agency, meaning-making, and enormous contradictions in globalization of 
virtual and real cultures. A critical perspective on new ICT and Web hype would mean that 
we create pedagogical spaces where the learners can sharpen their critical skills and raise 
questions about content, authority and canons. 

IX. Relevance of Freirean Thoughts in Bangladesh
 The education system in the country now faces a wide range of challenges, the bulk of which 
can be attributed to inadequacies related to quality, partly due to limited resources. A quarter 
of young Bangladeshis does not complete primary schooling and is left without the required 
skills to succeed in the world of work, revealed a UNESCO report (2012). It said the country 
has over eight million such people aged between 15 and 24 years. The figure has put the 
country among the top five nations in the world which have most young people not 
completing primary school. 

In terms of pedagogy, there is excessive use of lecturing and memorization, with little 
understanding of what is being memorized. Freire describes this situation as one in which the 
learners are seen as receptacles into which knowledge can be deposited. 

This bank concept of education takes the learner as passive minds – a mere container- which 
can be adapted to the existing order of things and controlled and dominated with ease. The 
more passive people are, the more they will adapt, the more their creativity will diminish and 
their naiveté increase, which creates the conditions necessary for the oppressors to look like 
generous benefactors. The existing education system is designed to serve the interest of the 
elite and encourage people to adjust to existing state of society rather than transform it. If the 
value and full potential of the people and their democratic and human rights are recognized, 
the country needs to build an education system in which people are not treated as objects but 
subjects who are capable of working to change their social reality.
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X. CONCLUSION
The role of education is to build the nation in which knowledge enhances empowerment of 
people. Paulo Freire wanted the individual to form himself rather than be formed. To this 
end, he proposed that educational content be derived from the daily experiences the 
individual encounters. He proposed that one ‘problematize’ his/her own life in a way to 
realize change to a different status. Freire recognized that the practices he suggests can 
encounter ‘limiting situations’ that block them, and that these situations are the product of 
resistance on the part of the oppressing classes to any change in the status they so closely 
guard.

The ideas of Freire on education reveal a new way of looking at education and social change. 
He has given literacy and education in general the mission of awakening in people a critical 
conscience which enables them not only to know what needs changing but ‘be fully human,’ 
which is the right of every person and not only of the privileged few. It is this consciousness 
that creates the will and the motivation in people to struggle for social change. Therefore, the 
education system as a whole has to follow the philosophy of ‘openness’ – open to the people, 
place, methods and ideas. To realize this potential of openness in learning, the advances in 
communication and learning technologies, which Freire did not have at his disposal in his 
time, open new possibilities for learners, teachers and the educational system. 
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Abstract 
For elementary level learners, it is crucial to master basic linguistic competencies in mother 
tongue (L1), which in turn smoothen the overall learning process. Assessment of linguistic 
competencies requires careful consideration of the curricular aim for L1. In Bangladesh, the 
elementary stage of education ends with a public examination called Primary School 
Certificate (PSC) examination. The examination format includes only written testing which 
should reflect, as much as possible, the competencies prescribed by the curriculum for 
primary level. This paper reviews the questions set for Bangla (Bangla is the L1 for the large 
majority of students) in years 2009, 2010 and 2011. The main objective of this review was to 
explore the nature of the Bangla test items and see how or to what extent they are aligned with 
competencies prescribed in the national curriculum for the primary level. The question 
paper review was conducted keeping Bangla Terminal Competencies, Bangla Textbook for 
grade 5 and the cognitive domain of learning in consideration. 

I. Introduction
Since 2009, students of primary level have been receiving a credential for completing 
primary education and becoming eligible for the next level of education (lower secondary) 
through a public examination given to the students at the end of grade five, called Primary 
School Certificate examination (PSC). Public examination is not uncommon in Bangladesh, 
but it has been introduced now for the first time as early as in grade five, a practice not 
followed internationally. This examination is administered nationwide at a time through a 
common set of question papers followed by publication of result applying a grading system. 
Students obtaining good grades are rewarded with scholarship, instead of the previous 
practice of a selected few sitting for a separately arranged scholarship examination. In 
preparing question papers for externally conducted public examination, academic merit 
level of students are sought to be judged (Linn & Gronlund, 2000). But this is generally done 
at the secondary level, rather than at the primary level, which is regarded as too early for 
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subjecting students to the pressure of a competitive public examination and labeling young 
students as academically successful or failures.

It is expected that students at the primary level would achieve the competencies listed in the 
primary curricula so that they build a strong foundation for the next levels of education. A 
critical concern, therefore, would be whether and how a public examination (PSC) at this 
level is helpful in this respect. A competency based primary education curriculum was 
introduced two decades ago. Ensuring achievement of the competencies requires that the 
assessment system is consistent with the curricular aims (Kabir & Monzoor, 2008). A 
pertinent question is to what extent the assessment tests in the cycle completion examination 
(PSC) correspond with the curricular aims. With this question in mind, we have undertaken 
the review of the Bangla test question papers of last three years since PSC has been 
introduce. We have selected Bangla test questions so that we can consider how valid and 
reliable these tests are in measuring Bangla (L1) language competencies of students. This 
paper will review the Bangla test questions of 2009, 2010 and 2011 keeping the Bangle 
terminal competencies prescribed by the primary curriculum in consideration. It will also 
explore the related issues of the test structure, textbook reliance of the tests and how the 
cognitive domains are handled. 

II. Background and Rationale
Primary School Certificate (PSC) examination marks the completion of a five year cycle of 
first level of formal education and students move on to the next level of education if they 
obtain the minimum marks for passing. National Academy for Primary Education (NAPE) 
designs the question papers for PSC examination. Before this national public examination 
was introduced in 2009, for a short period since 2006, district-wise completion examination 
was administered with district level committees setting the question papers following model 
questions provided by NAPE (Akbar, Dhar & Mullick, 2008). Until 2005, primary education 
cycle ended with a school based examination and certification.

In Bangladesh, the curriculum for the primary level is considered to be competency based 
and the aim is to ensure that students achieve a minimum set of competencies (CAMPE, 
2000).

There are multiple interpretations of competency in educational literature. From a 
functionalist point of view, competency is synonymous to skill (Evers, Rush, & Berdrow, 
1998). The curriculum for primary level introduced by the National Curriculum and 
Textbook Board (NCTB) has identified a set of general competencies and formulated 
subject-wise terminal competency-based Essential Learning Continuum (ELC) for a five-
year cycle. The curriculum for the primary level describes competency (NCTB, 2002-2003, 
p-7) as ‘the gained knowledge, ability and attitude which could be applied in real life at the 
right time’ (translated from the original Bangla). However, the assessment methods and 
practices to measure competencies achieved by students remain problematic. The 

assessment tests/examinations appear merely to assess content knowledge, rather than 
competency, and teaching in the classroom is shaped by the demands of the examinations. 
(Banu, 2009).

The main tool for assessment at the primary level has been written test which is summative in 
nature, though ideally formative assessment should be the dominant mode. It is generally 
accepted that large-scale standardized testing does not allow effective assessment of all 
types of competencies (Mathews, 1985). If tests/examinations are the main assessment 
tools, they should be designed carefully so that they come as close as possible to examining 
the intended curriculum (Hall & Burke, 2004). The design of the test items should take into 
account how the minimum target competencies can be measured.

PSC examination is administered through written testing of six subjects areas – i. Bangla, ii. 
English, iii. Mathematics, iv. Science, v. Social Science and vi. Religious Studies from the 
primary curriculum. Having written tests as the sole measurement instrument, assessment of 
oral communication skills, cognition, and values and attitudes is neglected. Recognizing this 
limitation, we attempted to analyse written question papers to understand how they 
correspond to the competencies learners are expected to acquire at the primary level. We have 
narrowed down the focus of the review to assessment of the Bangla language curriculum.

The Bangla test questions of 2009, 2010 and 2011 were selected for review. It is generally 
agreed that teaching of the first language (L1) at the elementary stage is crucial and carries or 
should carry a lot of curricular weight. Moreover, there is an interdependent relationship 
between language and the overall learning process (Whitehead, 2002). L1 education is of 
huge importance not only because of its own value, but it is also the means of learning other 
skills and developing cognitive abilities (Evans & Carr, 1985). L1 is usually the medium of 
instruction for other subjects. Since the language curriculum emphasized measurable 
competencies, the tests should be geared to measuring those competencies. Another aspect is 
the cognitive dimensions of the competencies which must not be ignored. So we focused on 
the assessment tool for Bangla (L1) language in the national examination to explore the 
nature of the Bangla test items - how they relate to curriculum-prescribed competencies and 
textbook contents and their potential for assessing cognitive abilities of students. 

Review of Test Questions
The objective of the question paper review was to understand the characteristics and 
determine the validity of the Bangla test items used as assessment tools in the Primary 
School Certificate (PSC) examination in different years (2009, 2010 and 2011). The 
following concerns were kept in view in preparing the guidelines for the review.

1. To what extent could the Bangla terminal competencies be measured through the test 
items?

2. How are the textbook contents reflected in the test items?

3. What type of cognitive abilities could be measured by the test items? 
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III. Review Methodology
Bangla question papers used in PSC from 2009 to 2011 were collected. These three sets of 
question papers were analysed keeping in view the 16 Terminal Competencies for Bangla, 
grade 5, the content of the grade 5 Bangla textbook (Amar Bangla Boi) and the cognitive 
domains suggested by Bloom. As terminal competencies reflected the curricular goals for 
the primary level, we thought these ought to determine the main criteria for reviewing the 
question papers of cycle completion examination (PSC). We analysed the terminal 
competencies as ground work for this review. Furthermore, we looked into the Bangla 
textbook to gauge the relationship between the test items and the textbook contents. Lastly, 
we considered cognitive domains of Benjamin Bloom’s taxonomy of educational objective 
to explore the cognitive dimensions of the test items. We followed Bloom’s original order of 
cognitive domains, viz., i. Knowledge, ii. Comprehension, iii. Application, iv. Analysis,      
v. Synthesis and  vi. Evaluation (Blooms, 1956). 

Skills Based Terminal Competencies 
For the curricular area of Bangla language, there are 16 terminal competencies learners are 
expected to achieve within five years of primary schooling (NCTB, 2002-2003). These 
terminal competencies are formulated on the basis of four language skills- Listening, 
Speaking, Reading and Writing. The table below shows all the terminal competencies. 

Table1. Skill Based Terminal Competencies

1. Listening

2. Speaking

1.1 To acquire knowledge about the mode of Bangla language 
construction, organisation of sentences (syntax) and its rules and 
applications.

1.2 To be able to understand the main idea of rhymes, poems, stories, 
conversations, speeches, descriptions etc. in Bangla by listening to 
them attentively.

1.3 To be able to understand by listening to the numerical words 
(countable, ordinal and date).

2.1 To be able to use the mode of Bangla language construction, 
organisation of sentences and its rules and applications.

2.2 To be able to recite Bangla rhymes, poems and tell stories ,and 
engage in conversations, speeches, descriptions etc. with 
understanding.

2.3 To be able to express and exchange own thoughts and feelings to the 
class –mates and others and speak in standard colloquial Bangla 
correctly.

2.4 To be able to say the numerical words (countable, ordinal and date).

Terminal CompetencySkill Area
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3. Reading

4. Writing

3.1 To be able to apply the mode of construction of Bangla language, 
organisation of sentences and its rules and applications.

