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Notes from the Editor

This second issue for 2013 contains a range of topics spanning the question about an 
appropriate analytical perspective to examine the link between basic education and 
development, an experimental early childhood development initiative, issues of teacher 
performance and pedagogy of English language teaching. 

Wolfgang Vollmann reviews recent data about national poverty level, demographic factors 
and progress in basic education in South Asia and examines how these are reflected in 
literacy and primary education enrolment rates. The writer than argues the case for a 
perspective that includes attention to the often neglected socio-anthropological factors 
including family and marriage patterns that impact status of women and gender relations.    

A team of researchers from the ECD resource centre at the Institute of Educational 
Development, BRAC University investigates the relative effectiveness of the pilot 
Comprehensive Child Development Package (CCDP) that would improve cognition, 
growth, health and school readiness of 3  to 5 year old rural children.  The pilot study 
findings showed that the package was beneficial for certain domains of early childhood  
development  and could be a feasible and sustainable intervention.

Mamunur Rashid and Sadia Ritu examine the economic and income status of primary and 
secondary school teachers, their work burden and job satisfaction, their professional 
preparation and support , and how these affect their professional expectations and 
performance.

Rasel Babu and Shamnaz Arifin Mim write about the critical importance of the 
communication approach in teaching English as a second language. The write-up illustrates 
a model of recording, describing and analysing a classroom observation, capturing the 
significant details often liable to be ignored.
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Recent editions of the Human Development Report (UNDP 2013), the 2012 World 
Development Report on gender equality and development (World Bank 2011) and the 2011 
EFA Global Monitoring Report (UNESCO 2011) provide a range of relevant data pertaining 
to the multi-dimensional aspects of poverty, Education for All (EFA), and gender in the 
development process. These data pertaining to progress or stagnation reflect certain 
characteristics of social anthropology in the South Asia region and their interaction with 
basic education development.

The gender and demographic changes, products of social attitudes and policies, influence the 
outcome of economic and other developmental programmes, including that for education. At 
the same time, progress in poverty alleviation, women’s status, life expectancy and child and 
maternal mortality reflect the impact of education and adult literacy, especially for women. 
Esther Duflo and Abhijit Banerjee in their insightful analysis of “poor economics” have 
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underscored this interaction. (Dufflo and Banerjee 2011). Marlene Lockheed identifies 
social exclusion as a major factor contributing to exclusion of girls and women from 
education (Lockheed 2010).

I. Macro socio-economic indicators and literacy and primary 
education enrolment

GMR reports have stressed that the impact of education is strongly conditioned by other 
factors, from macroeconomic and labour market conditions to the state of public health 
provision and demography. All these point to the need to enlarge the scope of analysis about 
educational performances

Income poverty and progress in basic education
Data for income poverty level and literacy and primary enrolment rates for South Asian 
countries are presented in Tables 1, 2, and 3 which show a positive correlation between basic 
education indicators and income poverty.

Table 1: National poverty levels, (urban, rural and national), as defined by governments:

Afghanista
Pakistan
India
Nepal
Bangladesh

% 
national

36.0
22.3
27.5
30.9
40.0

%
national

23.9
36.0
41.8
48.9

%
urban

14.9
32.4
21.6
35.2

%
urban

29.0
13.1
25.7
9.6

28.4

%rural
               

--
28.1
37.3
43.3
52.3

%rural
              

7.5
27.0
28.3
34.6
43.8

survey
year                     
2008
2006
2005
2004
2005

survey 
year

--
2005
1994
1996
2000

 Source: World Bank: WDI 2011, p. 60

Afghanistan
Pakistan
India
Nepal
Bangladesh

 Source: UIS 2013

Table 2: Adult literacy (15+ %)

1985-1995 2005-2011 projected 2015

total
´

´

48
33
35

total

55
63
60
57

m

62
49
44

m

69
75
73
61

f

34
17
26

f

40
51
48
52

total

60
72
66
61

Pakistan
India
Nepal
Bangladesh

 Source: UIS 2013

Table 3: Youth literacy (15-24 %)

1985-1995 2005-2011 projected 2015

total

62
50
45

total
71
81
83
77

m

74
68
52

m
79
88
88
75

f

49
33
38

f
61
74
78
78

total
77
90
88
83

The data about poverty level and literacy show that a relatively high poverty level is 
correlated, as expected, with high adult illiteracy. However, primary enrolment rates have 
increased significantly, despite poverty, because of the national priority and emphasis on 
primary education as part of the global EFA effort and increased national commitment in 
developing countries to compulsory education, often recognising it as a constitutional 
obligation and as a human rights question. Expansion of primary education has also resulted 
in increased youth literacy rates for the 15-24 age-group, but the effect on total adult 
illiteracy for the 15+ population takes longer to become evident.

II. Demography, child mortality and gender status
Data on literacy and primary education enrolment suggest that these must be seen in the 
larger context of population growth, poverty and health, urban/rural divide and the rural 
disadvantage of many of these countries. 

Data on demographic factors, fertility, child malnutrition and mortality, and maternal 
mortality are presented in Tables 5 to 9. 

Table 5: Population Growth Rate in South Asian Countries

Bangladesh Education Journal 9

Afghanistan
Pakistan
India
Nepal
Bangladesh

 Source: GMR 2012/UIS 2013

Table 4: Net enrolment rate in primary education (% )

1999 2010/11
total
106
´

´

65
´

total
´

72
93

(2012) 97
(2010) 96

m
127

73

f
84

57

school year ending in

m

77
93              
97
94

f

66
92                 
98
98

Afghanistan
Pakistan
India
Nepal
Bangladesh

 Source: HDR 2013, p.196

Population (millions)

1990
18.6
108.0
849.5
19.1
115.6

2012
34
180
1258
31
152

Annual growth (%)

90-09
2.5
2.4
1.6
2.3
1.8

2010-15
3.1
1.8
1.3
1.7
1.3
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The tables above show that fertility and population growth have declined in all South Asian 
countries and there is a positive correlation with literacy and primary education expansion 
reflected in relatively better performance in Bangladesh and Nepal, compared to 
Afghanistan and Pakistan, and a middle position of India in this respect. 

The World Bank report on gender equality says, “contraception uptake is higher when 
husbands are included in family planning as is the case in BD…fewer children are born as a 
result.” (World Bank 2011, p.314) It further observes:

In the four decades since Bangladesh gained independence, the average number of children a 
woman will have during her lifetime, fell from almost 7 to just over 2. School enrolment among 
girls rose from a third to 56% in 2005. And just in the latter part of the 1990s, labour force 
participation for young women more than doubled (World Bank 2011, p. 12).

Table 7: Life expectancy at birth

Table 6: Fertility and contraception

birth/woman birth/1000 girls
any method,

% of married women
1990
4.8
8.0
6.1
4.0
5.2
4.4
3.4

2012
1.6
6.0
3.2
2.6
2.6
2.2
2.0

2004-09
79
15
30
54
48
53
41

total fertility
adolescent.
fertility.rate

contracep.
prevalence rate

Iran
Afghanistan
Pakistan
India
Nepal
Bangladesh
Myanmar

Afghanistan
Pakistan
India
Nepal
Bangladesh

 Source: HDR 2013, p 146

years

1990
41
61
58
54
54

2012
60

66.3
66

67.5
70

2009
44
67
63
66
66

44
67
66
68
68

M F

2004-12
25
99
28
74
86
68
12

 Source: HDR 2013, p 158, and 196

Bangladesh Education Journal 11

The maternal mortality rates in Bangladesh and India in 2010 are comparable to Sweden’s 
around 1900 (World Bank 2011, p.78).

The World Bank gender report analysing women’s work and property rights states that “ a 
household survey in rural Bangladesh found that 78% of women said they had at some point 
been forced to cede money to their husbands, and 56% said their husbands had forced them 
not to work outside the home” (World Bank 2011, p.338). But change of attitude seems to be 
on the way, as “ a recent survey in Bangladesh suggests that 2/3 of household heads (mostly 
men), believe that their daughters and sons should have similar rights to inherit property, 
despite existing legal provisions (customary law) that daughters inherit half as much as sons 
(Ibid., p.353).

Women’s control over resources is another critical issue. It is reported that “18% of married 
women in India and 14% in Nepal are largely silent on how their earned money is spent” 
(Ibid., 2011, p. 82).

Recent developments in the labour market and education indicate that social norms and 
employment conditions are slowly changing:

Access to economic opportunities has also brought change in the public sphere. In Bangladesh, the 
employment of hundreds of thousands of women in the textile industry feminized the urban public 

Afghanistan
Pakistan
India
Nepal
Bangladesh

 Source: HDR 2013, p 168

Table 8: Prevalence of child malnutrition and infant mortality

 2004-2009
32.9
´

43.5
38.8
41.3

% of children under age 5
underweight

infant mortality rate
per 1000 live births

 2010
71
69
43
33
33

Afghanistan
Pakistan
India
Nepal
Bangladesh

 Source: HDR 2013, p 158

Table 9: Maternal mortality rate 

national. estimates 
2010
460
260
200
170
240

per 100,000 live births

modeled estimates
1990
1700
490
570
870
870
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space, creating more gender-equitable norms for women’s public mobility and access to public 
institutions. In the process, Bangladesh women had to redefine and negotiate the terms of purdah, 
typically reinterpreting it as a state of mind in contrast to its customary expression as physical 
absence from the public space, modest clothing and quiet demean our (World Bank 2011, p.268).

The statistical data presented show, as noted, a relationship between literacy and primary 
school enrolment, on the one hand, and income poverty, on the other, as well as non-income 
indicators such as life expectancy, child nutrition and mortality, fertility, contraceptive 
prevalence and maternal mortality. It is clearly a two-way cause and effect relationship re-
enforcing each other. It is not a direct linear correlation between income poverty and basic 
education progress, though Human Development Index (HDI) ranking gives a greater 
weight to per capita national income. Bangladesh and Nepal have recorded greater progress 
compared to India and Pakistan in spite of a lag in per capita national income (Table 10). 
Policy emphasis and implementation strategies, especially in respect of girl’s education, 
make the difference. 

Table :10 Per Capita GNI, HDI and net primary education enrolment 

III. Importance of a socio-anthropological view
The discussion about the interaction of a range of socio-economic indicators and educational 
development cannot be fully understood if certain socio-anthropological and historical 
perspectives are neglected, such as the role of the prevailing family patterns in South Asia. It 
is obvious that traditional complex kinship/family structures (patrilinear and patrilocal 
families, endogamy, exogamy, cross-cousin marriages, etc.) continue to dominate social 
behaviour patterns. But in recent years these structures are increasingly coming under 
pressure from the evolving role models of gender, the influence of education and the 
enduring impact of poverty and consequent social exclusion. 

Family systems or kinship structures cannot be understood as a separate social phenomenon, 
but as a key element for a better understanding of the relevance of the social/cultural 
background, the conditions governing the rural/urban divide, the role of gender in 
development, and the consequences of an increased focus on education and literacy. The 
analysis of family systems needs to be integrated into current educational thoughts and 

Country

Afghanistan
Bangladesh
India
Nepal
Pakistan

(Enrolment rate in parentheses is for girls. Source: UIS 2014)
Other source: HDR 2013,  pp. 146  and 203

HDI rank 

175
146
136
157
146

Per capita GNI
2005 ppp $

1,000
1,785
2,435
1,137
2,566

Non-income 
HDI
0.353
0.567
0.597
0.526
0.534

Net pry. school 
enrolment rate 2010-11

--
96 (98)
93 (92)
97 (98)
72 (66)

policies. As social anthropologist Emmanuel Todd put it: “family is an explicit and very 
powerful variable in the analysis of social history” (Todd 2011, p. 15) and consequently in 
the development of education and literacy.

In South Asia, taking a historical view, Todd argues that:

The patrilinear/joint family model, apparently introduced by invading people (from the West and 
Northwest), had in reality destroyed an on-going process of development, and then in its final 
phase produced a decline of the status of women which in turn reduced the educational potential of 
the concerned populations” (Todd 2011, p. 38).

Todd and other researchers are convinced, by looking at South Asia and West Asia, of the 
influence exercised by elements of the family structure (parental authority, status of women) 
on the process of literacy and educational development. Literacy of women is seen here as 
the principal cause of modernity; in other words, modernity occurs when literacy prevails, as 
it entails a better and equal status for women, as well as a wider educational potential for 
society.

In terms of family pattern and education, the example of South India is telling. There we note 
that according to levels of education, endogamous cross-cousin marriages, in otherwise 
largely exogamous Hindu societies, are more widely practiced in the strata of society with 
lower educational levels (Table 11). 

Table 11. Marriages among cousins according to education level 1992-93, % of total

A low educational level (illiteracy) is linked to high levels of cross-cousin marriages. With 
higher educational levels the tradition of endogamy (cousin–marriages) tends to disappear. 

Exogamy is the general pattern among Hindu communities in North India; but much less so 
in Pakistan. It has been observed in Pakistan: 50% first cousin marriages at national level, 
49% in Sindh, but 63% in Baluchistan. Baluchistan is also the province with the lowest 
school enrolments for girls, matched by high rates of illiteracy among women. (Todd, 2011, 
p 244;.Karve 1965, p 174-191)

Exogamy dominates in the North Indian states of Haryana, UP, Punjab, Rajasthan and Bihar 
among the Hindu communities. Conversely in those same states, endogamy (cousin 
marriages) among Muslim minorities is high -- 28% in UP, 24% in Bihar and 36% in Jammu 
and Kashmir (Todd, 2011, p 251).

Bangladesh Education Journal 13

Source: Todd, 2011; p 245 

Andhra
26.3
25.9
22.4
17.3

Maharashtra
24.6
19.4
16.9
10.4

Illiterate
Primary ed.
Lower sec. ed.
Second ed.

Karnataka
30.0
25.9
27.8
15.3

Tamil Nadu
27.7
23.1
24.4
14.4



12   Bangladesh Education Journal

space, creating more gender-equitable norms for women’s public mobility and access to public 
institutions. In the process, Bangladesh women had to redefine and negotiate the terms of purdah, 
typically reinterpreting it as a state of mind in contrast to its customary expression as physical 
absence from the public space, modest clothing and quiet demean our (World Bank 2011, p.268).

The statistical data presented show, as noted, a relationship between literacy and primary 
school enrolment, on the one hand, and income poverty, on the other, as well as non-income 
indicators such as life expectancy, child nutrition and mortality, fertility, contraceptive 
prevalence and maternal mortality. It is clearly a two-way cause and effect relationship re-
enforcing each other. It is not a direct linear correlation between income poverty and basic 
education progress, though Human Development Index (HDI) ranking gives a greater 
weight to per capita national income. Bangladesh and Nepal have recorded greater progress 
compared to India and Pakistan in spite of a lag in per capita national income (Table 10). 
Policy emphasis and implementation strategies, especially in respect of girl’s education, 
make the difference. 

Table :10 Per Capita GNI, HDI and net primary education enrolment 

III. Importance of a socio-anthropological view
The discussion about the interaction of a range of socio-economic indicators and educational 
development cannot be fully understood if certain socio-anthropological and historical 
perspectives are neglected, such as the role of the prevailing family patterns in South Asia. It 
is obvious that traditional complex kinship/family structures (patrilinear and patrilocal 
families, endogamy, exogamy, cross-cousin marriages, etc.) continue to dominate social 
behaviour patterns. But in recent years these structures are increasingly coming under 
pressure from the evolving role models of gender, the influence of education and the 
enduring impact of poverty and consequent social exclusion. 

Family systems or kinship structures cannot be understood as a separate social phenomenon, 
but as a key element for a better understanding of the relevance of the social/cultural 
background, the conditions governing the rural/urban divide, the role of gender in 
development, and the consequences of an increased focus on education and literacy. The 
analysis of family systems needs to be integrated into current educational thoughts and 

Country

Afghanistan
Bangladesh
India
Nepal
Pakistan

(Enrolment rate in parentheses is for girls. Source: UIS 2014)
Other source: HDR 2013,  pp. 146  and 203

HDI rank 

175
146
136
157
146

Per capita GNI
2005 ppp $

1,000
1,785
2,435
1,137
2,566

Non-income 
HDI
0.353
0.567
0.597
0.526
0.534

Net pry. school 
enrolment rate 2010-11

--
96 (98)
93 (92)
97 (98)
72 (66)

policies. As social anthropologist Emmanuel Todd put it: “family is an explicit and very 
powerful variable in the analysis of social history” (Todd 2011, p. 15) and consequently in 
the development of education and literacy.

In South Asia, taking a historical view, Todd argues that:

The patrilinear/joint family model, apparently introduced by invading people (from the West and 
Northwest), had in reality destroyed an on-going process of development, and then in its final 
phase produced a decline of the status of women which in turn reduced the educational potential of 
the concerned populations” (Todd 2011, p. 38).

Todd and other researchers are convinced, by looking at South Asia and West Asia, of the 
influence exercised by elements of the family structure (parental authority, status of women) 
on the process of literacy and educational development. Literacy of women is seen here as 
the principal cause of modernity; in other words, modernity occurs when literacy prevails, as 
it entails a better and equal status for women, as well as a wider educational potential for 
society.

In terms of family pattern and education, the example of South India is telling. There we note 
that according to levels of education, endogamous cross-cousin marriages, in otherwise 
largely exogamous Hindu societies, are more widely practiced in the strata of society with 
lower educational levels (Table 11). 

Table 11. Marriages among cousins according to education level 1992-93, % of total

A low educational level (illiteracy) is linked to high levels of cross-cousin marriages. With 
higher educational levels the tradition of endogamy (cousin–marriages) tends to disappear. 

Exogamy is the general pattern among Hindu communities in North India; but much less so 
in Pakistan. It has been observed in Pakistan: 50% first cousin marriages at national level, 
49% in Sindh, but 63% in Baluchistan. Baluchistan is also the province with the lowest 
school enrolments for girls, matched by high rates of illiteracy among women. (Todd, 2011, 
p 244;.Karve 1965, p 174-191)

Exogamy dominates in the North Indian states of Haryana, UP, Punjab, Rajasthan and Bihar 
among the Hindu communities. Conversely in those same states, endogamy (cousin 
marriages) among Muslim minorities is high -- 28% in UP, 24% in Bihar and 36% in Jammu 
and Kashmir (Todd, 2011, p 251).

Bangladesh Education Journal 13

Source: Todd, 2011; p 245 

Andhra
26.3
25.9
22.4
17.3

Maharashtra
24.6
19.4
16.9
10.4

Illiterate
Primary ed.
Lower sec. ed.
Second ed.

Karnataka
30.0
25.9
27.8
15.3

Tamil Nadu
27.7
23.1
24.4
14.4



14   Bangladesh Education Journal

IV. Conclusion
The social research issues and data presented in this paper are intended to enlarge the scope 
of critical thinking as far as educational performance and development are concerned. The 
arguments, it is hoped, will provoke researchers and policy makers to re-visit established and 
traditional constructions about education development. 

References

Ÿ Duflo, E. and Banerjee, A. 2011. Poor Economics. Boston,Massachusetts: MIT Press.

Ÿ Karve, I. 1965 and 1990. Kinship organization in India. New Delhi: Munshiram Manoharlal 
Publishers.
*

Ÿ Former Director, UNESCO Office in Bangladesh
*

Ÿ Former Director, UNESCO Office in Bangladesh

Ÿ Lockheed, M.. 2010. Gender and Social Exclusion. Paris: IIEP.

Ÿ Todd, E. 2011. L’Origine des systèmes familiaux. (The origin of family systems). Paris, Gallimard. 

Ÿ UNDP, Human Development Report, The Rise of the South: Human Progress in a Diverse World; 
2013; New York 

Ÿ UNESCO. 2011. EFA Global Monitoring Report 2011. Paris.

Ÿ UIS, 2013 and 2014: website data 

Ÿ World Bank: World Development Indicators. 2011: 

Ÿ World Bank: World Development Report 2012: Gender Equality and Development. Washington.

Abstract 
The purpose of the investigation was to determine the relative effectiveness of the 
Comprehensive Child Development Package (CCDP) on maternal, child and environmental 
components that will improve 3 to 5 year old rural children’s cognition, growth, school 
readiness, general health and hygiene practices. A program delivered to disadvantaged 
children in three rural areas of Bangladesh during 2009 - 2011 was evaluated using a quasi 
experimental pre-post design. In total 360 pre-school children, 180 in intervention group 
and 180 in control group, were assessed on above mentioned outcomes at baseline, midterm 
(12 months after start) and at the end (22 months after start). But the study could not assess 
16.4% children in the final assessment, mostly due to out-migration. The regression analysis 
showed significant benefit of the CCDP programme on mothers’ early childhood 
development ( ECD) and child care related knowledge scores, children’s home observation 
for measurement of environment(HOME) scores, Wechsler Preschool and Primary Scale of 
Intelligence-III (WPPSI-III) scores (both performance and vocabulary tests, and child’s 
school readiness scores. Among these findings, imp r o v eme n t i n mothers’ knowledge, 
children’s WPPSI receptive vocabulary score and WPPSI performance (block design) score 
remained significant when further adjustment of all possible socio- demographic 
confounders were done in a multivariate adjusted linear regression analysis. These pilot 
findings highlight that implementing a comprehensive child development package through 
preschool infrastructure is beneficial for certain domains of early childhood development 
and could be a feasible means to make the programme sustainable. However, to get the 
optimum, sustained benefit in all domains of child development and to improve maternal 
child rearing practices, further modification of the package is required.
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Background
Bangladesh is one of the most densely populated countries in the world. The total population 
is about 160 million i n 20 1 3 and out of this population more than 40 percent are children and 
12 percent are under five children (BDHS, 2007). Bangladesh is trying to achieve the 
millennium development goal of having all eligible children in primary school. It is close to 
achieving some of the goals like reducing child mortality rate. Still malnutrition is high and 
school dropout rate is also high. Recently Lancet, in its series on child development reported 
that over 200 million children under age 5 of the world are not developing to their full 
potential due to poverty, poor health, malnutrition and lack of stimulation. At the same time 
there is accumulating evidence that early child development programmmes can have 
positive effects on child development (Engle, et.al., 2007).

In Bangladesh, child development programmes for 3, 4 and 5 year olds are carried out by 
various NGOs. Most offer a half-day programme 5 to 6 days a week, with play, instruction, 
hand-washing, and parenting classes. Outcomes, measured in terms of parenting and 
nutrition are not generally positive, except parenting knowledge when delivered at the SBK 
(Shishu Bikash Kendro) for 3-4 years old children (Aboud, 2004). However, child outcomes 
in terms of school readiness, vocabulary and analytic reasoning are more positive when the 
programme is of relatively better quality (Aboud, 2004, 2006; Moore, Akhter & Aboud, 
2008).

Currently there are very few, “comprehensive” ECD programmes in Bangladesh that focus 
on all of the child’s needs including cognitive and psychosocial development, health, 
nutrition and hygiene. Experiences in other countries suggest that such programmes can be 
of great benefit to the children from a disadvantaged background, where quality standards 
are maintained in the delivery of the services.

The Chicago Child Parent Centre and Expansion Programme (CPC) is a well-known 
example of a comprehensive early childhood intervention that provides educational and 
family support services to economically disadvantaged children and their parents. Findings 
suggest that participation in CPCs enhances children’s cognitive and language development 
such a way that they begin school ready to learn. Parent involvement in the programme helps 
to foster longer-term child development gains (Reynolds, 1998).