3.2 To be able to understand the main idea of Bangla rhymes, poems, 
stories, conversations, speeches, descriptions etc. by reading 
attentively.

3.3 To be able to read Bangla printed and hand-written materials with 
correct pronunciation, and continue acquiring knowledge about 
Bangla language.

3.4 To be able to read the numerical words (countable, ordinal and date).

4.1 To be able to apply in writing the mode of Bangla language 
construction, organisation of sentences and its rules and 
applications.

4.2 To be able to understand and write the main theme of the Bangla 
rhymes, poems, stories, conversations, speeches, descriptions etc.

4.3 To be able to write the numerical words (countable, ordinal and date).
4.4 To be able to express in writing about observations, experience and 

attitudes in correct and clear Bangla language.
4.5 To be able to write ordinary letters, applications and fill in different 

forms.

Terminal CompetencySkill Area

 Source: National Curriculum for Primary Level, 2002-2003

IV. Structure of Bangla Question Papers in PSC
On the whole, a common structure has been followed in designing the Bangla language 
questions for the three years - 2009, 2010 and 2011. A total of 100 marks are distributed 
among 15 questions. There are similarities in the way of ordering the items, options offered, 
and marks distribution. Only a few variations were found in marks distribution and number 
of optional items/alternatives provided for some questions. We present the structure of the 
three years’ tests question here:

Box1: Question Structure of PSC

Q1. Writing from memory the first 8 lines of one of the two poems mentioning the name 
of poem and the poet. (Marks: -1+1+8)

Q2. Explaining with reference to the context one of two given quotations from textbook 
poem/prose content. (Marks :-5)

Q3. Answering three questions out of five from Bangla Textbook contents. (Marks :-12)
Q4. Writing the meanings of five words out of given six. (Marks :-5)
Q5. Making sentences with five words out of given six. (Marks :-5)
Q6. Putting punctuation marks where necessary in a small passage. (Marks :-5)  
Q7. Filling in blanks in sentences with given alternatives. (Marks :-5)
Q8. Making questions from a given paragraph. (Marks :-5)
Q9. Making words using five out of seven given conjunct letters. (Marks :-5)
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Note: In 2011, Q no. 7 had given no alternative but in 2010 and 2009, Q no 7asked for 5 answers out of 6 
and 7options respectively. In 2011, Q no. 8 asked for making questions, in 2010 there was an 
alternative of antonyms for 5 words from given 6. In 2009, Q no. 8 asked only for antonyms for 5 words 
from given 8. Q no.10, 2011 asked for antonyms for 5 given words out of 6 while in 2010 and 2009, Q no. 
10 asked for 2 synonyms for any five words out of six. Q no 13, in 2011 asked for 4 answers out of 6 
options and marks on offer was 8 whereas in 2010, Q no 13 asked for 5 answers out of 6 with 5 marks on 

offer and in 2009, 5 marks was assigned for 5 answers out of 8 options for Q no.13.

 V. Assessment of Terminal Competencies for 
Listening and Speaking Skills

The assessment format of PSC examination has no oral/viva-voce test; so technically there is 
no scope left for measuring 7 terminal competencies (see Table 1) for listening and speaking 
skill attained by the examinees. As a matter of fact those two skill based competencies have 
always been ignored in assessment at the primary level. Those competencies in native 
language are essential in many ways, and more so at the primary level of education.

Listening and speaking are two imperatives for basic communication and some terminal 
competencies i.e. 1.2, 2.2 and 2.3 (see Table 1) The aim is that students are able to display 
their listening and speaking skill in different situations. Though these two skills in native 
language develop and flourish during early years in informal social settings, they should be 
nurtured systematically within the school context and the level of mastery regularly 
assessed. If these two skills are not tested, they may not get the level of attention they deserve 
during classroom activities. Terminal competency 2.3 aims that students would be able to 
speak correctly in standard Bangla. Evidently, a large scale written test has inherent 
limitations in measuring listening and speaking skills. 

VI. Assessment of Terminal Competencies for Reading Skills
Reading is not just a particular skill; it is part of literacy which is a prerequisite for the literacy 
and learning skills necessary for other subjects. In PSC examination, there is no option for 
testing students’ Bangla reading competencies. The printed question paper for written test 
allows measurement of reading competencies albeit in an indirect way. Examinees have to 
engage in careful reading to make sense for themselves of the printed questions before 
putting writing the answers. The written test thus in a limited way measures reading 
competencies and can give an idea of the level of attainment. But two aspects of reading - 
clarity and correctness in pronunciation (terminal competencies no 3.3) - cannot be tested 

Q10. Writing synonyms/antonym of five words out of given six. (Marks :-5)
Q11. Finding a single word expression (ek kothai prokash) for 5 out of 6. (Marks :-5)
Q12. Changing the form of five verb words out of six. (Marks :-5)
Q13. Briefly answering of four questions out of six from Bangla textbook contents. (Marks :-8)
Q14. Writing the gist of one poem out of two from Bangla textbook. (Marks :-8)
Q15. Writing a short essay on a topic out of given five. (Marks :-12)

without specific testing for this purpose. There is also concern with competency 3.2 which 
emphasizes that the students learn to understand different aspects of texts by reading. The 
skill of reading for understanding/comprehension requires cognitive abilities and different 
reading strategies. Students should be equipped with the strategies and provided with ample 
opportunities to read different kinds of texts and follow the strategies to comprehend 
different aspects of the texts (Fyfe & Mitchell, 1985). 

VII. Assessment of Terminal Competencies for Writing Skill
In this section we will look at how the test items of Bangla question papers of 2009, 2010 and 
2011 addressed the writing skill related to 5 terminal competencies (see Table 1). We will 
discuss these 5 competencies, their constituent aspects and implications. We will look at the 
test questions and all sub-items, the structure and intended assessment purposes and try to 
determine how these are linked with the terminal competencies.

Terminal Competency 4.1 expects that learners would produce correctly written language 
(Bangla) following grammar, i.e., syntactic rules, application protocols, etc. Some of the 
question items in PSC addressed this competency in a strict manner, asking for different 
kinds of sentence formation following certain conditions. Question no.5, for instance, asks 
to make a sentence with given words. Q no. 6 asks to insert required punctuation marks 
within a string of sentences for the purpose of accuracy. Q no 7 asks students to complete a set 
of sentences by filling blanks with given alternatives. The sentences are about some facts or 
information taken from textbook contents. And Q no. 8 asks to transform a set of assertive 
sentences into interrogative sentences. It should be noted that the given assertive sentences 
are mostly informative of certain contextual facts; so those could transformed into only who 
or what questions. Some Bangla question items in PSC are mainly intended to convey 
written information and knowledge of certain things from textbook contents. It is implicit 
that written outputs must be grammatically correct. For measuring broad language and 
communication skills which require combining competencies in sub-skills, a number of 
questions were used. Q no.2 about explaining an excerpt from a poem, Q no. 3 for answering 
factual questions, Q no. 13 answering comprehension questions in brief, Q no 14 on writing 
on thematic understanding of a poem and Q no 15 about writing essay on a given topic 
address the broadly defined terminal competency 4.1. Some other questions focus on the 
lexical aspects of language as this aspect (important for organization of sentence) is implicit 
in this competency. Q no 4 asks for meanings of given words, Q no 9 asks to form words with 
conjunct letters, Q no 11 asks for single word expression of an idea (ek kothae prokash), Q 
no. 12 is about changing verb words from classical (sadhu) form to modern (chalito) form, 
and Q no. 10 asks for antonym or synonym of given words. Answering these questions 
basically require calling upon previous knowledge, but no application skill. It was found that 
8 questions out of 15 are structured in a way that the students need to provide short or one 
word answers.
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factual questions, Q no. 13 answering comprehension questions in brief, Q no 14 on writing 
on thematic understanding of a poem and Q no 15 about writing essay on a given topic 
address the broadly defined terminal competency 4.1. Some other questions focus on the 
lexical aspects of language as this aspect (important for organization of sentence) is implicit 
in this competency. Q no 4 asks for meanings of given words, Q no 9 asks to form words with 
conjunct letters, Q no 11 asks for single word expression of an idea (ek kothae prokash), Q 
no. 12 is about changing verb words from classical (sadhu) form to modern (chalito) form, 
and Q no. 10 asks for antonym or synonym of given words. Answering these questions 
basically require calling upon previous knowledge, but no application skill. It was found that 
8 questions out of 15 are structured in a way that the students need to provide short or one 
word answers.
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Terminal competency 4.2 is mainly about comprehension/understanding of different type of 
texts, i.e., story, poem, rhyme, dialogue, speech and narrative. This competency intends that 
learners would be equipped with the strategy to draw thematic understanding of different 
types of texts and the means to communicate understanding through written output. The 
accuracy aspect of previous competency (4.1) is latently present in this. Q no. 2 in asks to 
explain an excerpt from a poem from grade 5 Bangla textbook and this explanation involves 
comprehending. Q no. 14 addresses the competency in a strict sense as it asks for thematic 
understanding of a mentioned poem from the textbook. And a few items under Q no. 3 
(answering questions) require ability to comprehend and analyse certain things from 
textbook contents. Now what is notable here is that Q no. 2, 3 and 14 are directly linked with 
textbook contents. So, arguably, it is possible to memorize a text and note down some 
explanation, without an adequate understanding of the theme. These 3 questions may at best 
provide an indirect and partial indication of comprehension and understanding of a text. 

Terminal competency 4.3 is about the ability to write words that signify number, ordinal 
number, and date. No question item in the tests over the three years specifically assesses this 
competency.

Terminal Competency 4.4 expects that students will be able to share observation, experience, 
attitudes and thoughts in correct written language. If we take observation, experience and 
attitude in true sense these are quite subjective from the point of view of each learner and no 
question in the last three years actually ask for demonstrating this competency. Some essay 
topics such as Our Country, A Historical Place, Television (2011), Trees as Friend of Man, 
Animal World of Bangladesh (2010), Natural Beauty of Bangladesh, Birds of Bangladesh, 
My Favorite Teacher and My Favorite Book (2009) require students to write from personal 
experiences and observations. It cannot be determined with any degree of certainty whether 
students actually express their own observations and experiences, or they provide a 
memorized answer following a set pattern. It is understood that tutoring and coaching, within 
and outside school, of examination candidates emphasize answers according to a set pattern 
rather than spontaneity in expression. It is expected that learners achieve the linguistic 
capacity to express their thoughts, ideas and feelings; at the same time they should develop 
thinking and observation skills. So in the classroom, children must go through a process where 
they are exposed to new knowledge, can relate with prior knowledge and experience, reflect 
on, and discuss learning content and apply the learning in different situations (Fosnot, 1989). 

Lastly terminal competency 4.5 under writing skill focuses on some practical uses of 
language like ability to write a letter, write an application and filling forms. No question item 
in the last three years addressed this competency. It is important that the students get to learn 
and practice useful skills that have immediate application in real life. Drafting a letter or an 
application for some practical purpose requires general writing skill as well as knowing the 
specific norms for writing a letter and an application. The exercise of writing a letter or an 
application can be made very interesting and challenging for the learners and can be a useful 

item in assessment. So far what we found is that the tests mainly measure content knowledge 
of students completing the elementary stage of education. 