The Integrated Child Development Services (ICDS) in India is the world’s largest integrated 
early childhood programme started in 1975. The programme offers health, nutrition and 
hygiene education to mothers, non-formal preschool education to children aged three to six, 
supplementary feeding for all children and pregnant and nursing mothers, growth 
monitoring and promotion, and links to primary healthcare services. Evaluation studies have 
found that despite some unevenness in the quality of services, the ICDS programme has had 
a positive impact on the survival, growth, and development of young children. A study 
conducted in rural areas of three southern states (Tamil Nadu, Andhra Pradesh and 
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Karnataka) found that the programme had a significantly positive impact on the psycho-
social development of children. The study also showed that even undernourished ICDS 
beneficiaries attained higher developmental scores than well-nourished children who were 
not enrolled in the programme (Vazir & Kashinath, 1999).

On the other hand, an evaluation of the Comprehensive Child Development Programme 
(CCDP) in USA failed to show significant impact on participating families. This was a two-
generation programme aimed at disadvantaged families of 0-5 year olds that utilised case 
management and home visits to provide access to a range of education, health and social 
services. An important lesson learnt from the CCDP evaluation is that, although parents are 
important players in ECD provision, high-quality ECD programmes must be delivered 
directly to children rather than solely through parents (Gilliam et al., 2000; Goodson et al., 
2000).

Considering the evidence, IED, BRAC University planned to develop a comprehensive 
child development package to see if it benefits children in one or more areas of development.

Objective of the Study
The primary objective of this study was to determine the relative effectiveness of the CCDP 
on maternal, child and environmental components that will improve 3 to 5 year old rural 
children’s cognition, growth, school readiness, general health and hygiene practices.

The specific objectives of the study were:

(i) to examine the parents’ knowledge on ECD and child care.

(ii) to evaluate the home environment of children.

(iii) to assess the cognitive development of children.

(iv) to assess the school readiness of children.

(v) to measure children’s growth through height measurement over time,

(vi) to assess the quality of the learning centre.

Methodology
A pre-post quasi-experimental design was followed to assess the intervention effect of the 
Comprehensive Child Development Package. The study involved two groups; an 
intervention who received the CCDP intervention and a comparison group of children 
matched for age and socio economic status from the neighboring villages where there is no 
learning center. The study was conducted in three upazillas - Haluaghat, Gopalpur and 
Kaligonj of three districts Mymensigh, Tangail and Lalmonirhat respectively. In general, the 
population is of relatively low socio-economic condition. They are mostly farmers and do 
part-time small businesses during non-harvesting seasons.
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Sample
In total 360 pairs of mothers and children aged 3-5 years (180 in intervention group and 180 
in control group) were enrolled for this study. Five to six randomly selected children from 
each of the 30 learning centres were selected as intervention group from each of the three 
upazillas, e.g. Haluaghat; Gopalpur; and Kaligonj.

Age and soci-economic status (SES) matched control children were selected from 30 
neighbouring villages that were not participating in the CCDP programme. The calculated 
sample size of 160 pairs of mothers and children were sufficient to show an improvement of 
one third standard deviation (3 points) in intelligence quotient (IQ) with 80 percent power 
and 20% drop rate.

Intervention
CCDP intervention intended to support numerous aspects of children’s early childhood 
development including cognitive development, health, nutrition and hygiene. The CCDP 
addressed Reynolds (1998) eight principles of high-quality early childhood interventions:

1. Target disadvantaged children

2. Begin participation early, with longer programme duration

3. Provide comprehensive child-development services

4. Encourage active and multi-faceted parent involvement

5. Implement a structured, child-centred curriculum

6. Small teacher/child ratios

7. Deliver regular pre-service and in-service training for teachers

8. Systematic evaluation and monitoring.

CCDP was a centre-based programme that targeted disadvantaged children (Principle I) 
living in rural areas in Haluaghat, Gopalpur and Kaligonj sub-districts of three districts of 
Bangladesh- Mymensigh, Tangail and Lalmonirhat respectively. It provided a two-year 
programme for 3 to 4 year old children, adapted from the Shishu Bikash Kendra (SBK) 
model, and therefore targeted younger children and extended ECD provision beyond the 
standard one year of preschool for 5- year olds (Principle II). It provided comprehensive 
child-development services through a parent and curriculum component, which were 
intended to support children’s cognitive, school readiness, nutritional and health needs 
(Principle III). Active parental involvement in the learning centre and through parent 
education sessions was a cornerstone of CCDP (Principle IV), and as such could help 
strengthen families’ knowledge about and ability to support their child’s education and 
development (Arnold et al., 2006).

CCDP implemented a child-centred, structured curriculum (Principle V) developed by ECD 
Resource Centre (ECDRC) at BRAC University in 2007 in collaboration with individuals from 
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numerous organizations working in the field of ECD. The 
curriculum encourages developmentally appropriate practices 
and behaviours for 3 to 5 year-old children including language 
and vocabulary development, pre-math, free play, interactive and 
cooperative peer activities. The curriculum was implemented by 
trained paraprofessionals, who were local women who had a 
minimum 5 grade of education. Classes took place for two hours a 
day, five days per week. In each centre there were 8-15 children 
and one paraprofessional (Principle VI).

Measurement
Various measurements were used to assess parenting scores, child-surrounding 
environmental scores, children’s developmental outcomes and quality of the programme 
after an intervention period of 22 months.

Parenting Knowledge Outcomes: 
A comprehensive set of open and closed ended questions were used to assess mothers’ ECD 
and child care based knowledge in this study. The items were particularly focused on ECD 
(e.g. children’s play activities, toy making etc), preventive health behaviors (e.g. hand-
washing, injury prevention, providing safe drinking water etc) and children’s common 
illness related management (e.g. diarrhea management, care seeking behavior, etc). This tool 
has been developed by the Research Team at the institute of Educational Development- 
BRAC University (IED-BRACU).

Children’s Surrounding Environmental Outcomes:
To assess the amount of stimulation children received at home and from surrounding 
environment the data were collected using a modified and adapted (Yesmin, 2005) version of 
Home Observation for Measurement Environment (HOME) inventory. It was originally 
developed in 1965, by Betty Caldwell to measure the amount and quality of stimulation and 
support provided to a child in the family setting. HOME inventory is designed for children 
between 3 and 6 years of age. It contains 55 items clustered into 7 subscales: 1) Learning 
Materials, 2) Language Stimulation, 3) Physical Environment, 4) Parental Responsively, 5) 
Learning Stimulation, 6) Modeling, and 7) Variability.

Children’s Developmental and Nutritional Outcomes: 
The following measurements were used for all children at different time points:

a) Wechsler Preschool and Primary Scale of Intelligence-III (WPPSI-III): 
The field research assistants (FRAs) assessed vocabulary and visual-spatial reasoning of the 
children using adapted version of WPPSI-III (originally developed by David Wechsler) at 
household level twice. The third version of WPPSI was revised in 2003. We used two 
subtests (Receptive Vocabulary and Block Design) and both measures have been translated 
into Bangla and validated for use in Bangladesh (Aboud, 2004; 2006).
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Sample
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b) Anthropometry:
The FRAs also measured children's height using standard methods twice at the mid-point 
and end-point of the study (Frisancho, 1990; WHO, 1983). 

School Readiness Test:
Children’s readiness to learn in school environment, according to developmental 
benchmarks, rather than curriculum-based ones, was assessed using “School Readiness 
Test”. This measure has been developed by Aga Khan Foundation Bangladesh ECD Support 
Programme (AKFB-ECDSP), using Bangladesh draft of Early Learning and Development 
Standards (ELDS) and was previously used in Bangladesh. 

Quality of the CCDP Program:
The Early Childhood Environment Rating Scale (Harms, Clifford, & Cryer, 1998) was used 
as an observational tool to assess the quality of each learning centre. The ECERS consists of 
43 items that assess 7 aspects of centre-based care for children aged 2.5 to 5-years. The 
subscales measure the following: Space and Furnishing Personal Care, Language-
Reasoning, Activities, Interaction, Program Structure and Parents and Staff interaction. A 
modified version of the scale with total 32 items in 7 subscales as per the structure of the 
programme was used. Test-retest reliability score of the modified version was good.

Other Relevant Measurements:
These include general information about the socio economic status of the families, parental 
information and gross dietary assessments of the children which includes weekly dietary 
recall and food frequency.

Data Collection procedure 
Data were collected at three different time points. Baseline data collection started in April 
2010. Midline data collection started in March 2011 and end line data collection was 
conducted in December 2011 using the same procedure.

Ten to fifteen field research assistants (FRAs) with university degrees were recruited and  
trained on administering all measurement tools. Seven to fifteen days o f training was given 
at different time points depending on the number of measurement tools used to collect 
information by the research team members. The cognitive, school readiness, nutritional, and 
ECERS-R measures were practiced at nearby Shishu Bikash Kendras (SBKs) and HOME 
was practiced at nearby villages until satisfactory agreement was achieved between the 
interviewers and trainers. The inter-observer reliability scores for all measurements were 
>0.85. The FRAs were observed by the trainers during their first few days of data collection.

Reliabilities of Tests and Quality Assurance
Inter-observer reliabilities were assessed on all measurements before the study began. 
During the study period on-going reliability of approximately 10% of all the measurements 
were assessed.
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Statistical Analysis
All data were checked for normality. Spearman’s correlation and Mann-Whitney U test were 
used for variables which are not normally distributed. Information about owning land, 
house, household furniture (chair, table, bed, sofa, closet, and showcase), electrical goods 
(television, fan, radio, mobile and clock/watch) and cycle, was collected as indicators of 
possessions and summed to create an “asset index” (range 1-15). Higher scores indicated 
better assets. Pearson’s bivariate correlation was conducted to explore associations between 
the age of the child and each developmental measure.

Loss to follow-up was 16.4% and there was no difference between baseline characteristics of 
the lost to follow-up and tested children except in age of enrolment and height-for-age Z 
score.

The baseline socio-demographic characteristics of the intervened and control group were 
compared using independent sample-t tests or ANOVA for continuous variables and χ2 for 
categorical variables. Partial correlation, controlling for children’s initial age, showed 
significant association of asset scores, family size, parental educations and parental ages 
with one or more of the child developmental outcomes. So we adjusted for all the variables 
which were different between groups (tested/non tested and intervention/control) and 
showed significant correlations with child developmental outcomes (mainly WPPSI). To 
avoid high co-linearity and over adjustment, we selected family size, maternal education and 
maternal age due to their stronger correlation with developmental outcomes. For final 
analysis, we adjusted all models for 2 sets of covariates, firstly a ‘simple set’, consisting of 
child’s age at enrolment only and secondly a ‘full set of covariates’ consisting of child’s age 
at enrolment, asset score, family size, mother’s education and age, and HAZ at baseline.

To see group differences and changes of outcome scores over the study period, we conducted 
two- way-ANCOVA for repeated measures for maternal ECD and child care related 
knowledge, HOME scores, children’s intelligence scores and HAZ.

Finally, the intervention effect was examined with intention to treat analyses using multiple 
linear regression analyses for children’s 5 main outcome measures. These include- maternal 
knowledge about ECD and childcare, HOME, children’s intelligence using one verbal score 
(receptive vocabulary) and one performance score (block design) of WPPSI, children’s 
school readiness scores (direct test on child, observation on child’s behavior and maternal 
report) and anthropometric measurement (only height-for-age Z score). For each outcome 
variable two separate regressions, one (Model 1) adjusted for age only and the other (Model 
2) adjusted for all possible confounders (mentioned above), were conducted. We also 
conducted crude analysis of food intake frequency report to get an idea about the dietary 
pattern of the children in general and by groups. We looked for the association of individual 
food items with children’s intelligence scores at both time periods.
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Findings
In three study areas, around a half (55.3%) of the sample owned land and almost all of them 
(96.5%) owned houses. The main economy was agrarian and 40% of the men were farmers. 
Majority of the women were involved in household work and childcare. Around 44% of 
women were involved with some type of small job like making handicrafts (mat, utensils, 
poultry etc), tailoring, working as day labourer or doing petty business. Literacy rate was 
relatively higher among women (60%) than men (46%). Majority (91%) of the population 
were Muslim. About 16.4% children were not assessed in the final assessment due to the 
families migrating away from the area.

Although the study aimed to enroll age and SES matched control group at baseline, the 
groups significantly varied in several baseline characteristics including age and SES. Table 1 
displays the baseline characteristics of the population by groups. The CCDP intervention 
group had significantly better SES, bigger families and extended families.

Table 1: Baseline characteristics of enrolled 360 mother-child pairs by groups

To observe the improvement of outcome measures over time by groups, we conducted two-
way analysis of covariance (ANCOVA) for repeated measures (Table 2). The findings showed 
that all outcome measures, except HAZ of children were significantly higher in intervened 
group in initial measurements. However, it is interesting to note that rate of improvement 
between 1st and 2nd measurement of HOME (intervened vs control group: 27.3 vs 25.1 at 
baseline and 31.7 vs 29.7 at the end) and parental ECD and child care knowledge (intervened 
vs control group: 70.5 vs 67.1 at baseline and 79.5 vs 75.3 at the end) was similar over time 
and maintained a consistent gap between both the intervened and control group showing no 

Asset index (range 0-15) 6.3(3.0) 5.3(2.8) 0.002
Family size 5.4(2.5) 4.8(1.7) 0.009
Nuclear family 78.2% 86.3% 0.03
Father’s education 2.3(1.7) 2.3(1.7) ns
Fathers with no job 1.7% 0.6% ns
Father’s age in years 37.4(8.2) 38.42(10.4) ns
Mother’s education 2.67(1.3) 2.55 (1.33) ns
Mothers with no job 59.8% 62.9% ns
Mother’s age in years 28.5(5.71) 28.9(5.4) ns
Age of the child in year 3.5(0.5) 3.41(0.5) 0.02
Girl child 52% 48.6% ns
Height-for–age Z (HAZ) Score -1.8(1.1) -2.0(1.1) ns

Variables 
CCDP Group
Mean (SD)
or % N=160

Control Group
Mean (SD) 

or % N=160
P value
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Group x Test interactions (Table 3). WPPSI receptive vocabulary (intervened group=5.2; 
control group=3.3) showed significantly higher improvement in intervened group over time 
compared to control group and showed Group x Test interaction in positive direction.

Table 2: Distribution and comparison of initial and final developmental measures by 
CCDP Intervention and Control groups

Independent sample t-test was done to see the distribution of children’s mean school 
readiness scores by group (Table 3). School readiness direct test on child showed 
significantly (p=0.03) higher score in the intervention group (60.4± 23.8) compared to 
control group (53.04±24.3). However, there was no significant difference between 
intervention and control group for maternal report (28.6±5.7 vs 27.6±5.5) and child 
behavioral observation score (16.2±3.6 vs 16.2±3.5).

Mean ±SD
1st 

measure
(n=180) 

Final
measure
(n=157)
67.1(8.8)
75.3(8.5)

25.1(6.4)
29.7(7.4)
10.0(5.8)
13.3(6.2)

7.7(6.4)
16.9(5.3)

-2.0 (1.0)
-1.9 (1.0)

Test
effect

0.003

0.007

0.96

<0.001

0.91

Inter-
vention

and
Control
group
effect

0.001

0.004

<0.001

<0.001

0.19

Inter- 
vention/
Control
group x

Test

0.29

0.89

0.06

0.01

0.97

Two-way ANCOVA
for repeated

1measures P values

Control
Group

CCDP
Intervention

Group
Assessment

Mean ±SD
1st 

measure
(n=180) 

Final
measure
(n=144)
70.5(9.7)

79.5(10.29)

27.3(5.7)
31.7(6.1)
13.4(6.5)
18.6(5.7)

12.4(6.5)
19.8(4.4)

-1.9(1.1)
-1.8(1.1)

Test sessions

1st measurement
Final measurement

1st measurement
Final measurement
1st measurement
Final measurement

1st measurement
Final measurement
 
1st measurement
Final measurement 

Variables

Main 
outcome
variables

Parents 
knowledge 
effect on ECD 
and child care
HOME 
scorers
WPPSI
receptive 
language

2score
WPPSI
block design 

2score
Children’s 

2HAZ
1. ANCOVA for repeated measures, within subject variables: Tests (outcome variables of time1 and
   time 2); between subject factors: intervention & control groups; covariate: age of children at baseline

st2.1  measurement (time 1) done 12 months after start of intervention.
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Group x Test interactions (Table 3). WPPSI receptive vocabulary (intervened group=5.2; 
control group=3.3) showed significantly higher improvement in intervened group over time 
compared to control group and showed Group x Test interaction in positive direction.
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readiness scores by group (Table 3). School readiness direct test on child showed 
significantly (p=0.03) higher score in the intervention group (60.4± 23.8) compared to 
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No difference in any outcome measures by children’s sex was observed when assessed by 
student’s t-test.

The asset index score and maternal education was significantly associated with most of the 
developmental outcomes in a positive direction (Table4). Higher paternal education 
positively influenced stimulating environment at home and maternal ECD and child care 
related knowledge. Higher paternal age showed negative association with school readiness 
scores of children. Similarly, higher maternal age showed association with lower stimulatory 
environment at home, lower intelligence scores of children along with lower performance in 
school readiness tests. Family size showed positive correlation with WPPSI performance 
scores. 

Table 4: Correlation of baseline socio economic and parental measures with 
1developmental measures

Variables

Direct test on children
Maternal report
Child behavioral observation

CCDP Group Mean 
(SD) or % N=160

60.4(23.8)
28.6(5.7)
16.2(3.6)

P value

0.03
ns
ns

Table 3: Distribution of children’s mean school readiness scores by groups

Asset index 0.41*** 0.24*** 0.42*** 0.30*** 0.24*** 0.32*** 0.14* 0.22***
Family size ns 0.13* n ns n ns ns ns
Family type ns ns n ns  n ns ns ns

#Father’s  0.26**  0.13* 0.16** 0.21*** ns 0.12 ns 0.12*
education
Father’s job ns ns n ns n ns ns ns
Father’s age  -0.19** ns -0.16**  -0.12* ns -0.14* ns ns
(year)
Mother’s 0.38***  0.13*  0.24*** 0.31*** 0.12* 0.28*** 0.12* 0.15**
education

# #Mothers job ns ns 0.10  ns 0.14*  0.11 ns ns
Mother’s age -0.15** ns -0.12*  ns ns  -0.16** ns ns
 (year)

Variables HOME WPPSI
block
design

WPPSI
recep-

tive
vocabu-

lary

Mater-
nal

ECD
and
child
care

know-
ledge

Child’s
behav-
ioral

obser-
vation

for
school
readi-
ness

Child’s
school
readi-
ness

scores

Moth-
er’s

report
on

child’s
school
readi-
ness

Child’s
Height

for
age Z
score

#1. Partial Correlation: Controlling for baseline age of the child ***p<0.001: **P<0.01;* p<0.05;  p<0.1

Control Group Mean 
(SD) or % N=160

53.04(24.3)
27.6(5.5)
16.2(3.5)
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Finally, multiple linear regression analyses was conducted to see the intervention effect on 
five main outcome measures (maternal knowledge about ECD and child care, HOME, 
WPPSI - receptive vocabulary and block design, HAZ of children and school readiness) 
related to child development, with or without controlling for all potential confounders. For 
each outcome measure we used two models as mentioned in table 5. We found children who 
received 22 months intervention had significantly improved scores in receptive vocabulary, 
block design and school readiness (direct test on children) when only adjusted for their initial 
age. This model also showed higher scores in maternal ECD and child care related 
knowledge gain and HOME (Model 1, Table 5).

Table 5: Regression coefficients and standard errors (SE) from multiple linear regression 
1analyses of children for all outcome measures showing intervention effect (CCDP 

1intervention group=1; control group= 2) in both age adjusted and all adjusted models

Dependant
Variable

Baseline
measure

B±SE
(95%CI)

Adjusted variables
in the model

Models P-Value

Model 1
2R =6%, 

F=11.1
Model 2 

2R =30%,
F=18.6

Model 1
2R =3%, 

F=5.02
Model 2

2R =25%,
F=11.2

Model 1
2R =16%,

F=28.9
Model 2

2R =29%,
F=18.0

ECD and 
child care 
Knowledge 
of mothers

HOME

WPPSI
block design

Only age

ECD and child care Knowledge of 
mothers 1st measurement, age and 
HAZ of the child at baseline, asset 
score at baseline, family size, 
mother’s age and education
Only age

HOME 1st measurement, age and 
HAZ of the child at baseline asset 
score at baseline, family size, 
mother’s age and education
Only age

WPPSI Block Design 1st 
measurement, age and HAZ of the 
child at baseline, asset score at 
baseline, family size, mother’s age 
and education

-4.4±1.1
(-6.5,-2.2)

-2.4 ±1.0
(-4.4, -0.4)

-2.3±0. 8
(-3.8, -0.7)

-0.6±0.8
(-2.1, 1.0)

-2.8±0.56
(-3.9,-1.7)

-2.4±1.0
(-4.4, -0.4)

<0.001

0.02

0.004

0.47

<0.001

0.02
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No difference in any outcome measures by children’s sex was observed when assessed by 
student’s t-test.
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developmental outcomes in a positive direction (Table4). Higher paternal education 
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scores. 
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Finally, multiple linear regression analyses was conducted to see the intervention effect on 
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WPPSI - receptive vocabulary and block design, HAZ of children and school readiness) 
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Dependant
Variable

Baseline
measure

B±SE
(95%CI)

Adjusted variables
in the model

Models P-Value

Model 1
2R =18%,

F=38.25
Model 2

2R =39%,
F=23.5

Model 1
2R =9%, 

F=13.3
Model 2

2R =31%,
F=18.0

Model 1
2R =2%, 

F=3.5
Model 2

2R =4%, 
F=2.6

Model 1
2R =2%, 

F=4.2
Model 2

2R =8%, 
F=4.9
Model 1

2R =2%, 
F=3.7
Model 2

2R =54%,
F=49.1

WPPSI 
Receptive 
vocabulary

Child’s 
school 
readiness
score

Mothers’ 
report about
child’s
school 
readiness

Observed 
behavior of
children for 
school
readiness

HAZ of child

Only age

WPPSI Receptive vocabulary 1st 
measurement, age and HAZ of the 
child at baseline, asset score at 
baseline, family size, mother’s age 
and education
Only age

Age and HAZ of the child at 
baseline, asset score at baseline, 
family size, mother’s age and 
education
Only age

Age and HAZ of the child at 
baseline, asset score at baseline, 
family size, mother’s age and 
education
Only age

Age of child, asset score at 
baseline, family size, mother’s age 
and education
Only age

HAZ of child 1st  measurement, 
age of child, asset score at baseline, 
family size, mother’s age and 
education

-5.04±0.69
(-6.4, -3.7)

-3.1±0.6
(-4.3,-1.8)

-6.07±2.8
(-11.5, 
-0.6)
-2.8±2.6
(-7.8, 2.2)

-0.7±0. 7
(-2.02,0.6)

-0.5±0.7
(-1.9, 0.9)

0.1±0.4
(-0.7,0.9)

0.5±0.4
(-0.3, 1.3)

-0.1±0.1
(-0.4,0.1)

-0.004±0.09
(-0.2, 0.2)

<0.001

<0.001

0.03

0.27

0.23

0.46

0.79

0.23

0.28

1.0

1.Regression Model 1: Predicting final HOME, WPPSI Block design, WPPSI Receptive vocabulary, 
Mother’s ECD and child care rela ted knowledge and school readiness information after adjustment of 

Bangladesh Education Journal 27

However, after adjustment of all possible confounders and relevant covariates, the scores 
remained significant for children’s receptive vocabulary (B±se -3.1 ±0.6; 95% CI -4.3, -1.8; 
p<0.001), WPPSI performance (Block design) score (B±SE -2.4±1.0; 95%CI -4.4,-0.4; 
p=0.02) and maternal ECD and child care related knowledge gain (-2.4±i.0; 95% CI -4.4, -
0.4; p=0.021) (Table 5).