Reliance on Textbook in Test Construction
Most of the items of Bangla question papers of 2009, 2010 and 2011 are either from the 
Bangla textbook (Amar Bangla Boi) contents or directly selected from the exercise sections ( 
Path Sikhi) of the textbook contents (poem, prose, stories). It gives us an impression that 
language learning is confined to textbook contents and selected items of the exercise sections 
of the contents. The textbook contents should be regarded as tools that initiate and to some 
extent guide language skill development. They are not meant to set boundaries and confine 
learning to the set contents. Such a restrictive approach does not enable students to achieve 
mastery of literacy and oral skills and build the foundation for further learning. 

Every year, Q no. 1 asks students to reproduce in writing of the first 8 lines of a poem from the 
Bangla textbook. This is a traditional question and it cannot literally be considered as a skill 
or competency. Students need to memorize the 12 poems from the textbook to answer Q no. 
1. Q no. 14 asks students to write about thematic understanding of a poem cited from the 
textbook. Having thematic understanding of a poem is a process expected to be mastered by 
the learners. Now if question papers follow a trend of selecting poems from the textbook, this 
potentially motivates learners to just memorize. All test items under Q nos.3, 7 and 13 are 
copied exactly from exercise sections of the textbook. In most cases the items ask for factual 
information from the contents. Again, questions that ask for word meaning (Q no. 4), making 
sentence with given words (Q no. 5), antonym/synonym for given words (Q no. 10), one 
word expression for a phrase (Q no. 11) are taken from exercise sections of textbook contents.

Table 2
below shows the test items in each year’s PSC and numbers of items which were copied 
directly from textbook exercises. In 2009, out of a total 88 test items, 57 (64.77 %) were 
taken from textbook exercises. In 2010, out of a total 72 test units, 42 (58.33 %) were taken 
from textbook exercises. And in year 2011, out of total 66 test units, 37(56.06 %) were taken 
from textbook exercises.

Table 2: Total Number and Percentage of Test Items and Test Items Taken from 
Textbook Exercises 

Note: Each single unit of a question is considered as a distinct test item for analysis. For example, 
question number 4 in 2011 asks for word meaning of any five words out of 6. Here, the 6 words are 
considered as 6 different test items. 
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It can be seen that a majority of test items are copied from the exercise sections of the 
textbook and the other items are also from the contents of the textbook. It is evident that 
language skills assessment as well as its teaching are based on memorizing and recalling the 
textbook content.

VIII. Cognitive Dimensions of the Test Questions
Since Bloom’s ground-breaking work on educational goals received worldwide acceptance, 
curriculum and assessment designers around the world have been considering his learning 
domains for different levels of education. Bloom’s classification (taxonomy) of cognitive 
levels is widely used as tool to analyse the level and depth required in a question paper. For 
written answers or to produce any text, we need to activate our cognitive faculty (Kellogg, 
2008). If the test questions are mostly from lower cognitive levels, they will measure only 
lower cognitive abilities. We looked at how the questions are worded and the cognitive 
intentions behind those words. It was found that test questions for Bangla don’t quite assess 
students’ higher cognitive abilities.

Table 3 
below shows the distribution of the total 35 test questions in the year of 2009, 33 test 
questions in 2010 and 31 test questions in 2011 according to their cognitive levels. In the 
analysis we found that in terminal examination of 2009, 27 questions (77.14 %) out of a total 
of 35, assess students’ knowledge level performance. There was no question found for 
assessing analysis and evaluation level of the cognitive domain in 2009. In fact there was not 
a single question at the evaluation level found in any of the question papers for the past three 
years. Only 1 question in 2010 was found to test analytical skill. 

Table 3: Distribution of Test Questions According to Levels of Cognitive Domain

Note: Alternative options are considered as separate questions for example: question number 2 asks 
for explanation (any one) mentioning source of a poem from two option ka (1st letter of Bangla 
consonant) and kha (2nd letter of Bangla consonant). Here both ka and kha has been considered as two 
different test questions. 
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In 2010, 23 questions (69.69%) out of total 33 assessed students’ knowledge level 
performance and in the following year, 21 questions (67.74%) out of the total of 31 were 
from knowledge level. It is observed that the predominance of knowledge level questions is 
being reduced year by year even though in small strides. In 2009, 11.42 percent of the test 
questions were formulated for comprehension, which increased up to 12.12 percent and 
16.12 percent in the following two years. And 8.57%, 12.12% and 13 % of total questions 
respectively were for assessing application in the three years. It is noteworthy that, there was 
no test question found on 

Figure 1: Bangla Test Questions According to Cognitive Levels in Percentages

evaluation skill in any year and a few test items were on analysis and synthesis skill. Figure 1 
presents a comparative picture of the distribution of questions according to cognitive levels.

The analysis has established that the Bangla test questions in the primary completion 
examination largely measure the skills of recalling factual information and texts from the 
Bangla textbook. Students cannot demonstrate their skills in different forms of 
communication through listening and speaking and can do so in a limited way through 
writing. They are also not challenged to demonstrate higher order cognitive abilities.

IX. Conclusion
Through the review of Bangla test question papers of the PSC examination, several areas of 
concern have been identified. First, there is an absence of scope to assess some of the basic 
linguistic abilities of the students such as listening, speaking and reading. As PSC 
examination includes only written tests, the test questions focus on writing skills. Secondly, 
instead of testing students’ linguistic abilities, the tests ask for specific memorized answers. 
They do not allow students to communicate their experience and demonstrate observation 
skills through linguistic expressions. The questions prompt them to reproduce language 
from the textbook contents. Thirdly, a majority of the test items are taken from exercise 
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sections of the textbook contents. Such textbook-centeredness of the questions largely 
negates the purposes underlying the competencies prescribed by the curriculum. Fourthly, as 
a consequence of the deficiencies noted, students are not required to demonstrate higher 
order cognitive abilities related to application, analysis and synthesis.

It can be concluded that for Bangla language teaching and learning, the assessment aim 
doesn’t quite match with the curricular aim. The characteristics of the assessment items 
strongly suggest a backwash effect on primary classroom instruction encouraging 
memorization and low level cognitive skills rather than building the linguistic and 
communication skills of students for further education and learning. We looked at the 
question papers of only one curricular area. We recommend a thorough review of all the test 
tools used for other subjects in PSC examinations. It is obvious that the authorities 
responsible for designing PSC and considering effective methodology at the primary level 
need to address some basic issues on assessment of learning, highlighted in this paper.
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Abstract 
There are not many instruments found to measure social inclusion in an educational setting. 
This study employed Social Inclusion Assessment Instrument (SIAI) to measure students’ 
perception about practices of social inclusion in Bangladesh. Data were collected from 
secondary level students in four districts. Statistical analyses were carried out to assess the 
reliability and validity of the Bangla version of SIAI. Results indicate that the instrument is 
acceptable for use in the Bangladeshi context. Students of secondary schools covered by the 
study felt socially included to a certain extentl but significant variation was found among the 
students of each classroom. 

Key words: Social Inclusion, Assessment Instrument, Classroom Practices

I. Introduction
The term inclusion is very broad ( and it is not only a special education issue (Refice, 2006; 
Dixon & Verenikina, 2007). Inclusive education is based on the premise that all children can 
learn and that all also need various kinds of of support in learning. It is “ a dynamic process 
which is constantly evolving according to local cultures and contexts and is part of the wider 
strategy to promote an inclusive society” (UNESCO 2001, p.32).

Ainscow, Booth and Dyson (2006) developed a typology of six ways of thinking about 
inclusion. According to them, inclusion concerns students having special educational needs. 
It is also a response to disciplinary exclusion, relates to all groups seen as being vulnerable to 
exclusion, a matter of developing school for all as in ‘Education for All’, and a principled 
approach to education and society. ‘Social Inclusion’ is the way of thinking that can ensure 
inclusive education covering all of these typologies. 

As Luxton put it, “Social inclusion reflects a proactive, human development approach to 
social wellbeing that calls for more than the removal of barriers or risks” (Luxton, 2002, 
p.viii). It “invokes us to cultivate in all children an appetite for involvement, self-expression 
and self-discovery, along with a well-founded expectation that their participation will be 
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welcomed, their choices supported, their contributions valued and their integrity 
safeguarded” (Frazee 2003, p. 15).

UNESCO (2008) describe a dialectic relationship between educational inclusion and 
social inclusion:
…even though education can contribute to promoting equality of opportunities among 
people to insert them into society, a minimum level of social equity is also necessary to 
achieve democratization in the access to knowledge. This would allow all people to acquire 
the competencies required to participate in the different areas of social life. (p.12)

Inclusive school promotes “a process of addressing and responding to the diversity of needs 
of all learners through increasing participation in learning, cultures and communities, and 
reducing exclusion within and from education” (UNESCO, 2005, p. 13). “An inclusive 
school has no selection mechanisms or discrimination of any kind. Instead, it transforms its 
pedagogical proposal into ways of integrating the diversity of students, thus fostering social 
cohesion, which is one of the main goals of education” (UNESCO, 2008, p.11). 

Booth (2002) emphasizes ‘participation’ in relation to social inclusion: 
Participation in education involves going beyond access. It implies learning alongside others 
and collaborating with them in shared lessons. It involves active engagement with what is 
learnt and taught, and having a say in how education is experienced. But participation also 
involves being recognised for oneself and being accepted for oneself. I participate with you, 
when you recognise me as a person like yourself, and accept me for who I am. (p. 2)

In a school to discover students’ participation, ‘classroom’ is and should be the most 
important locus. The classroom is described as “immediate environments of a child [that] 
significantly impact directly and indirectly on his/her learning” (Rietveld, 2004, p.2). Social 
inclusion in the classroom means participation and belongingness of each and every child in 
all activities of the class where s/he can makes valued contribution and receives necessary 
supports form the classmates and the teachers. Social inclusion requires practices in 
education (school and classroom) to “respond to the diversity of learning needs, regardless 
of their social origin, culture or individual characteristics” (UNESCO, 2008, p.11). 

The aim of inclusive education is to remove social exclusion (Vitello & Mithaug, 1998). “It 
aims to enable both teachers and learners to feel comfortable with diversity and to see it as a 
challenge and enrichment in the learning environment, rather than a problem” (UNESCO, 
2003, p.7). Ahmed noted that “Classrooms are diverse in terms of the types of children and 
the ways in which they learn. Children learn in different ways because of experience, 
environment and socio-economic and cultural backgrounds” (Ahmed, 2010 p.11). Issues of 
educational inclusion and exclusion obviously have implications for policy and practice. 
These are currently approached by “specific means by policy-makers, researchers and 
practitioners, to explain complex school and classroom realities and to provide frameworks 
for addressing a diversity of students’ needs” (Popa & Cozma, 2009 p.2). In this situation, “it 

is important to ask ourselves if education is really contributing to the development of more 
inclusive societies or if, on the contrary, it is reproducing the social exclusion and generating 
different forms of discrimination within education systems” (UNESCO, 2008, p.11). Also it 
is necessary to be “vigilant in scrutinising how deficit assumptions may be influencing 
perceptions of certain students” (Ainscow, 2004, p.8). Despite research (Doveston & 
Keenaghan, 2006; Ainscow, Booth &Dyson, 2006) carried out to understand social 
inclusion, not much has been found about measuring the perception of students about social 
inclusion in the classroom. In this context, the present study focuses on measuring social 
inclusion in the classroom of secondary schools in Bangladesh. The study also aims to test an 
instrument (Rinta et al, 2011) empirically in order to investigate its validity and reliability in 
Bangladeshi context to measure social inclusion in the educational settings. 