In a separate analysis we conducted Pearson’s correlation to assess the association of school 
environment (measured by 7 subscales of ECERS-R) with children’s intelligence. Total 
ECERS score showed no association with any of the WPPSI scores but its subscales, Activity 
total scores (focused on facilities in the centre for fine motor activities, play and art) and 
Language-Reasoning total scores showed significant association with WPPSI-receptive 
vocabulary of children.

Food frequency information was analyzed separately to observe the dietary habit of the study 
children irrespective of groups. Findings show that rice, fish and vegetable comprised the 
main menu of these children (Figure 1).

The dietary measure was very crude and did not pick up the amount taken by the child. When 
assessed by group, the intervened group found to have higher intake of lentil, meat, milk and 
fruits.

Discussion
This pilot study evaluated the Comprehensive Child Development Package (CCDP) for 
preschool children and their parents. The intervention showed several success of the 
programme in this population when delivered through early learning- centre. We will discuss 
the effect of CCDP on each outcome separately in the following sections.

children’s initial age Regression Model 2: Predicting final HOME, WPPSI Block design, WPPSI 
Receptive vocabulary, Mother’s ECD and child care relat ed knowledge and school readiness 
information after adjustment of all possible confounder in addition to children’s initial age

Figure 1: Weekly consumption chart of different food items
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Dependant
Variable

Baseline
measure

B±SE
(95%CI)

Adjusted variables
in the model

Models P-Value
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F=23.5
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F=18.0
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2R =2%, 

F=3.5
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2R =4%, 
F=2.6
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F=4.9
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F=3.7
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2R =54%,
F=49.1

WPPSI 
Receptive 
vocabulary

Child’s 
school 
readiness
score

Mothers’ 
report about
child’s
school 
readiness

Observed 
behavior of
children for 
school
readiness

HAZ of child

Only age

WPPSI Receptive vocabulary 1st 
measurement, age and HAZ of the 
child at baseline, asset score at 
baseline, family size, mother’s age 
and education
Only age

Age and HAZ of the child at 
baseline, asset score at baseline, 
family size, mother’s age and 
education
Only age

Age and HAZ of the child at 
baseline, asset score at baseline, 
family size, mother’s age and 
education
Only age

Age of child, asset score at 
baseline, family size, mother’s age 
and education
Only age

HAZ of child 1st  measurement, 
age of child, asset score at baseline, 
family size, mother’s age and 
education

-5.04±0.69
(-6.4, -3.7)

-3.1±0.6
(-4.3,-1.8)

-6.07±2.8
(-11.5, 
-0.6)
-2.8±2.6
(-7.8, 2.2)

-0.7±0. 7
(-2.02,0.6)

-0.5±0.7
(-1.9, 0.9)

0.1±0.4
(-0.7,0.9)

0.5±0.4
(-0.3, 1.3)

-0.1±0.1
(-0.4,0.1)

-0.004±0.09
(-0.2, 0.2)

<0.001

<0.001

0.03

0.27

0.23

0.46

0.79

0.23

0.28

1.0

1.Regression Model 1: Predicting final HOME, WPPSI Block design, WPPSI Receptive vocabulary, 
Mother’s ECD and child care rela ted knowledge and school readiness information after adjustment of 
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Effect of CCDP on Maternal Outcome
We used a structured questionnaire to assess maternal ECD and child care based knowledge 
at two time points- at baseline and at the end of the study. Maternal total knowledge score 
was significantly higher in the intervened group at both the baseline and final time point. The 
overall finding indicates that the child care service of CCDP programme through parental 
involvement and monthly parental session had a significant improvement in mothers’ ECD 
and child care related knowledge.

Effect of CCDP on Home Observation for Measurement of the Environment 
(HOME)
In terms of home observation measurement the finding indicates more attention need to be 
given to improve the parental programme of CCDP so that it can bring positive change in 
home environment to make it more stimulating.

Effect of CCDP on Children’s Intelligence/Cognitive Outcome
The overall findings of WPPSI vocabulary and performance scores indicate that the existing 
CCDP programme has a positive impact on children’s language development. Apparent lack 
of benefit in performance scores of intervened children indicates further exploration and 
revision of the program for performance items. It is also necessary to review how the existing 
eye-hand coordination items of CCDP program are practiced by the children.

Effect of CCDP on School Readiness
The initial benefit of school readiness scores in intervention group was lost in the adjusted 
model. It is possible that the study could not pick–up real benefit from it as the children were 
of slightly younger age and the scale was originally designed for 60-72 months. So, getting 
no effect of CCDP intervention on school readiness scores of children highlights the 
necessity of further evaluation of the programme.

Effect of CCDP on children’s Nutritional Status (height-for-age)
Depending on dietary (although very crude assessment) and growth findings we can assume 
that dietary advice in CCDP intervention became helpful to change dietary behavior of the 
intervened children but did not help in achieving their optimum growth. Underlying poverty 
might have played an important role on nutritional status of these children. Addition of some 
nutritional intervention (school feeding, micronutrient supplementation through food etc) or 
income generation component in CCDP programme might ensure better nutritional status 
among these children during this period of rapid physical and brain growth.

Conclusion
In general, the CCDP intervention showed around half of a standard score improvement in 
children’s verbal item scores (receptive vocabulary) and a third of a standard score 
improvement in children’s performance score (block design) when compared with control 
children who received no intervention. However, benefit on many other domains of 
development also needs to be addressed to make a firm conclusion. Future follow up of these 
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children at school age is essential to see the predictive value of this early intervention benefit. 
The findings also showed overall improvement in mothers’ knowledge gain about ECD and 
child care but there remained a gap between these knowledge gain and practice. Effect of the 
programme on school readiness is also inconclusive and needs further evaluations. 
Children’s dietary habit also improved in the intervened group, but the assessment was crude 
and showed no significant effect on nutritional status. It also did not show any change in 
stimulating home environment of children and neither showed positive impact.

Challenges:

We consider the following to be the challenges faced in this study:
As per design the study is non-randomized and not the best design. We would have done cluster 
randomization but it was not possible in our setting. We addressed this limitation by adjusting 
all the variables which were different between intervention and control groups at baseline.

Our other limitation was to conduct some baseline assessments (WPPSI, HAZ) one year 
after the start of programme due to field constraints. As a result, the intervened and control 
group both had a significant initial difference in scores and that gap remained the same in the 
final assessment. To minimize this limitation to some extent we conducted regression 
analysis by adjusting initial scores.

Despite all these limitations our findings indicate that the CCDP approach is feasible, could 
be sustainable and reasonably effective for important domains of young child development. 
However, it needs to be tested and possibly revised further to ensure optimum child 
development in an ECD friendly environment which could be demonstrated by intelligence 
tests and school readiness scores.
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Abstract 
It is generally recognized that teachers’ skills, motivation and performance are central to 
improvement of quality of education generally and of teaching-learning specifically. This 
study examines the economic and income status of primary and secondary school teachers, 
their work burden and job satisfaction, their professional preparation and support , and how 
these affect their professional expectations and performance. The study is based on an 
opportunistic sample of 215 teachers selected from government primary schools, registered 
non-government primary schools and secondary schools. The collected data are analysed by 
applying simple descriptive statistics methodology to draw inferences about the personal 
and professional status of primary and secondary teachers and their work in Bangladesh. 
Recommendations are made about teachers’ remuneration and incentives, their professional 
preparation and in-service training, and adequacy and efficacy of supervisory support for 
and evaluation of teacher performance. 

Key words: Teacher remuneration and income, teacher development, teacher supervision 
and evaluation, teacher work-burden, teacher job-satisfaction, primary and secondary 
teachers in Bangladesh.

1. Introduction
It is generally recognized that teachers’ skills, motivation and performance are central to 
improvement of quality of education generally and of teaching-learning specifically. 
Teachers’ professional attitudes, energy and motivation are critical, in combination with 
teaching skills, in creating quality of learning (Leu 2005).Barber and Mourshed (2007) 
assert that “the quality of an education system cannot exceed the quality of its teachers” and 
that “the only way to improve outcome is to improve instruction” (cited in Scheerens, ed. 
2010). To solve what is called a learning crisis in the recent EFA Global Monitoring Report, 
all children must have teachers who are trained and motivated and who enjoy teaching, can 
identify and support weak learners and who are backed by a well-managed education system 
(UNECO 2014).
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It is also widely accepted that a number of factors is intricately related to teachers’ skills, 
motivation and performance. These include: whether teachers earn a decent wage and can 
meet their families’ basic needs, their opportunities for professional preparation and support, 
their work burden and working conditions, teachers’ perceptions and expectations about 
social esteem and value of their work, and criteria and process of evaluating teachers’ 
performance. In Bangladesh, issues like teachers’ salary, opportunities for promotion, 
incentives for continuous professional development, and the reduction of physical and 
mental stress are not given due attention in policy implementation (Haq and Islam 2005).

Not many research and investigation exist in Bangladesh that provide information about 
these basic factors affecting teachers’ work, working conditions, performance and teachers’ 
own views about their work (Ibid.). 

The present modest study based on a survey of a sample of primary and secondary teachers 
attempted to collect relevant basic data. The collected data are analysed by applying simple 
descriptive statistics methodology to draw inferences about the personal and professional 
status of primary and secondary teachers and their work in Bangladesh. 

2. Purpose and objectives
The purpose of the study is to examine the economic and income status of primary and 
secondary school teachers, their work burden and job satisfaction, their professional 
preparation and support, and how these affect their professional expectations and 
performance. The specific objectives include gathering and analyzing relevant data about:

1. status of family income and expenses of teachers,

2. educational qualifications and professional training of teachers,

3. teachers’ perception about job satisfaction,

4. work burden and work conditions,

5. status of evaluation of teachers’ work and teacher perception about evaluation, and

6. professional expectations of teachers,

3. Methodology
The study was based on primary data collected by opportunistic sampling. Data were 
collected in 2012 from teachers of government primary schools (GPS), registered non-
government primary schools (RNGPS), and non-government secondary schools where the 
researchers had some contact and access. An effort was made to have a representation of the 
major types of institutions which served the large majority of student at the primary and 
secondary levels. Attention was given to geographical dispersal of the locations of the 
institutions.
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It should be noted that two-thirds of the primary level students are served by government 
primary schools. About a quarter of primary students were enrolled in RNGPS, but in 2013 
these schools have been brought under government control. The quality standards applied to 
government schools in respect of teachers’ professional qualifications and remuneration as 
well as number of teachers and school infrastructures are yet to be fully applied to the former 
RNGPS. It is therefore considered useful to analyse the data by taking RNGPS as a separate 
category.

Most secondary schools, about 97 percent, are non-government. They are managed by local 
school management committees representing parents, teachers and the government 
education authority; they also receive teacher salary subvention for teachers appointed under 
official criteria and enrolled in the government pay-roll (Al-Samarai 2011).

A questionnaire was used as the data collection tool. The draft questionnaire was tried out 
with thirty teachers from the three types of schools. The questionnaire was semi-structured 
with space given to respondents to express their views rather than choosing only given 
options. A total of 215 teachers were interviewed. Data were collected from seven Upazillain 
seven districts of Bangladesh (out of a total of 64 districts). There were 75 GPS teachers, 45 
RNGPS teachers and 100 secondary school teachers in the sample (Table 1). 

Among the respondents there were 24 Head Teachers, 11 Assistant Head Teachers and 180 
Assistant Teachers. There were 133 male teachers and 82 female teachers. The questionnaire 
had six parts: 

1. personal information;

2. teaching-learning;

3. teacher performance evaluation;

4. professional expectations of teachers;

5. teachers’ perception of job satisfaction; and

6. professional preparation of teachers.

The questionnaire consists of open and close ended questions, multiple response questions 
and rating scales to collect the diverse categories of information.

Table 1: The characteristics of the teacher sample

Schools Teachers in sample Respondents % Male Female
GPS 70 32.6 37.1 62.9
RNGPS 45 20.9 64.4 35.6
Secondary 100 46.5 78.0 22.0
All 215 100 61.9 38.1
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4. Educational Background of Teachers

4.1 Academic Qualifications
At the primary level (GPSs & RNGPSs) about 14% of teachers’ highest degree is SSC (10 
years of school education). One-third has the HSC certificate (12 years of formal schooling). 
Just over a third of the teachers are college graduates and 19 percent have Masters degree. 
The minimum required educational qualification for primary school is HSC certificate, 
though in order to encourage recruitment of female teachers, SSC qualification is acceptable 
for women, when women with higher qualifications are not available. (See Table 2).

A substantial number of primary teachers in GPS (28.6%) have a Masters degree. This 
proportion is much smaller in the former RNGPS. Does this high academic qualification 
make them necessarily better teachers in primary school? This is discussed in the next 
section.

For secondary school, the recruitment criterion for teaching position is college graduation (at 
least 14 years of formal education), but even at this level 1 percent of the teachers were found 
to be with HSC qualification. Almost two-thirds of secondary teachers have a bachelor 
degree and just over one-third are masters degree holders (Table 2). Those with a Bachelor’s 
degree, under a quarter (22.5 %) had a Bachelor honours degree that requires an extra 
academic year of study (not shown in Table 2).

Table 2: Highest educational qualification of teachers by school type

Frequency
7
16
27
20
9
22
12
2
16
38
39
22
0
1
62
37

Percent
10.0
22.9
38.6
28.6
20.0
48.9
26.7
4.4
13.91
33.04
33.91
19.13
0
1.0
62
37

Educational qualification
SSC
HSC
Graduation
Masters
SSC
HSC
Graduation
Masters
SSC
HSC
Graduation
Masters
SSC
HSC
Graduation
Masters

School type
GPS

RNGPS

TOTAL  Primary
GPS+RNGPS

Secondary
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4.2 Teachers’ Academic Results
The class or division obtained in the diploma or degree examinations is supposed to indicate 
the academic merit and capability of the person and indicate her or his potential as a teacher.  
The normative expectation is that teachers should possess high intellectual capabilities.

The large majority of teachers obtained second division or class in their academic certificate 
or degree examinations – 35 % in HSC, 54 % in HSC, 71% in Bachelors, and 78 % at Masters 
level. A significant number received third division or class qualifications – 16% for SSC, 
20% for HSC, 26% for Bachelors and 8% at Masters level (Table 3).  As can be seen in Table 
2 a large proportion of teachers with Bachelors and Masters degree serves  in primary school 
(53% of total at that level), though the minimum requirement is HSC. But a high proportion 
of the college degree holders has third class academic results. Thirty-one percent of RNGPS 
teachers have Bachelors and Masters, but half of these have third-class degrees. By 
comparison, in GPS, 68% are college degree holders at bachelors or masters level and 13 
percent of them have third class. At the secondary level, almost teachers have college degree 
and 29% have third class degrees, as shown  in Tables 2 and 3. 

A third division or class obtained in the examination is liable to cast doubt about the 
intellectual capability of the person to become an effective teacher. A legitimate question is 
whether a person with a third class Masters degree would  perform as a teacher better in  a 
primary school than one with a first division HSC certificate. This is a pertinent question 
because a large number of teachers with nominally high academic qualifications has third 
class degrees. Are they adequately equipped with knowledge, capability  and motivation to 
discharge their teaching responsibilities? Should they be given preference in recruitment 
over those with only SSC, but with a first or second division result, in the case of primary 
schools?

Table 3: Academic results of teachers

All teachers
SSC 

(n=215)%
HSC 

(n=199)%
Graduation
(n=160)%

Masters 
(n=59)%

st1  Division/Class 43.3 19.60 1.25 6.78
nd2  Division/Class 35.3 54.27 71.25 77.97
rd3  Division/Class 15.8 20.10 26.25 8.47

Data not available 5.6 6.03 1.25 6.78
GPS

st1  Division/Class 64.3 30.16 0 0
nd2  Division/Class 22.9 57.14 82.98 100
rd3  Division/Class 5.7 4.76 12.76 0

Data not available 7.1 7.94 4.25 0
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Type of training GPS RNGPS Secondary
Long Training only 81.4 28.9 32.0
Short In Service training only 4.3 11.1 17.0
Long & Short In-service 8.6 55.6 26.0
No Training 5.7 4.4 25.0
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5. Professional Training and Support for Teachers
About 95% of primary teachers and 75 % of secondary teachers in the sample of teachers 
included in the study have received either a one-year formal professional training and/or 
short in-service training courses. The large majority went through the one-year formal 
training C-in-Ed for primary teachers and B.Ed. for secondary teachers. (Table 4) The data 
reveal that a much larger proportion of RNGPS teachers had both long and short training 
(56%) compared to GPS teachers (9%). The situation in secondary school is somewhat less 
positive. Fifty-eight percent of the teachers had B.Ed. or more and 17% had only short in-
service training. (Table5)

Table 4: Professional Training of Teachers

5.1 Long training
The large majority of primary teachers (87% in GPS and 80% in RNGPS) went through the 
one-year C-in-Ed course. At the secondary level, 53% had B.Ed. and 5% had M.Ed. which 
usually consisted of a one-year programme following B.Ed. (Table 5)

Table 3: Academic results of teachers

All teachers
SSC 

(n=215)%
HSC 

(n=199)%
Graduation
(n=160)%

Masters 
(n=59)%

RNGPS
1st Division/Class 17.8 5.55 0 0
2nd Division/Class 42.2 47.22 50 50
3rd Division/Class 37.8 44.44 50 50
Data not available 2.2 2.78 0 0
Secondary
1st Division/Class 40.0 18.0 2.02 10.81
2nd Division/Class 41.0 55.0 68.69 67.56
3rd Division/Class 13.0 21.0 29.3 10.81
Data not available 6.0 6.0 0 10.81
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Table 5: Professional long training

Name of training GPS RNGPS Secondary
C. in Ed. 87.1 80.0 0
B. Ed 1.4 2.2 53.0
C. in Ed. & B. Ed 1.4 2.2 0
B. Ed & M. Ed 0 0 5.0
No long training but in-service 4.3 11.1 17.0
short training
No training 5.7 4.4 25.0

5.2 In-service short training
A large number of teachers were beneficiaries of short in-service training courses of one to 
five days. (Table 6) Thirteen percent of GPS teachers, 67 percent of RNGPS teachers and 
43% of secondary teachers participated in the short courses. It appears that RNGS received a 
favored treatment in respect of short courses. This may have been due to the perception of 
education authorities that RNGPS teachers with somewhat lower formal education 
qualifications required to be included in short courses in larger numbers. 

It should be noted the day-long sub-cluster training (an event once every quarter in which 
teachers from 10 to 20 neighboring schools are brought together in one of the schools to 
discuss selected primary education teaching-learning and other issues) was not mentioned 
by teachers as short training. It appears that teachers considered this more as an information 
sharing occasion rather than training. Both GPS and RNGPS teachers participated in the sub-
cluster training and its inclusion in the list of short training would change the comparative 
data regarding GPS and RNGPS. 

Table 6: In-service short training for teachers

5.3 Incentive for professional training
The formal training leading to C.-in-Ed. Certificate and B.Ed. degree entitle teachers to 
receive salary increments. C-in-Ed is considered a requirement for primary teachers, though 
it is not a pre-service training course. Primary teachers, after they are recruited, are expected 
to take part in the training, when they also receive their salary. The courses are conducted in 
56 government-run and 2 private Primary Teachers Training Institutes (PTI) under the 
overall academic and curricular guidance of the National Academy for Primary Education. 
There have been critical observations about the quality and value of the PTI training course 

Type of training GPS RNGPS Secondary
Only In-service short training 4.3 11.1 17.0
Long & Short In-service 8.6 55.6 26.0
No In-service training 87.1 33.3 57.0
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Data not available 2.2 2.78 0 0
Secondary
1st Division/Class 40.0 18.0 2.02 10.81
2nd Division/Class 41.0 55.0 68.69 67.56
3rd Division/Class 13.0 21.0 29.3 10.81
Data not available 6.0 6.0 0 10.81
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Table 5: Professional long training

Name of training GPS RNGPS Secondary
C. in Ed. 87.1 80.0 0
B. Ed 1.4 2.2 53.0
C. in Ed. & B. Ed 1.4 2.2 0
B. Ed & M. Ed 0 0 5.0
No long training but in-service 4.3 11.1 17.0
short training
No training 5.7 4.4 25.0

5.2 In-service short training
A large number of teachers were beneficiaries of short in-service training courses of one to 
five days. (Table 6) Thirteen percent of GPS teachers, 67 percent of RNGPS teachers and 
43% of secondary teachers participated in the short courses. It appears that RNGS received a 
favored treatment in respect of short courses. This may have been due to the perception of 
education authorities that RNGPS teachers with somewhat lower formal education 
qualifications required to be included in short courses in larger numbers. 

It should be noted the day-long sub-cluster training (an event once every quarter in which 
teachers from 10 to 20 neighboring schools are brought together in one of the schools to 
discuss selected primary education teaching-learning and other issues) was not mentioned 
by teachers as short training. It appears that teachers considered this more as an information 
sharing occasion rather than training. Both GPS and RNGPS teachers participated in the sub-
cluster training and its inclusion in the list of short training would change the comparative 
data regarding GPS and RNGPS. 

Table 6: In-service short training for teachers

5.3 Incentive for professional training
The formal training leading to C.-in-Ed. Certificate and B.Ed. degree entitle teachers to 
receive salary increments. C-in-Ed is considered a requirement for primary teachers, though 
it is not a pre-service training course. Primary teachers, after they are recruited, are expected 
to take part in the training, when they also receive their salary. The courses are conducted in 
56 government-run and 2 private Primary Teachers Training Institutes (PTI) under the 
overall academic and curricular guidance of the National Academy for Primary Education. 
There have been critical observations about the quality and value of the PTI training course 

Type of training GPS RNGPS Secondary
Only In-service short training 4.3 11.1 17.0
Long & Short In-service 8.6 55.6 26.0
No In-service training 87.1 33.3 57.0
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and whether these equipped teachers with the professional skills and competencies to 
become effective primary school teachers. Taking these views in consideration, a reform of 
primary teacher training has been initiated with the aim of strengthening the theoretical and 
pedagogy content of training and to emphasize hands-on practicum component. The 
duration of the training course, being piloted, has been extended to 18 months and it has been 
re-named as Diploma- in- education. 