The Social Inclusion Assessment Instrument
Social Inclusion Assessment Instrument (SIAI) (Rinta et al., 2011) was developed to assess 
social inclusion among children. The study engaged 110 8-11 year-old children in the United 
Kingdom and Finland. The study suggested that the new instrument can be used in 
educational settings with children when assessing their feelings of social inclusion (Rinta et 
al., 2011). After an extensive literature review the research team found different aspects for 
measuring social inclusion effectively. A pilot test was conducted using a pilot instrument for 
combining and assessing different aspects of social inclusion. The final version of the 
instrument includes a balanced sample of items that measured ‘key elements (integration, 
emotional inclusion, belongingness, loneliness, participation, contentment and motivation) 
that construct the concept of social inclusion.’ 

Table 1 Items that constitute the Social Inclusion Assessment Instrument and the 
attributes that they assess (Rinta et al., 2011, p. 39-40)
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Attribute
Social 
integration

Emotional 
inclusion

Items on instrument
‘I have lots of friends in school.’
‘I have lots of friends outside school.’
‘Saying goodbye to friends is hard if I know I 
will not see them for a while.’
‘I can be sure my friends will take my side if I 
have an argument.’
‘I feel I belong in my class at school.’

‘It is important for me to have friends.’
‘It is important for me that other children like me.’
‘I feel left out of things at school.’
‘My friends always give me help if I need it.’

Source
Haerbelin et al., 
1989

Haerbelin et al., 
1989
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Source: Rinta et al., 2011, p. 39-40

A 5-point Likert-style scale was adopted by the research team to generate reliable 
information from the children. To pilot the instrument in Finland the research team translated 
the questionnaire into Finnish. 

II. Methodology

Instrument:
A 5-point Likert-style scale was developed to measure social inclusion in the classroom of 
secondary schools according to the original Social Inclusion Assessment Instrument (SIAI) 
design used by Rinta et al. (2011). A translated version (in Bangla) of the questionnaire was 
employed to collect opinion from the students of secondary schools. A pilot testing of the tool 
was done to understand whether the students of secondary schools can respond to the items 
translated in their mother tongue and if r there is any ambiguity to them. The pilot testing was 
conducted with 20 students who were 11-15 years old. 

Belongingness

Loneliness

Participation

Contentment

Motivation

‘I feel I belong to my neighbourhood.’
‘Other children are pleased for me to join their 
games.’
‘I would feel sad if I had to leave my school.’

‘I am never lonely.’
‘It is important to me to have friends I can turn to 
at any time.’
‘I get asked to take part in activities out of school.’
‘I get along well with children in my class.’

‘I like spending time on my own.’
‘Other children ask me to play with them.’
‘I prefer to be on my own and not with other 
people.’
‘I prefer doing schoolwork on my own, not in a 
group.’
‘I like doing activities that involve lots of children.’

‘The children in my class are very friendly.’
‘Other children like me just the way I am.’

‘I like going to school.’
‘I like to see my school friends outside school.’
‘It is more important to have a few close friends 
than trying to be friends with everybody.’

Leary et al., 2005

Asher and 
Wheeler,1985

Odena, 2007

Dollase and Koch, 
2002; Foundoulaki
And Alexopoulo, 
2004

Baumeister et al., 
2005; and Koch,
2002; Twenge et 
al., 2007

Attribute Items on instrument Source

Grades

Respondents and research site: 
Considering convenience and time we selected 13 classrooms in 4 schools from 4 districts of 
Bangladesh purposively. Students (11-15 years old) of the secondary level (Grades VI-X) 
were asked to participate voluntarily. A total of 438 students participated in the study as 
presented in the Table 2.

Table 2 Details of respondents

Data collection and analysis:
With permission from the head teacher of the schools, the purpose of collecting the data was 
explained to the students. The participants remained anonymous. On an average it took 30 
minutes for the students to respond to the 26 items of the instrument. We employed SPSS 
version 16.0 to analyse data to determine the validity and reliability of Social Inclusion 
Assessment Instrument (SIAI) and to assess the perception of students about social inclusion 
in the classroom. 

Findings

Validity and reliability of Social Inclusion Assessment Instrument (SIAI): 
Internal consistency measures and correlation analysis were employed to validate the SIAI’s 
use in Bangladeshi secondary schools for measuring social inclusion. To measure the 
internal consistency reliability of 26 items translated (in Bangla) SIAI we assessed 
Cronbach’s alpha measure. The Cronbach’s alpha for the instrument used in the study was 
0.72. It showed high internal consistency and reliability for the items (Morgan et al., 2004). 
Cronbach’s alpha was also high or equal to the accepted level for separate data sets from four 
schools in four districts. Table 3 below shows the findings. 

Table 3 Internal Consistency of the Instrument for the participating schools in four districts
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Total
 VI VII VIII IX X

District Gazipur 40 35 0 26 0 101

Dhaka 0 54 0 66 0 120

Shatkhira 0 49 37 13 0 99

Bhola 31 15 26 15 31 118

Total 71 153 63 120 31 438

 District Cronbach's alpha Interpretation

Gazipur 0.70 a = 0.70

Dhaka 0.78 a > 0.70

Shatkhira 0.74 a > 0.70

Bhola 0.70 a = 0.70

Total 0.72 a > 0.70
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Source: Rinta et al., 2011, p. 39-40
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For analysing each of the seven attributes within the questionnaire correlation analyses were 
used. We calculated Pearson Correlation separately for each of the attributes which indicate 
significant correlation among items. Correlations were also run with pairs of items for 
different attributes of social inclusion. Table 4 illustrates some of the correlations which 
were found most significant (p<0.01) for different attributes.

Table 4 Pairs of items that generated statistically most significant correlations

* Correlation is significant at the 0.01 level (2-tailed).

Perception of the students about social inclusion in the classroom:
Mean scores and standard deviations were calculated to understand students’ perception 
about their social inclusion in the classrooms. Table 5 illustrates their perception in different 
attributes of social inclusion. The study employed a five-point scale where the scores of the 
responses were 5 (strongly agree), 4 (agree), 3 (undecided), 2 (disagree) and 1 (strongly 
disagree), respectively. As the mean scores for each of the attribute is more than 3.00 and for 
all attributes is 3.66, they show that students were largely agreed that they are socially 
included in the classrooms. The mean score for participation is low (3.05) than other 
attributes and it is the highest for motivation (4.07). These indicate that students were 
ambivalent about their degree of participation in the classroom; at the same time, they had a 
positive attitude about school. 

Attribute

Social 
Integration

Emotional 
Inclusion

Belongingness

Loneliness 

Participation 

Containment 

Motivation

Items

“I feel I belong in my class at school”
“I can be sure my friends will take my side if I have an 
argument”

It is important for me to have friends
It is important for me that other children like me

I feel I belong to my neighbourhood
I would feel sad if I had to leave my school

I am never lonely
I get along well with children in my class

Other children ask me to play with them
I like doing activities that involve lots of children

The children in my class are very friendly
Other children like me just the way I am

I like going to school
I like to see my school friends outside school

*Correlation

.000

.003

.003

.000

.005

.000

.000

Table 5 Students' perception about Social Inclusion

On the other hand standard deviations for all of the attributes are more than 1.00 for a five 
point scale. This variability reveals that some students feel more included in the classroom 
and some feel excluded in the same context.

Table 6 Social inclusion in the participating schools of four districts

III. Discussion and Conclusion
The instrument for social inclusion developed by Rinta et al., (2011) suggested a way to 
assess the concept of social inclusion. It covered the psychological and sociological factors 
relevant for constructing the concept of inclusion.. As with the original instrument, the 
Bangla version was found child-friendly and easy for children to handle in the schools of 
Bangladesh. 

As the present study found, internal validity and reliability of the Bangla instrument is 
acceptable. Researchers, teachers and other professionals can use this protocol to assess the 
level of social inclusion in the classrooms for students. This protocol is also appropriate for 
assessing the level of individual social inclusion of a student in his/her context. 

The study found that students, on average, are inclined towards agreeing that they are 
socially included in the classrooms, though there is significant variability in their perception. 
Some of the students in a classroom have a strong feeling of being included and integrated in 
the classroom; while some also strongly feel being excluded. 
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Attributes Number of Items (N) Mean (M) Standard deviation (SD)

Social Integration 5 3.52 1.24

Emotional Inclusion 4 3.70 1.15

Belongingness 3 3.88 1.15

Loneliness 4 3.84 1.17

Participation 5 3.05 1.25

Containment 2 3.53 1.27

Motivation 3 4.07 1.15

Total 26 3.66

District Mean (M) Standard deviation (SD)

Gazipur 3.61 1.18

Dhaka 3.58 1.11

Shatkhira 3.62 1.22

Bhola 3.58 1.16



36   Bangladesh Education Journal

For analysing each of the seven attributes within the questionnaire correlation analyses were 
used. We calculated Pearson Correlation separately for each of the attributes which indicate 
significant correlation among items. Correlations were also run with pairs of items for 
different attributes of social inclusion. Table 4 illustrates some of the correlations which 
were found most significant (p<0.01) for different attributes.

Table 4 Pairs of items that generated statistically most significant correlations

* Correlation is significant at the 0.01 level (2-tailed).

Perception of the students about social inclusion in the classroom:
Mean scores and standard deviations were calculated to understand students’ perception 
about their social inclusion in the classrooms. Table 5 illustrates their perception in different 
attributes of social inclusion. The study employed a five-point scale where the scores of the 
responses were 5 (strongly agree), 4 (agree), 3 (undecided), 2 (disagree) and 1 (strongly 
disagree), respectively. As the mean scores for each of the attribute is more than 3.00 and for 
all attributes is 3.66, they show that students were largely agreed that they are socially 
included in the classrooms. The mean score for participation is low (3.05) than other 
attributes and it is the highest for motivation (4.07). These indicate that students were 
ambivalent about their degree of participation in the classroom; at the same time, they had a 
positive attitude about school. 

Attribute

Social 
Integration

Emotional 
Inclusion

Belongingness

Loneliness 

Participation 

Containment 

Motivation

Items

“I feel I belong in my class at school”
“I can be sure my friends will take my side if I have an 
argument”

It is important for me to have friends
It is important for me that other children like me

I feel I belong to my neighbourhood
I would feel sad if I had to leave my school

I am never lonely
I get along well with children in my class

Other children ask me to play with them
I like doing activities that involve lots of children

The children in my class are very friendly
Other children like me just the way I am

I like going to school
I like to see my school friends outside school

*Correlation

.000

.003

.003

.000

.005

.000

.000

Table 5 Students' perception about Social Inclusion

On the other hand standard deviations for all of the attributes are more than 1.00 for a five 
point scale. This variability reveals that some students feel more included in the classroom 
and some feel excluded in the same context.

Table 6 Social inclusion in the participating schools of four districts

III. Discussion and Conclusion
The instrument for social inclusion developed by Rinta et al., (2011) suggested a way to 
assess the concept of social inclusion. It covered the psychological and sociological factors 
relevant for constructing the concept of inclusion.. As with the original instrument, the 
Bangla version was found child-friendly and easy for children to handle in the schools of 
Bangladesh. 

As the present study found, internal validity and reliability of the Bangla instrument is 
acceptable. Researchers, teachers and other professionals can use this protocol to assess the 
level of social inclusion in the classrooms for students. This protocol is also appropriate for 
assessing the level of individual social inclusion of a student in his/her context. 