The B.Ed. course for secondary teachers is offered under the academic supervision of the 
National University through 14 government Teachers’ Training Colleges and almost a 
hundred privately run colleges. B.Ed. is not a strict requirement for secondary teaching, but 
the degree is linked to salary level and salary increment. This is an incentive to acquire the 
degree which has led to a demand for this course to aspiring and current teachers and a 
growth of the private training colleges. The quality of instruction and meeting other quality 
criteria regarding facilities, teaching personnel and management are supposed to be 
overseen by the National University. This oversight is not effectively applied by the National 
University and, therefore, the quality of the training in the private institutions at best is 
debatable (BANBEIS 2009, Rashid & Sadia 2012).

The short in-service courses relate to pedagogic aspects of teaching specific subjects such as 
math, English or science; learning assessment; use of learning materials; and school and 
class management.

Upazila resource centers located in a model school in each Upazila is usually the venue of 
this kind of training, except for the sub-cluster training, as mentioned above. 

6. Teachers’ Living Standard

6.1 Teachers’ Income and Economic Status
Whether teachers’ earning from their salary and from other sources provide them an 
adequate income to meet their families’ needs and maintain a reasonable standard of living is 
examined by looking at data regarding teacher’s salary and other non-salary income of the 
household.

Table 7 shows the average salary level of teachers in GPS, former RNGPS and secondary 
schools. The GPS teachers, with their salaries tagged to the government civil service salary 
structure, are clearly in an advantageous situation. 

GPS teachers earn an average monthly salary that is double of their counterparts in RNGPS 
and is 16% higher than that of secondary teachers. There is a progression in salary with 
number of years in service. Those who have been in teaching for 10 years earn 0ne-thrd more 
than the average for all GPS teachers. This not so for RNGPS teachers. There is little change 
in salary irrespective of the length of service, resulting in a large differential of almost three 
times average salary in GPS compared to RNGPS for those with 10 or more years of service. 
This anomalous situation has been the principal reason for bringing RNGPS under 
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government control. However, how long it will take to make average RNGPS salary level 
comparable to that of GPS, while applying necessary criteria for teacher qualification, 
training and performance as applied to GPS teachers, remain a question. 

At the secondary level, the salary level remains flat through the teacher’s professional career. 
The average salary is lower than that of primary teachers and it continues to be at that level 
permanently. This is obviously a de-motivating factor for performance and for participation 
in professional upgrading. 

It may be noted that compared to per capita annual national income of about Tk 80,000 
($1,044 in 2013), the average annual salary for GPS teachers is 67% higher and 44% higher 
for secondary teachers. But it is lower than the per capita national income by 17% for 
RNGPS teachers. 

Table 7: Average monthly salary of teachers

6.2 Non-salary income
One third of all teachers were involved in income-earning activities like private coaching, 
agriculture, business and part time work other than regular teaching. It is highest in 
secondary schools where almost half of the teachers (49%) are involved in other income-
producing activities along with their teaching job. It is 42% for RNGPS teachers; and 
significantly lower for the GPSs teachers (7.1%). 

Table 8: Income from teaching salary, other income and total household income

It appears that pursuit of non-teaching income is a function of relatively low earning from the 
regular full-time work for RNGPS teachers and secondary teachers in comparison to 
remuneration for comparable education level in other jobs. It is also a matter of the income 
level required for a household to maintain a reasonable standard of living.

School 
type

Average Salary
(In teaching up to 5 
Years), Tk per month

Average Salary
(In teaching 6-10 
years), Tk per month

Average Salary
(In teaching 10+ 
years)

GPS
RNGPS
Secondary

9,027
5,750
8,308

10,464
5,452
9,149

14,426
5,519
10, 174

Average Salary 
(All), Tk per month

11,170
5,533
9,593

School 
type

GPS
RNGPS
Secondary 

Average monthly 
salary

11, 170
5, 533
9, 593

Total monthly
Income 
(Average)
11, 530
7, 498
15, 763

% of income 
from teaching 
salary (Average)
96.87%
73.80%
60.85%

% of teachers 
with non-salary 
income (Average)
7.1
42.2
49.0
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government control. However, how long it will take to make average RNGPS salary level 
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6.3 Total family income
Average household income is also the highest for GPS teachers and the lowest for RNGPS 
teachers. Slightly more than forty percent of the total household income came from their 
salary. In other words, the proportion of the teaching salary in total household income is less 
than half of the total household income. This proportion is roughly the same for the three 
categories of teachers, though their total household income varied. The proportion increased 
somewhat as teachers stayed longer in their job, but it still remained in the range of 45 to 55% 
(Table 9). 

Table 9: Household income of teachers

All teachers relied on non-teaching earning in order to increase their household income. 
Secondary and RNGPS teachers earn the extra income more through their own work, 
whereas the GPS teachers relied on the earning of others in the household. Why this is so was 
not clear from the data.

6.4 Residential Accommodation
Residential family accommodation for teachers is obviously a major item of expenditure and 
affects their overall economic well-being. It appears that the effect of relatively low 
individual and household income is mitigated somewhat by the fact that the large majority of 

School 
type

GPS
RNGPS
Secondary 

Total 
Average 
income 
(Tk per 
month)
27, 382
12, 977
22, 079

% from 
teaching 
salary

40.80
42.64
43.45

In 
teaching 
up to 5 
years

22,930
14, 250
26,575

% from 
teaching 
salary

39.36
40.35
31.26

In 
teaching 
5+ to 10 
years

27,119
15, 400
30,391

% from 
teaching 
salary

38.58
35.40
30.10

In 
teaching 
10+ 
years

32, 056
12, 499
18, 652

% from 
teaching 
salary

44.99
44.15
54.54

Table 10: Sources of additional household income of teachers
School 
type

GPS

RNGPS

Secondary 

Total non-teaching 
income (Total 
household income 
minus salary)
Amount (TK/Month)
(%)
16,212
58.82%
7,444
57.32%
12,486
56.54%

Teacher’s own non-
teaching income

Amount (TK/Month)
(%)
360
2.22%
1,966
26.41%
6,170
49.42%

Other household 
members’ earning (Tk 
per month)

Amount (TK/Month)
(%)
15,852
97.78%
5,478
73.59%
6,316
50.58%
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teachers live in house that they or their families own. One-fifth of GPS teachers, about 9 
percent of RNGPS teachers and a quarter of secondary school teachers live in rented house. 
Secondary school teachers paid highest for house rent and RNGPS teachers paid lowest. 
Secondary teachers paid almost three times more than the RNGPS teachers. Among the GPS 
teachers who are in teaching for six to ten years pay more rent than other two groups. For the 
secondary teachers who are in teaching for less than five years pay highest, and who are in 
teaching more than ten years pay lowest.

Table 11: Proportion of teachers renting residences and monthly rent

6.5 Home to School Distance and Conveyance
Distance of school from home, travel time and expenses affect teachers’ working condition 
and economic welfare. Average distance between teachers living place and school is about 
six km. GPS teachers live farthest from school and secondary teachers live closest with 
average distance below 5 kms. For RNGPS and 6 kms for teachers fall in the middle (See 
Table 12) Average time to travel to school one way is between 25 minutes to 40 minutes for 
different types of schools. 

Table 12:Distance and conveyance

To the extent ownership of residence from where teachers travel to work alleviates the effect 
of low remuneration of teachers has an implication for teachers’ job placement and transfer. 
If this is factor in teacher’s economic well-being and their professional dedication to their 
work, teacher recruitment, placement and transfer policies have to take these points into 
consideration. Increase in the proportion of women teachers in the profession make these 
concerns even more relevant. 

GPS
RNGPS
Secondary 

All
(%)

20
8.9
25

Average 
monthly 
Rent 
(all)

3, 971
1, 875
5, 656

In 
teaching 
upto 5 
years 
(%)
22.2
0
54.2

Average 
monthly 
Rent

2300.00
00
7250

In 
teaching 
6-10 
years 
(%)
21.2
20
38.5

Average 
monthly 
Rent

4,843
1000
5,600

In 
teaching 
10+ 
years 
(%)
15.8
8.3
11.1

Average 
monthly 
Rent

4,167
2,167
2,250

School type Average Distance Average time Average daily expense 
(Km) (min) (TK)

GPS 7.36 40.70 41.70
RNGPS 6.43 25.41 25.62
Secondary 4.43 26.10 30.29
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7. Teachers Work Environment

7.1 Working hours in school, number of classes, lesson preparation &home work load
Time spent on the job by teachers determines the work burden, working conditions and the 
quality of teaching-learning The total work hours per week for teachers in the three types of 
schools amounted to about 40 hours including classroom instruction, preparation time and 
home- work correction, as reported by teachers. It is slightly less than the average for 
secondary school teachers and slightly more for GPS teachers.(Table 13). RNGPS teachers 
spent more time than GPS and secondary teachers. GPS teachers spent the lowest time in 
school. Average number of class periods each teacher taught was 35, 33 and 27 respectively 
in GPS, RNGPS and Secondary schools per week. Teachers spent about seven hours in a 
week for their instructional preparation and one to two and a half hours in a week for 
homework correction.

Table 13:Weekly average number of classes/periods, Average number of hours spent on 
preparation, Average number of hours spent on home work correction

7.2 Other Duties

Teachers are often called to undertake other activities besides classroom teaching which a 
concern for teachers is. Teachers have to spend seven to twelve full days in year for other 
activities. Some time they are involved in those activities for half days and sometime after 
school or in holidays also.

All GPS RNGPS Sec

Average 
number of 
classes/periods 
(weekly)
Average 
number of 
hours spent on 
preparation 
(weekly)
Average 
number of 
hours spent on 
home work 
correction 
(weekly)

30.43

6.85

2.55

5 yrs

38.72

5.78

2.02

5+ 
yrs

34.36

6.55

2.22

10+ 
yrs

31.95

5.74

4.10

All

34.83

7.16

2.68

5 yrs

27.00

4.00

00

5+ 
yrs

34.40

4.20

0.20

10+ 
yrs

33.25

4.83

1.30

All

34.83

7.16

1.06

5 yrs

26.42

6.04

3.89

5+ 
yrs

27.46

7.69

1.65

10+ 
yrs

25.97

5.63

3.14

All

26.27

6.37

3.13

Note: 5 yrs: In teaching up to 5 years, 5+ yrs: In teaching 6-10 years,
          10+ yrs: In teaching more than 10 years
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7.3 Constraints and obstacles in daily classroom teaching

Teachers were asked to indicate what were obstacles or constraints to effective classroom 
instruction. The maximum number of responses regarding obstacles in daily classroom 
teaching was about lack of capability of students that led to low achievement by them. The 
open-ended question elicited such responses as “low caliber students, irregular students, and 
lack of attention of students.” The second most common response could be put in the 
category of physical facilities and provisions for teaching learning materials, such as, lack of 
sufficient space in classrooms, too many students in the class, class room furniture and 
equipment (lack in benches and desks, broken blackboards, dirty classroom). Noise was also 
listed as a constraint. (Table 15)

Table 15: Obstacles to effective classroom teaching as reported by teachers

It is worth noting that teachers’ perception and views about obstacles to good teaching 
centered on students’ failure to perform because they lacked capabilities and motivation. The 
second important category of obstacles was about the physical facilities and conditions in the 
school and the classroom. Only item related to teachers themselves was that there were not 
enough teachers. There were no observations about the teachers’ own capabilities, skills and 
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Obstacles
No obstacle
Low capability of students 
(e.g. low caliber students, irregular attendance of students, 
lack of attention of students to lessons)
Lack of space
(e.g. small classroom, a large number of students, not 
enough classrooms)
Problems with classroom furniture and equipment
(e.g. lack of benches and desks, broken blackboards, lack 
dirty classroom)
Lack of teaching learning materials
Noises (e.g. sound from outside, students’ noise)
Not enough instructional time to complete lessons
Shortage of teachers
Others