The study found that students, on average, are inclined towards agreeing that they are 
socially included in the classrooms, though there is significant variability in their perception. 
Some of the students in a classroom have a strong feeling of being included and integrated in 
the classroom; while some also strongly feel being excluded. 

Bangladesh Education Journal 37

Attributes Number of Items (N) Mean (M) Standard deviation (SD)

Social Integration 5 3.52 1.24

Emotional Inclusion 4 3.70 1.15

Belongingness 3 3.88 1.15

Loneliness 4 3.84 1.17

Participation 5 3.05 1.25

Containment 2 3.53 1.27

Motivation 3 4.07 1.15

Total 26 3.66

District Mean (M) Standard deviation (SD)

Gazipur 3.61 1.18

Dhaka 3.58 1.11

Shatkhira 3.62 1.22

Bhola 3.58 1.16



38   Bangladesh Education Journal

It can be argued that the average positive score regarding perception of inclusion is less 
significant educationally than less variability in perception. The goal of a school should be to 
combat any discriminatory attitudes that may create a perception among students of not 
being included. The aim should be to create a welcoming environment in school for all 
children and build an inclusive society. (UNESCO, 1994). The limitation of the study was 
that it covered a relatively small sample from purposively selected schools. Further studies 
should be conducted on a larger scale along with classroom activities observation to find out 
the extent to which initiatives can be taken to remove barriers to establishing an environment 
in the classrooms for social inclusion. 
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It can be argued that the average positive score regarding perception of inclusion is less 
significant educationally than less variability in perception. The goal of a school should be to 
combat any discriminatory attitudes that may create a perception among students of not 
being included. The aim should be to create a welcoming environment in school for all 
children and build an inclusive society. (UNESCO, 1994). The limitation of the study was 
that it covered a relatively small sample from purposively selected schools. Further studies 
should be conducted on a larger scale along with classroom activities observation to find out 
the extent to which initiatives can be taken to remove barriers to establishing an environment 
in the classrooms for social inclusion. 
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Abstract 
For India, Universalization of Elementary Education (UEE) is an urgent issue. Various 
initiatives have been taken by central and state governments to achieve the goal of UEE. In 
the present paper an attempt has been made to study the progress of Elementary Education in 
India with the help of ‘District Information System for Education’ (DISE) data. For this, the 
DISE data of 2006-07, 2007-08, 2008-09 and 2009-10 is reviewed and analyzed. The key 
indicators that are analyzed are: (i) School Based Indicators, (ii) Facility Indicators, (iii) 
Teacher Related Indicators, and (iv) Enrolment Based Indicators. 

Key words: Elementary Education, Universalization of Elementary Education, School 
Based Indicators, Facility Based Indicators, Teacher Related Indicators, Enrolment Based 
Indicators.

I. Introduction
Education has always been a major concern in India. The progress of any nation depends on 
the quality of human resources. For a successful functioning of democracy in a democratic 
country it is important to have educated and enlightened citizens. At the time when India got 
independence, its literacy rate was very poor. Only 14% of the population was literate and 
hardly 31% of the children of the age group 6-11yrs went to school. For the progress of the 
nation the need of literate population was felt and as a result in article 45 of the constitution it 
was stated that “state shall endeavour to provide within a period of 10 years from the 
commencement of the constitution for free and compulsory education for all children until 
they complete the age of 14 years.” But due to the lack of resources and facilities the target 
could not be achieved and the time limit was extended. The target have not been achieved till 
now, though significant efforts have been made to universalize Elementary Education. With 
the amendment to the constitution of India in 2002 to make elementary education a 
fundamental right of every citizen, policies formulated to achieve this goal have been 
strengthened.

Progress Of Elementary Education In India

*
                             Dr. Poorva Jain

* Department of Education, Dr. Hari Singh Gour University, Sagar (MP) 470003
E-mail Id : poorvajainsagar@gmail.com, (M) : 09425880312



Abstract 
For India, Universalization of Elementary Education (UEE) is an urgent issue. Various 
initiatives have been taken by central and state governments to achieve the goal of UEE. In 
the present paper an attempt has been made to study the progress of Elementary Education in 
India with the help of ‘District Information System for Education’ (DISE) data. For this, the 
DISE data of 2006-07, 2007-08, 2008-09 and 2009-10 is reviewed and analyzed. The key 
indicators that are analyzed are: (i) School Based Indicators, (ii) Facility Indicators, (iii) 
Teacher Related Indicators, and (iv) Enrolment Based Indicators. 

Key words: Elementary Education, Universalization of Elementary Education, School 
Based Indicators, Facility Based Indicators, Teacher Related Indicators, Enrolment Based 
Indicators.

I. Introduction
Education has always been a major concern in India. The progress of any nation depends on 
the quality of human resources. For a successful functioning of democracy in a democratic 
country it is important to have educated and enlightened citizens. At the time when India got 
independence, its literacy rate was very poor. Only 14% of the population was literate and 
hardly 31% of the children of the age group 6-11yrs went to school. For the progress of the 
nation the need of literate population was felt and as a result in article 45 of the constitution it 
was stated that “state shall endeavour to provide within a period of 10 years from the 
commencement of the constitution for free and compulsory education for all children until 
they complete the age of 14 years.” But due to the lack of resources and facilities the target 
could not be achieved and the time limit was extended. The target have not been achieved till 
now, though significant efforts have been made to universalize Elementary Education. With 
the amendment to the constitution of India in 2002 to make elementary education a 
fundamental right of every citizen, policies formulated to achieve this goal have been 
strengthened.

Progress Of Elementary Education In India

*
                             Dr. Poorva Jain

* Department of Education, Dr. Hari Singh Gour University, Sagar (MP) 470003
E-mail Id : poorvajainsagar@gmail.com, (M) : 09425880312



42   Bangladesh Education Journal

II. Initiatives for Universalization of Elementary Education
In order to achieve the goal of UEE, the central and state governments have taken a wide 
range of initiatives through formal and non-formal education. The major initiatives so far 
include Operation Blackboard, Non-formal Education, District Institute of Education & 
Training, Total Literacy Campaigns, National Programme for Nutritional Support (known as 
Mid-day Meal), Bihar Education Project, Lok jumbish, Siksha Karmi, Andra Pradesh 
Primary Education Project, Uttar Pradesh Basic Shiksha Project, Janshala, Minorities 
Welfare, Mahila Samakhya, District Primary Education Programme, Sarva Shiksha 
Abhiyan, Gyan Kalash, Nali kali, Free books, Book Bank Scheme, Uniform to girl child, 
Shishu Shiksha Scheme, Health Check-up, Education Guarantee Scheme, Alternative 
School Scheme, Head Start etc. In order to have community participation in education, 
Village Education Committee was formed and every village has a VEC.

To assess the progress of Elementary Education in India between the sessions 2006-07 to 
2009-10, the key indicators that have been analyzed are: (i) School Based Indicators, (ii) 
Facility Indicators, (iii) Teacher Related Indicators, (iv) Enrolment Based Indicators 

School Based Indicators
Table 1: School based Indicators

1.

2.

3.

4.

5.

6.

7.

Department 
of Education
Tribal social 
Welfare 
Department
Local body
Others

Private 
Aided
Private
Unaided

No. of Recognized Schools 
imparting Education 
(covered under DISE)
% of govt. share to total 
Schools
% of  govt. schools by type 
of management

% of Pvt. share to total 
Schools
% of  Pvt. schools by type 
of management

No. of Primary Schools 
covered under DISE 
Primary Schools / Sections 
per thousand Child 
population (6 to 11 years)

1196663

80.83

-

-

-
-

18.86

-

-

779482

9

1250775

80.18

55.73

4.48

19.37
0.60
19.50

5.65

13.85

805667

9

1285576

80.52

56.48

3.71

19.47
0.85
19.44

5.67

13.77

809108

9

1303812

80.37

56.07

4.35

18.90
1.60
19.49

5.46

14.04

809974

10

IndicatorsS.No. 2009-102007-082006-07 2008-09
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8.

9.

10.

11.

12.

13.

14.

15.

16.

All Schools
Primary 
Schools
Primary 
Schools
All Schools
Primary 
Schools
All Schools
Primary 
Schools
All Schools

Upper Primary Schools / 
Sections per thousand 
Child population (11 to 14 
to years)
Ratio of Primary to Upper 
primary Schools/Sections
Average number of 
Instructional days (In 
previous academic year)
% of  Single teacher 
Schools

% of  Single Teacher 
Schools with 15 and more 
students
% Enrolment in Single 
Teacher Schools

% of Schools having Pupil-
teacher Ratio ≥ 60

% of Schools with female 
teachers
% Distribution of Schools 
having enrolment ≤ 50

6

2.5

219

11.76
-

11.34

10.49
8.16

4.92
16.55

15.94
71.74

25.00

6

2.41

211

10.13
13.73

8.97

8.97
6.84

4.05
14.22

13.76
72.88

25.17

7

2.27

211

9.71
13.25

8.44

8.44
6.41

3.72
13.32

12.96
73.66

26.66

7

2.23

224

9.33
12.26

8.14

8.14
6.05

3.65
12.11

12.21
74.48

27.10

IndicatorsS.No. 2009-102007-082006-07 2008-09

Source: DISE data 2006-07, 2007-08, 2008-09 and 2009-10

According to flash statistics of DISE, in 2006-07 there were 1,196,663 recognized schools 
which were imparting Elementary Education in 609 districts. The number of schools 
increased to 1,303,812 in 2009-10 in 635 districts. During this period, government schools 
increased from 967,263 to 1,048,046. The government share to total schools declined from 
80.83% to 80.37, still holding the highest percentage share to total schools. Number of 
private schools also increased from 225,691 to 254,178. The percentage share of private 
management to total schools has been small but is increasing over the years. The percentage 
share of government aided schools is gradually declining, while the percentage share of 
unaided schools has been increasing. In 2009-10, 56.07% government schools were under 
Department of Education, 4.35% under Tribal Social Welfare Department, 18.90% belonged 
to local body and remaining 1.06% to others.

Government of India is trying its level best to achieve the goal of UEE. In this effort, between 
2002-03 and 2008-09, 126,335 new government primary schools and 48,994 upper primary 
schools were opened. In 2009-10, 5,874 new government primary schools and 9,726 new 
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government upper primary schools were opened all over India. From 2003 to 2009, the ratio 
of primary to upper primary schools in India has improved from 2.5 to 2.23. This ratio is 
significantly good in Chandigarh (1.08), Gujarat (1.37), Lakshdweep (1.46) and Mizoram 
(1.38). West Bengal remains behind in this regard with the ratio of 5.53 and needs 
improvement.

The density of primary schools per 10 km has reached from 3.22 to 3.35; for upper primary 
schools, it has reached 1.50 from 1.34. Average number of classrooms per primary school 
was 2.4 in 2006-07 which improved to 3.2 in 2009-10. In the case of elementary schools, 
there was marked progress from 2.7 to 4.5 during the period. Chandigarh (20.5), Delhi 
(16.0), Lakshdweep (11.1) and Pundicherry (12.4) have good average numbers of 
classrooms. Average number of classrooms is more in privately managed schools than in 
government managed schools.

Average student-classroom ratio has improved from 36 to 32. The percentage of single 
teacher schools have decreased during the period from 11.76 to 9.33, resulting in 
improvement in teaching-learning process. Chandigarh and Lakshdweep has no single 
teacher schools; the maximum number of single teacher schools are in Arunachal Pradesh, 
which is a serious concern. Percentage of single teacher schools with 15 and more students 
have also come down from 10.49% to 8.14%. Enrolment in single teacher schools has 
gradually declined from 4.92% to 3.65% during the period. 

The falling enrolment in such schools states that learners and parents are not interested in 
single teacher schools. In Assam, enrolment in single teacher schools has come down from 
14.55% (2007-08) to 6.81% (2009-10). In Delhi it is zero percent. Andaman and Nicobar 
Islands, Daman & Diu, Gujarat, Kerela, Maharastra, Punducherry, Sikkim, Tamil Nadu & 
Tripura has less than 1% enrolment in such schools. 

Schools having pupil teacher ratio ≥ 60 has also come down from 15.94 in 2006-07 to 12.21 
in 2009-10. The maximum number of such school are in Bihar (45.23%) and Uttar Pradesh 
(25.56) which need remedial attention. Andaman and Nicobar Islands and Lakshdweep have 
no schools with PTR ≥ 60. Percentage distribution of schools having enrolment ≤ 50 has 
gradually increased from 25% to 27.10%. Percentage of schools with female teachers has 
increased over the years from 71.74% to 74.48%. Maximum number of female teacher 
school are in Chandigarh (99.43%), Goa (98.34%), Kerala (99.45%), Pundicherry 
(97.83%.), minimum number of female teacher schools is in Jharkhand (54.78%). 

Facility Based Indicators
Table 2: Facility based Indicators

Basic facilities available in schools attract more and more children to schools, enhance 
teaching-learning process and help in improving retention rate. The basic facilities have 
improved. In 2006-07, 84.89% schools in India were having drinking water facility which 
reached 92.60% in 2009-10. All the schools in Chandigarh, Daman & Diu, Delhi, Lakshdweep 
and Punducherry have been provided with the drinking water facility. During the period schools 
having facility of common toilet increased from 58.13% to 85.35%. Similarly schools having 
facility of girls’ toilet have also increased from 42.58% to 58.82%. Schools having boundary 
walls have increased from 49.26% to 51.45% in these years. Schools having computer facility 
have increased to 16.65% from 14.25%. In Chandigarh 90.34%, Delhi 82.41%, Kerala 86.86%, 
Lakshdweep 93.18% and Punducerry 79.91% schools have computer facility. 

In 2009-10 access ramp facility was available in 47.09%; in 2006-07 ramp facility was 
available only in 26.61% schools in India. Schools having kitchen-shed facility have 
increased from 29.36% to 48.81% during the period and in 2009-10, though 87.45% schools 
of India were providing Mid-day Meal. Above 90% government and aided schools in 24 
States and Union Territories were providing Mid-day Meal. 

In 2007-08, 81.42% of government schools received development grant and 78.70% of 
government schools received TLM grant. In 2008-09, 81.27% schools received school 
development grant and 72.83% of government schools received TLM grant. 
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1.

2.

3.

4.

5.

6.
7.

All Schools
Primary 
Schools
All Schools
Primary 
Schools
All Schools
Primary 
Schools
All Schools

All Schools

All Schools
All Schools

% of Schools having 
Drinking water facility

% of Schools having 
Common Toilet

% of Schools having Girls 
Toilet

% of Schools having 
boundary wall
 % of Schools having 
Computer
% of Schools having Ramp
% of Schools having 
kitchen-shed (Govt. and 
Aided Managements)

84.89
-

58.13
-

42.58
-

49.26

13.43

26.61
29.36

86.75
84.18

62.67
58.62

50.55
41.95

50.22

14.25

34.43
36.06

87.77
85.33

66.84
62.81

53.60
44.37

51.02

14.12

40.39
43.44

92.60
91.51

54.31 +
54.14 +

58.82
50.99

51.45

16.65

47.09
48.81

IndicatorsS.No. 2009-102007-082006-07 2008-09

Source: DISE data 2006-07, 2007-08, 2008-09 and 2009-10
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was 2.4 in 2006-07 which improved to 3.2 in 2009-10. In the case of elementary schools, 
there was marked progress from 2.7 to 4.5 during the period. Chandigarh (20.5), Delhi 
(16.0), Lakshdweep (11.1) and Pundicherry (12.4) have good average numbers of 
classrooms. Average number of classrooms is more in privately managed schools than in 
government managed schools.

Average student-classroom ratio has improved from 36 to 32. The percentage of single 
teacher schools have decreased during the period from 11.76 to 9.33, resulting in 
improvement in teaching-learning process. Chandigarh and Lakshdweep has no single 
teacher schools; the maximum number of single teacher schools are in Arunachal Pradesh, 
which is a serious concern. Percentage of single teacher schools with 15 and more students 
have also come down from 10.49% to 8.14%. Enrolment in single teacher schools has 
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Islands, Daman & Diu, Gujarat, Kerela, Maharastra, Punducherry, Sikkim, Tamil Nadu & 
Tripura has less than 1% enrolment in such schools. 

Schools having pupil teacher ratio ≥ 60 has also come down from 15.94 in 2006-07 to 12.21 
in 2009-10. The maximum number of such school are in Bihar (45.23%) and Uttar Pradesh 
(25.56) which need remedial attention. Andaman and Nicobar Islands and Lakshdweep have 
no schools with PTR ≥ 60. Percentage distribution of schools having enrolment ≤ 50 has 
gradually increased from 25% to 27.10%. Percentage of schools with female teachers has 
increased over the years from 71.74% to 74.48%. Maximum number of female teacher 
school are in Chandigarh (99.43%), Goa (98.34%), Kerala (99.45%), Pundicherry 
(97.83%.), minimum number of female teacher schools is in Jharkhand (54.78%). 

Facility Based Indicators
Table 2: Facility based Indicators

Basic facilities available in schools attract more and more children to schools, enhance 
teaching-learning process and help in improving retention rate. The basic facilities have 
improved. In 2006-07, 84.89% schools in India were having drinking water facility which 
reached 92.60% in 2009-10. All the schools in Chandigarh, Daman & Diu, Delhi, Lakshdweep 
and Punducherry have been provided with the drinking water facility. During the period schools 
having facility of common toilet increased from 58.13% to 85.35%. Similarly schools having 
facility of girls’ toilet have also increased from 42.58% to 58.82%. Schools having boundary 
walls have increased from 49.26% to 51.45% in these years. Schools having computer facility 
have increased to 16.65% from 14.25%. In Chandigarh 90.34%, Delhi 82.41%, Kerala 86.86%, 
Lakshdweep 93.18% and Punducerry 79.91% schools have computer facility. 

In 2009-10 access ramp facility was available in 47.09%; in 2006-07 ramp facility was 
available only in 26.61% schools in India. Schools having kitchen-shed facility have 
increased from 29.36% to 48.81% during the period and in 2009-10, though 87.45% schools 
of India were providing Mid-day Meal. Above 90% government and aided schools in 24 
States and Union Territories were providing Mid-day Meal. 

In 2007-08, 81.42% of government schools received development grant and 78.70% of 
government schools received TLM grant. In 2008-09, 81.27% schools received school 
development grant and 72.83% of government schools received TLM grant. 
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Teacher Related Indicators
Table 3: Teacher related Indicators
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To impart quality education and motivate learning, availability of teachers is critically 
important. The number of teachers in 2006-07 was 5,218,578. This number has increased to 
5,816,673 in 2009-10. The maximum number of teachers’ are in government schools. The 
number of teachers is increasing but the percentage of government teachers’ share to total 
teachers is gradually decreasing. The percentage of teachers in aided schools is also 
decreasing, but there is gradual increase in percentage of private school teachers over the 
years. Pupil-teacher ratio has gradually improved during the period.

Trained teachers are highly important for effective teaching. Over the years, the percentage 
of professionally trained teachers have increased from 78.21% to 81.01%; in Delhi and 
Punjab 100% of teachers were professionally trained in 2009-10. In other states, 97.62% in 
Andaman and Nicobar Islands, 94.60% in Andhra Pradesh, 98.82% in Chandigarh, 96.11% 
in Dadra and Nagar Haveli, 96.70% in Goa, 96.83% in Gujarat, 94.81% in Himachal 
Pradesh, 95.84% in Karnatak, 97.20% in Kerala, 97.97% in Lakshadweep, 99.15% in 
Maharastra, 97.69% in Punducherry and 96.06% in Tamil Nadu were professionally trained 
teachers. Teachers who received in-service training have also increased from 31.45% to 
35.03%.

Enrolment Based Indicators
Table 4: Enrolment based Indicators
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Teacher Related Indicators
Table 3: Teacher related Indicators
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To impart quality education and motivate learning, availability of teachers is critically 
important. The number of teachers in 2006-07 was 5,218,578. This number has increased to 
5,816,673 in 2009-10. The maximum number of teachers’ are in government schools. The 
number of teachers is increasing but the percentage of government teachers’ share to total 
teachers is gradually decreasing. The percentage of teachers in aided schools is also 
decreasing, but there is gradual increase in percentage of private school teachers over the 
years. Pupil-teacher ratio has gradually improved during the period.

Trained teachers are highly important for effective teaching. Over the years, the percentage 
of professionally trained teachers have increased from 78.21% to 81.01%; in Delhi and 
Punjab 100% of teachers were professionally trained in 2009-10. In other states, 97.62% in 
Andaman and Nicobar Islands, 94.60% in Andhra Pradesh, 98.82% in Chandigarh, 96.11% 
in Dadra and Nagar Haveli, 96.70% in Goa, 96.83% in Gujarat, 94.81% in Himachal 
Pradesh, 95.84% in Karnatak, 97.20% in Kerala, 97.97% in Lakshadweep, 99.15% in 
Maharastra, 97.69% in Punducherry and 96.06% in Tamil Nadu were professionally trained 
teachers. Teachers who received in-service training have also increased from 31.45% to 
35.03%.

Enrolment Based Indicators
Table 4: Enrolment based Indicators
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With the increase in the access to schools, enrolment has also significantly increased at the 
p
rimary and upper primary level. At primary level, enrolment was 132,853,637 in 2006-07 

and reached 133,405,581 in 2009-10; similarly in upper primary class enrolment increased 
to 54,467,415 from 47,489,180. The maximum enrolment is in government managed 
schools, but the percentage enrolment in these schools is gradually decreasing. In case of 
privately managed schools, though the percentage of enrolment is less, it is gradually 
increasing over the years. The percentage of CWSN enrolment to total enrolment has 
decreased.

The percentage of girl’s enrolment is gradually improving. The Gender Parity Index (GPI) is 
continuously improving. In 2006-07, GPI at primary level was 0.93 reaching 0.94 in 2009-
10; similarly in upper primary classes it increased from 0.87 to 0.93. Percentage of ST 
enrolment has gradually increased but that of SC has gradually decreased. There have been 
ups and down in the percentage of other backward classes (OBC) enrolment at primary level, 
but at Upper Primary Level the enrolment has slightly increased over the years. Muslim 
enrolment has also increased during the period. SC, ST, OBC and Muslim girl’s enrolment is 
gradually improving over the years. 

In order to achieve the goals of UEE, retaining students in the education system is an 
essential requirement. The apparent survival rate has improved to 78 from 73 during the 
period. High transition rate from primary to upper primary level is also important. Transition 
rate has also improved from 81.13 in 2006-07 to 83.53 in 2008 -09, of 35 states and UT’s, in 
16 state and UT’s transition rate is above 91. Average repetition rate at primary level has also 
improved and lowered down to 3.88 (2008-09) from 6.11. At upper primary level it has come 
down to 2.75 from 6.02. The average drop out rate has also come down to 9.11 from 9.36 
during the period. Retention rate at primary levels estimated to be 74.01 in 2009-10. Gross 
completion rate has improved from 90.23 to 97.58. Gross enrolment ratio at primary level 
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With the increase in the access to schools, enrolment has also significantly increased at the 
p
rimary and upper primary level. At primary level, enrolment was 132,853,637 in 2006-07 

and reached 133,405,581 in 2009-10; similarly in upper primary class enrolment increased 
to 54,467,415 from 47,489,180. The maximum enrolment is in government managed 
schools, but the percentage enrolment in these schools is gradually decreasing. In case of 
privately managed schools, though the percentage of enrolment is less, it is gradually 
increasing over the years. The percentage of CWSN enrolment to total enrolment has 
decreased.

The percentage of girl’s enrolment is gradually improving. The Gender Parity Index (GPI) is 
continuously improving. In 2006-07, GPI at primary level was 0.93 reaching 0.94 in 2009-
10; similarly in upper primary classes it increased from 0.87 to 0.93. Percentage of ST 
enrolment has gradually increased but that of SC has gradually decreased. There have been 
ups and down in the percentage of other backward classes (OBC) enrolment at primary level, 
but at Upper Primary Level the enrolment has slightly increased over the years. Muslim 
enrolment has also increased during the period. SC, ST, OBC and Muslim girl’s enrolment is 
gradually improving over the years. 

In order to achieve the goals of UEE, retaining students in the education system is an 
essential requirement. The apparent survival rate has improved to 78 from 73 during the 
period. High transition rate from primary to upper primary level is also important. Transition 
rate has also improved from 81.13 in 2006-07 to 83.53 in 2008 -09, of 35 states and UT’s, in 
16 state and UT’s transition rate is above 91. Average repetition rate at primary level has also 
improved and lowered down to 3.88 (2008-09) from 6.11. At upper primary level it has come 
down to 2.75 from 6.02. The average drop out rate has also come down to 9.11 from 9.36 
during the period. Retention rate at primary levels estimated to be 74.01 in 2009-10. Gross 
completion rate has improved from 90.23 to 97.58. Gross enrolment ratio at primary level 
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has reached 115.65 in 2009-10 from 110.86 in 2006-07.

Net enrolment ratio (NER) at primary level was 92.75 in 2006-07 reaching 98.28 in 2009-10. 
At the upper primary level Gross enrolment ratio (GER) reached 75.80 from 64.72 and NER 
from 48.45 to 58.29 during the period. 

Students’ performance
Table 5: Students’ Performance

One of the important indicators of quality education is student’s performance. Student’s 
performance has gradually increased over the years. Nearly 56.04% boys and 55.76% girls 
secured 60% and above at primary level. At upper primary level 49.19% boys and 48.90% 
girls secured 60% and above in 2009-10. 

III. Conclusion
India has made remarkable progress towards achieving the goal of Universalization of 
Elementary Education. Several states and Union Territories are very close in achieving the 
goal of UEE; on the other there are several states and UT’s which need special attention. Sarv 
Shiksha Abhiyan (SSA) is playing a major role in this. Under SSA good numbers of teachers 
were appointed. This has improved the pupil-teacher ratio, but still there is a need to recruit 
more and more teachers in schools to bring every child to school. New schools were opened, 
many primary schools were upgraded to upper primary schools, and basic facilities are 
gradually improving under SSA. Free books, mid-day meals, and free uniform have 
motivated children to come to school.

Special provision and focus on girls’ education and children with special needs have 
increased the enrolment. Increase in girls’ enrolment has improved gender parity index. 
Periodic teachers in-service training under SSA has improved teachers teaching skills. This 
has motivated learning among children. 

Still varying degrees of improvement is needed in every school and access ramps have to be 
available in all. Every individual child should be motivated to go to school. Alternate schools 
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Students’ performance: 
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Students’ performance: 
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should be established in places where needed and such schools should not be isolated from 
the mainstream of education. Non-conventional schooling should be strengthened and made 
easily available to those who cannot avail themselves of conventional schooling. The 
implementation of the Right to Education (RTE) Act begun in 2010 is a historic step in this 
direction. This Act requires that every child between 6-14 years of age should be admitted to 
nearby school, no fees should be charged from poor children, and no child be denied of 
education up to the age of 14. These measures will contribute further in achieving the UEE 
goals.

Reference:

Elementary Education (Chapter 2.2); http://planningcommission.nic.in/plans/planrel/fiveyr 
/10th/volume2/v2_ch2_2.pdf.

Govinda, R. and Bandyopadhyay, Madhumita (2008): Access to Elementary Education in India: 
Country Analytical Review; National University of educational Planning and Administration, 
New Delhi

Mehta, Arun. C.: Education for All in India with Focus on Elementary Education: Current Status, 
Recent Initiatives and Future Prospects; http://www.educationforallin india.com/page101.htm

NUEPA (2008): DISE, Flash Statistics: Elementary Education in India: Progress towards UEE, 
National University of educational Planning and Administration, New Delhi

NUEPA (2009): DISE Flash Statistics: Elementary Education in India: Progress towards UEE, 
National University of Educational Planning and Administration, New Delhi

NUEPA (2010): DISE Flash Statistics: Elementary Education in India: Progress towards UEE, 
National University of educational Planning and Administration, New Delhi

NUEPA (2011): DISE Flash Statistics: Elementary Education in India: Progress towards UEE, 
National University of educational Planning and Administration, New Delhi

Bangladesh Education Journal 51



50   Bangladesh Education Journal

has reached 115.65 in 2009-10 from 110.86 in 2006-07.

Net enrolment ratio (NER) at primary level was 92.75 in 2006-07 reaching 98.28 in 2009-10. 
At the upper primary level Gross enrolment ratio (GER) reached 75.80 from 64.72 and NER 
from 48.45 to 58.29 during the period. 

Students’ performance
Table 5: Students’ Performance

One of the important indicators of quality education is student’s performance. Student’s 
performance has gradually increased over the years. Nearly 56.04% boys and 55.76% girls 
secured 60% and above at primary level. At upper primary level 49.19% boys and 48.90% 
girls secured 60% and above in 2009-10. 

III. Conclusion
India has made remarkable progress towards achieving the goal of Universalization of 
Elementary Education. Several states and Union Territories are very close in achieving the 
goal of UEE; on the other there are several states and UT’s which need special attention. Sarv 
Shiksha Abhiyan (SSA) is playing a major role in this. Under SSA good numbers of teachers 
were appointed. This has improved the pupil-teacher ratio, but still there is a need to recruit 
more and more teachers in schools to bring every child to school. New schools were opened, 
many primary schools were upgraded to upper primary schools, and basic facilities are 
gradually improving under SSA. Free books, mid-day meals, and free uniform have 
motivated children to come to school.

Special provision and focus on girls’ education and children with special needs have 
increased the enrolment. Increase in girls’ enrolment has improved gender parity index. 
Periodic teachers in-service training under SSA has improved teachers teaching skills. This 
has motivated learning among children. 

Still varying degrees of improvement is needed in every school and access ramps have to be 
available in all. Every individual child should be motivated to go to school. Alternate schools 

1.

2.

Boys
Girls

Boys
Girls

Students’ performance: 
Grade IV/V (% of students’ 
secured 60% and above)
Students’ performance: 
Grade VII/VIII (% of 
students’ secured 60% and 
above)

44.96
45.12

38.83
40.06

48.67
48.80

43.02
44.05

50.20
50.51
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43.56

56.04
55.76

49.19
48.90

IndicatorsS.No. 2009-102007-082006-07 2008-09

Source: DISE data 2006-07, 2007-08, 2008-09 and 2009-10

should be established in places where needed and such schools should not be isolated from 
the mainstream of education. Non-conventional schooling should be strengthened and made 
easily available to those who cannot avail themselves of conventional schooling. The 
implementation of the Right to Education (RTE) Act begun in 2010 is a historic step in this 
direction. This Act requires that every child between 6-14 years of age should be admitted to 
nearby school, no fees should be charged from poor children, and no child be denied of 
education up to the age of 14. These measures will contribute further in achieving the UEE 
goals.
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Abstract 
This study examines effective teaching and learning methods in social work education. A 
sample of two hundred and fifty students of the University of Benin was randomly selected 
and a 25 item questionnaire validated by experts’ judgement was administered. The findings 
reveal that students benefit most when participatory teaching and learning method is used, 
followed by the integrative seminar approach, group discussion and lastly the lecture 
method. Recommendations are made to social work educators to adopt participatory 
teaching and learning and the integrative seminar method as these enhance students’ 
learning outcomes and their application in practice...

I. Introduction
Teaching and practice are two sides of a coin; teaching is what a teacher does to facilitate 
learning; whereas practice in an educational setting is what a learner does or performs using 
what is learnt. There are consistently high correlations between students’ ratings of teacher and 
their perception of “amount learned” and applied in practice. Theall & Franklin, 2001). 
Practice is not separate from teaching of social work theories as it is very much woven into the 
curriculum of social work education and integral to its effectiveness. Bogo and Vayda (1998) 
argued that preparing students for practice involves a process whereby the information, 
knowledge and analytical base acquired by students in academic aspect of social work 
education is translated into an ability to relate to individuals in need of assistance and to arrive 
at professional decisions while rendering services.

Successful teaching involves good teaching and learning methods which motivate both the 
teacher and the student and facilitate acquiring knowledge and skills which can be applied in 
practice. An effective student-teacher interaction includes various visual and auditory support 
and effective use of instructional methods. A good teaching method and effective student 
teacher interaction help to increase retention of what is learned and make learning enjoyable 
for the students (Sovyanhadi & Cort 2004; Soliven, 2003). 
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A teacher has options when choosing a method by which to teach. When deciding what 
teaching method to use, a teacher needs to consider students' background knowledge, 
environment, and learning goals. Teachers need to be aware that students learn in different 
ways, and that students have different ways of absorbing information and of demonstrating 
their knowledge. Effective teachers use techniques which cater to multiple learning styles to 
help students retain information and strengthen understanding. Various methods are used to 
ensure that all students have equal opportunities to learn (Wikipedia, 2009). Theall and 
Franklin (2001) find that students are the most qualified sources to report on the extent to 
which the learning experience was productive, informative, satisfying, or worthwhile. 
Diverse methods used in effective teaching and learning include: lecture method, group 
discussion, participatory teaching and learning, and integrative seminar. 

The lecture method is used for introduction of ideas, explain relationships between theory 
and practice and recapitulate main points in a relatively short time. Amayo (2006) indicates 
that lecture as a method of communicating theories, ideas and facts is very popular among 
teachers of higher education institutions. It enables the teacher to deliver his/her prepared 
body of information with little or no interruption as the students may take down notes in the 
process and few questions may be asked by students to clarify any confusion. It is adaptable 
to different settings, either small or large groups of students, both in the classroom and in the 
field.

McCarthy (1992) notes that in the lecture method, the audience is passive, learning is 
difficult to gauge and communication is one way. It is not particularly effective when 
teaching and learning, as in social work education, is required to be flexible and t is expected 
to direct students towards learning outcomes resulting in effective practice.

The group discussion method gives students opportunity to participate in discussion and 
linking concepts to practice. After some preparation with clearly defined roles of learners 
and identification of relevant and interesting topics, discussion may well take up most of the 
lesson time, with the teacher only giving short feedback at the end or even in the following 
lesson (Wikipedia, 2009). Team learning or group discussion does not only produce 
favorable student performance outcomes, but also encourages greater participation and help 
develop self confidence and leadership ability (Perkins & Saris, 2001; Yoder & Hochevar, 
2005). Group discussion allows students to talk with each other and listen to all points of 
view in the discussion (Wikipedia, ibid.) (2009). It helps students to overcome thinking in a 
personally biased way. Following a lesson plan, the teacher can assess the lesson’s outcome 
by looking at the student's ability to work in a team, leadership skills, and presentation 
abilities.

Participatory teaching and learning acknowledges that the teacher is not a repository of 
knowledge who only fills the students’ empty vessel. It is receognised that students bring 
beliefs, values, skills and knowledge to the classroom which have a vital impact on their 

practice and also their ability to learn practice (Doel & Shardlow, 2005). Learning through 
participation enables active involvement of learners in posing and answering questions. The 
participatory method is effective in building students’ self-confidence and, self-efficacy. It 
strengthens students speaking and communication skills (Wikipedia ,2009). According to 
Joseph (2003) the participatory method is very effective when it is done seriously and 
systematically. Students not only learn their given topic, but they gain experience that could 
be very valuable for applying knowledge in practice and life. Active participation in the 
learning process has crucial influence on learning and practice both on the part of the 
educator and The integrative seminar approach serves as a guided introduction to social 
work practice. The faculty member exposes students to the practical application of social 
work values and ethics in social problems, policy analysis, and students’ activities, questions 
and concerns related to their field work. Through integrative seminars, students connect their 
practice activities to theoretical knowledge and reflect on critical practice issues such as their 
own values and ethics, diversity, social practice and self-awareness (Bogo & Vayda, 1998). 
Joseph (2003) argues that it is through this process of learning, the students are helped in 
developing a holistic understanding of social issues, causative factors, and possible 
strategies for intervention to improve and/or resolve problems affecting the well-being of 
people. The integrative seminar, therefore, helps in sharing knowledge, clarifying doubts, 
and improving plans, and provides scope for cooperation and collaboration among students 
working in the same community.

As students go on field placements and attend integrative seminars, they feel relaxed to talk 
about their field experiences, expectations, challenges, and hopes – thus making the practice 
assignment a rewarding learning experience. The integrative seminar is one of the 
mechanisms in which social work education strives to integrate knowledge acquired in the 
classroom with that acquired from field education experience. It is a vehicle that helps to 
integrate and promote learning of practice and theory in social work education (Birkenmaier, 
Wilson, Berg-Weger, Banks, & Hartung, 2003).

II. Statement of problem, research questions and methodology
The training of a social worker is a complex process that involves integration of theory and 
practice in teaching and learning methods. The training of the social worker needs to meet h 
the high demand of practice to help provide solutions to myriad social problems in society. 
The goal of education is that teachers should guide their students to build their own base of 
knowledge and apply it to practice (National Policy on Education, 2004). Anastas (2010) 
also notes that the knowledge about how to teach effectively is growing. The range of 
traditional teaching and learning methods which social work educators have used need to be 
critically examined. It is necessary to ask which of the teaching and learning methods are 
more in use and which are more effective? 
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The research questions, therefore, are:
1.) What teaching and learning method do teachers use in social work education?

2.) What are more interesting and effective teaching and learning methods in social work 
education?

In trying to answer these question, the study attempts to:

• Find out the teaching and learning methods used by teachers to teach social work 
students. 

• Explore the opinion of students about the teaching and learning method they 
perceived as the most interesting and effective. 

• Provide suggestions for improving quality of teaching in the light of students’ 
perception. 

The findings of this study are expected to be of benefit to students, teachers, social work 
educators, school authorities and social practitioners. It is expected that social work 
educators thus will be able to make informed choices about effective methods in order to help 
enhance their students’ educational attainment.

The research design adopted for this study is the descriptive survey research. Two hundred 
and fifty Bachelors of Social Work students at the University of Benin were selected using 
simple random sampling technique from a population of about one thousand to seek their 
opinion about the most effective teaching and learning methods as perceived by them. The 
instrument adopted is the questionnaire, subdivided into two sections A and B. Section A 
contains the demographic data, while section B contained twenty items with a Likert type 
four option choice scale, ranging from Strongly Agree (SA), Agree (A), Disagree (D) and 
Strongly Disagree (SD). 

The validity of the instrument was verified by experts’ in the field of social work. Their 
observations were used to ensure content validity. The Cronbach alpha formula was used to 
determine the internal consistency reliability; the reliability coefficient of 0.78 was obtained. 
The data collected were analyzed using the appropriate descriptive statistics measures, 
mean, mean percentage, standard deviation and rank. 

Findings of the study

Research Question One
What teaching and learning methods do teachers use in social work education?

Table 1: Frequency of use of teaching and learning methods

Table 1 shows a mean and mean percentage of respondents as 260 and 43.33% for group 
discussion, 340 and 56.67% for integrative seminar, 520 and 86.87% for lecture method and 
440 and 73.33% for participatory teaching and learning methods. So of the four methods, the 
lecture method is the one most used, followed by the participatory teaching and learning 
method while the integrative seminar is rarely used. The group discussion method is almost 
never used.

Research Question Two
What is the most interesting teaching and learning method in social work education?

Table 2: Descriptive statistics of effectiveness of teaching and learning methods

Table 2 shows the mean and mean percentage of respondents as 13.61 and 85.06% for group 
discussion, 14.74 and 92.012% for integrative seminar, 12.76 and 79.75% for lecture method 
and 14.78 and 92.37% for participatory teaching and learning methods. These shows the 
students understand what is taught most in using the participatory teaching and learning, 
followed by the integrative seminar. While the other two methods even though used are t not 
the ones prefered by the respondents.

III. Discussion of findings
The study investigated integrating teaching and practice and effective teaching and learning 
methods in social work education. The findings show that of the four methods, most used is 
the lecture method, followed by the participatory teaching and learning, the integrative 
seminar and the group discussion method. The last one is almost never used. These findings 
are in agreement with the work of Amayo (2006) which posits that lecture as a method of 
teaching is very popular among teachers of higher institution.
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Method Mean Mean Percentage (%) Standard Deviation Rank

Group discussion 260 43.33 10.11 4th

Integrative seminar 340 56.67 9.87 3rd

Lecture 520 86.67 11.46 1st 

Participatory teaching 440 73.33 9.78 2nd
and learning

Method Mean Mean Percentage (%) Standard Deviation Rank

Group discussion 13.61 85.06 1.95 3rd

Integrative seminar 14.74 92.12 1.67 2nd

Lecture 12.76 79.75 2.20 4th

Participatory teaching 14.78 92.37 1.38 1st 

and learning
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In support of the finding, Doel & Shardlow (2005) point that participatory teaching and 
learning acknowledges that the teacher is not the sole provider of knowledge in the 
classroom; what happens there is affected by beliefs, values, skills and knowledge that 
students bring with them which determine the learning results. Razack (2002) indicates that 
social work students attend practicum seminars which cover a wide range of topics including 
innovative learning in community settings and helps break the boundaries between theory 
and social work practice. 

The study also showed that students understand what is taught most when the paticipatory 
teaching and learning and the integrative seminar approaches are used, which share certain 
common characteristics. Even though the other two methods, lecture and discussion, are 
used more frequently in classrooms, these are not methods of choice for the respondents. 
These findings are supported by works of researchers as noted above. The findings are in line 
with Birkenmaier et al (2003) findings that integrative seminar is an effective way of 
integrating knowledge acquired in the classroom with that acquired from field education 
experience. 

It is worth noting the caution of Amayo (2006) who affirms that the discussion method 
requires appropriate skills of group handling in order to produce effective discussion and 
these skills take time to develop. The more informed and eager students may monopolise the 
discussion. Amayo asserted further that it is not a very effective method for describing 
procedures or breakdown of a component and it is time consuming. 

IV. Conclusion and Recommendations
The findings of this study reveal that the methods mostly used is the lecture method followed 
by participatory teaching and learning, integrative seminar and group discussion methods. 
The findings also reveal that the students understand what is taught most in using 
p
articipatory teaching and learning, closely followed by integrative seminar, then group 

discussion and lastly the lecture methods. Recommendations are made to all social work 
educators to emphasize participatory teaching and learning and the integrative seminar 
method, which have some common features, in their choice of the methodology. However, it 
cannot be categorically said that other methods should not be used in any circumstance. In 
certain situations, lectures and group discussions are also appropriate. It is necessary for the 
teacher to make a choice of the teaching-learning strategy depending on the content, time 
available, and students’ background and interest– balancing and combining different 
approaches with the teacher, in collaboration with students, exercising the best judgment. 
Further studies can be carried out to determine the efficacy of teaching and learning methods 
in different contexts and to address problems regarding integration of teaching-learning with 

application of knowledge in practice.
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In support of the finding, Doel & Shardlow (2005) point that participatory teaching and 
learning acknowledges that the teacher is not the sole provider of knowledge in the 
classroom; what happens there is affected by beliefs, values, skills and knowledge that 
students bring with them which determine the learning results. Razack (2002) indicates that 
social work students attend practicum seminars which cover a wide range of topics including 
innovative learning in community settings and helps break the boundaries between theory 
and social work practice. 

The study also showed that students understand what is taught most when the paticipatory 
teaching and learning and the integrative seminar approaches are used, which share certain 
common characteristics. Even though the other two methods, lecture and discussion, are 
used more frequently in classrooms, these are not methods of choice for the respondents. 
These findings are supported by works of researchers as noted above. The findings are in line 
with Birkenmaier et al (2003) findings that integrative seminar is an effective way of 
integrating knowledge acquired in the classroom with that acquired from field education 
experience. 

It is worth noting the caution of Amayo (2006) who affirms that the discussion method 
requires appropriate skills of group handling in order to produce effective discussion and 
these skills take time to develop. The more informed and eager students may monopolise the 
discussion. Amayo asserted further that it is not a very effective method for describing 
procedures or breakdown of a component and it is time consuming. 

IV. Conclusion and Recommendations
The findings of this study reveal that the methods mostly used is the lecture method followed 
by participatory teaching and learning, integrative seminar and group discussion methods. 
The findings also reveal that the students understand what is taught most in using 
p
articipatory teaching and learning, closely followed by integrative seminar, then group 

discussion and lastly the lecture methods. Recommendations are made to all social work 
educators to emphasize participatory teaching and learning and the integrative seminar 
method, which have some common features, in their choice of the methodology. However, it 
cannot be categorically said that other methods should not be used in any circumstance. In 
certain situations, lectures and group discussions are also appropriate. It is necessary for the 
teacher to make a choice of the teaching-learning strategy depending on the content, time 
available, and students’ background and interest– balancing and combining different 
approaches with the teacher, in collaboration with students, exercising the best judgment. 
Further studies can be carried out to determine the efficacy of teaching and learning methods 
in different contexts and to address problems regarding integration of teaching-learning with 

application of knowledge in practice.
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