Percentages of responses
0.2
28.6

19.6

17.4

9.7
8.5
8.0
7.2
1.0

Table 14: Other non-teaching duty

Full day Half day After School
GPS 7.20 7.27 5.49
RNGPS 12.49 6.16 4.22
Secondary 7.54 6.24 4.64
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instruction. The maximum number of responses regarding obstacles in daily classroom 
teaching was about lack of capability of students that led to low achievement by them. The 
open-ended question elicited such responses as “low caliber students, irregular students, and 
lack of attention of students.” The second most common response could be put in the 
category of physical facilities and provisions for teaching learning materials, such as, lack of 
sufficient space in classrooms, too many students in the class, class room furniture and 
equipment (lack in benches and desks, broken blackboards, dirty classroom). Noise was also 
listed as a constraint. (Table 15)

Table 15: Obstacles to effective classroom teaching as reported by teachers

It is worth noting that teachers’ perception and views about obstacles to good teaching 
centered on students’ failure to perform because they lacked capabilities and motivation. The 
second important category of obstacles was about the physical facilities and conditions in the 
school and the classroom. Only item related to teachers themselves was that there were not 
enough teachers. There were no observations about the teachers’ own capabilities, skills and 
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Obstacles
No obstacle
Low capability of students 
(e.g. low caliber students, irregular attendance of students, 
lack of attention of students to lessons)
Lack of space
(e.g. small classroom, a large number of students, not 
enough classrooms)
Problems with classroom furniture and equipment
(e.g. lack of benches and desks, broken blackboards, lack 
dirty classroom)
Lack of teaching learning materials
Noises (e.g. sound from outside, students’ noise)
Not enough instructional time to complete lessons
Shortage of teachers
Others

Percentages of responses
0.2
28.6

19.6

17.4

9.7
8.5
8.0
7.2
1.0

Table 14: Other non-teaching duty

Full day Half day After School
GPS 7.20 7.27 5.49
RNGPS 12.49 6.16 4.22
Secondary 7.54 6.24 4.64
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competence and what might be lacking in this respect that required attention. In a way, it is 
like blaming the victims; if the students did not perform well in school, it is their fault!

Shifting the blame on the students and their families who did not guide and support their own 
children well appears to be a form of rationalization often indulged in by education 
authorities and teachers. However, to be fair to teachers, they work under difficult conditions 
with heavy work burden and large classes; and they are happy when students achieve good 
results, as discussed later.

7.4 Classroom learning environment
The large majority of teachers in the sample said that the classroom learning environment 
was satisfactory. About 16% teachers said that learning environment in their class rooms was 
not satisfactory. This number is about 26% in GPSs, 31.1% in RNGPSs and 11% in 
secondary Schools. Only 8.4% teachers said their classroom learning environment was very 
good. This is on the whole consistent with response about constraints to classroom teaching 
with 20 percent of all teachers mentioning lack of enough classroom space and around 
10%reporting lack of learning materials and noisy classrooms. (See Table 15)

The response about learning environment suggests improvement in facilities resulting from 
government investments. It also may be a matter of perception and expectations about what 
Bangladesh as a poor country can afford in respect of school infrastructure and facilities. It 
can be argued that, not enough space for students in a fifth of the classrooms is not an 
acceptable situation. 

Table 16: Perception about classroom learning environment

8. Supervision, Performance Evaluation and Professional Support

8.1 Who supervise and evaluate
Teachers are evaluated and given certain professional support by various supervisory 
personnel. There is a relatively more elaborate supervisory structure at the upazila level for 
primary education. A similar structure does not exist for secondary schools, though 
supervisors for development project activities in secondary education have been placed in 
recent years in upazilas.

All GPS RNGPS SEC

Not 
Satisfactory
Satisfactory
Very Good

16.3

75.3
8.4

5 yrs

27.8

66.7
5.6

5+ 
yrs
27.3

72.7
0

10+ 
yrs
21.1

73.7
5.3

All

25.7

71.4
2.9

5 yrs

0

100
0

5+ 
yrs
0

100
0

10+ 
yrs
16.7

72.2
11.1

All

13.3

77.8
8.9

5 yrs

8.3

79.2
12.5

5+ 
yrs
7.7

84.6
7.7

10+ 
yrs
12.7

74.6
12.7

All

11

77
12

Up to 5: In teaching up to 5 years, 5+: In teaching 6-10 years, 10+: In teaching more than 10 years
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In response to questions about supervision and performance evaluation, it was reported that 
there were certain school-based supervision and support as well as supervision from the 
upazila and to some extent district level. In primary schools – both GPSs and RNGPSs - 
UEOs/TEOs, AUEOs/ATEOs, DPEOs, URC Instructors and Head teachers evaluate the 
teachers mostly. In Secondary schools 35.2% teachers are evaluated by the head teachers and 
20.7% teachers evaluated by the Upazilla Secondary Education Officers. This information is 
based on the responses of teachers. A pertinent question is why only 16 percent of the 
teachers at the primary level and just over one-third of the teachers at the secondary level are 
supervised by their respective head teachers. One could reasonably expect almost daily or at 
least weekly interaction between head teaches and teachers about classroom teaching-
learning and student performance. The constraint, however, may be the work burden of the 
head teachers who often have a full teaching load for themselves. They are also preoccupied 
with administrative routines for which there is no personnel support in primary school and 
very limited support in secondary school.

The frequency of evaluation, feedback and discussion about evaluation and how it makes a 
difference are obviously the important concerns, as discussed below. There appears to be 
some inconsistency between identified supervisor/evaluator by teachers and the frequency 
of supervision/evaluation reported by teachers, as shown in Table 17.

Table 17: Evaluators and supervisors identified by teachers

Secondary (%)
2.1
-

-

-
-

20.7

14.4
-
35.2
9.3
16.9
1.3

RNGPS (%)
-
22.7

23.3

9.7
3.4

-

-
20.5
16.5
-
4.0
-

GPS (%)
-
16.0

17.8

16.3
9.3

-

-
16.3
16.6
2.2
5.2
.3

Evaluator/Supervisor
None
Upazilla/Thana Education Officer 
(UEO/TEO)
Asst. Upazilla/Thana Education Officer 
(AUEO/ATEO)
Dist. Primary Education Officer (DPEO)
Asst. Dist Primary Education Officer 
(ADPEO)
Upazila Secondary Education Officer 
(USEO)
Assistant Inspector
URC Instructor
Head Teacher
Assistant Head Teacher
School Management Committee
Others
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In response to questions about supervision and performance evaluation, it was reported that 
there were certain school-based supervision and support as well as supervision from the 
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8.2 Frequency of Evaluation
No pattern was found in the frequencies of teachers’ performance evaluation. It varies from 
daily to quarterly in the same type of schools. Reported frequency of supervision/evaluation 
indicated that , 33% of GPSs teachers were evaluated once a week, 53 % of RNGPS teachers 
were supervised once a month, and 44 percent of secondary teachers were supervised 
weekly.

What all these multiple evaluations and supervisions amount in respect of interaction with 
teachers and how and whether it made a difference in making the task easier for teachers or 
improving learner outcome is not clear. Teachers themselves appear to be raising the 
questions as indicated in their response to questions about form and type of evaluation and 
ways of improving supervision/evaluation. (Table 18 and Table 19) 

Table 18: Frequency of evaluation

8.3 Type of Performance Evaluation
Persons in supervisory roles observed the classroom teaching learning process, provided 
feedback to teachers and interacted with them in different ways. Oral feedback was more 
frequent than written ones. Supervisors also posed questions to students and looked at exam 
results. These were followed up with formal or informal observation and discussion. 

Table 19: Type of Performance Evaluation

GPS RNGPS Secondary
Daily 25.7 2.2 3.12
Weekly 32.9 26.7 43.75
Fortnightly 20.0 11.1 12.5
Monthly 14.3 53.3 22.92
Bi-monthly 1.4 0 0
Quarterly 1.4 2.2 8.33
Irregular 4.3 4.4 9.38

Type of Evaluation GPSs RNGPSs Secondary
Written 12.4 16.2 6.6
Oral 21.9 24.3 11.9
Observation/discussion 42.3 43.2 48.3
Questioning the learners 9.5 1.4 9.9
Exam result of learners 5.1 4.1 7.9
Others 8.8 10.8 15.2

8.4 Suggestions for improving evaluation and supervision
The most frequent suggestion offered by 29% of teachers to improve evaluation and 
supervision was to carry this out in a regular and systematic way. Teachers have suggested 
salary increment as a supervisory and evaluation tool. The suggestion seems to indicate a 
preference for linking evaluation to salary increase as an incentive to better performance. 
Other suggestions to strengthen supervision and teacher evaluation include measures to 
improve quality in education, improving administrative skills and accountability in the 
system, training for supervisors and more frequent classroom inspection. 

Table 20: Suggestions for improving evaluation and supervisionn

9. Professional Expectations and Job Satisfaction

9.1 Changes desired in professional development opportunity
Almost a quarter of the teachers (22.6%) hoped for an improvement of standard of living as a 
condition for their professional development. A fifth (20.1%) suggested increment of their 
salary as an incentive for professional development. “Naturalisation” or government take-
over of schools was considered by 18% of teachers as a useful step. Provision for modern 
teaching learning equipment, corruption free education office, and infrastructure 
development were other suggestions (Table 21).

Table 21. Desired changes for enhancing professional development
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Recommendations Percentage of responses
Regular supervision and evaluation 29.1
Increment of teachers salary 24.9
Measures for quality education 16.6
More skilled administration 10.0
Ensuring accountability 9.5
More classroom inspection 6.9
Training for supervisors 2.8
Others 0.2

Desired Changes Percent of responses
Not sure .3
Improvement in living standard 22.6
Salary increment 20.1
Nationalization of job 18.1
Corruption free education office 15.2
Modern teaching learning equipment 13.7
Infrastructure development of school 9.9
Others .2
Total 100.0
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9.2 Satisfaction about teaching profession
As might be expected, few teachers in primary or secondary schools are completely satisfied 
or completely dissatisfied with their teaching job. The large majority perceives teaching as a 
reasonably satisfactory profession – almost 80 percent of GPS teachers and about two-thirds 
of RNGPS and secondary teachers hold this view (Table 22). Some 14 percent of GPS 
teachers and about one-third of RNGPS and secondary teachers have reported to be 
completely satisfied with their job. Proportions completely satisfied increase with teachers 
on job for 10 years or more with all three categories of teachers, but it varies for those on the 
job for less than 10 years. Proportions, who are reasonably satisfied, decrease somewhat 
with the number of years teachers are on the job. For RNGPS and secondary teachers, these 
proportions go up and down for those in the job for up to 5 years and 10 years. Complete 
satisfaction, representing relatively small proportions, is highest for those who are in the job 
more than 10 years. 

Table 23:Perception about teaching profession

9.4 Factors of Satisfaction in Teaching Profession
Responses show that learners learning well was the cause of the highest satisfaction for a 
fifth of teachers (Table 24). Other factors in order of frequency of response were social status 
of teachers and respect from students, “an honourable and peaceful” occupation, being able 
to do a good job, earning an honest living, good learning environment in school, and 
recognition of performance by supervisors. 

Note: 5yrs: In teaching up to 5 years; 5+ yrs: In teaching 6-10 years;
         10+years: In teaching more than 10 years.

GPS RNGPS SEC

Completely 
satisfied
Reasonably 
satisfied
Not Sure
Somewhat 
satisfied
Completely 
dissatisfied

5 yrs

11.1

83.3

5.6
0

0

5+ 
yrs
12.1

81.8

3.0
3.0

0

10+ 
yrs
21.1

68.4

0
10.5

0

All

14.3

78.6

2.9
4.3

0

5 yrs

25.0

75.0

0
0

0

5+ 
yrs
40.0

60.0

0
0

0

10+ 
yrs
33.3

66.7

0
0

0

All

33.3

66.7

0
0

0

5 yrs

4.2

70.8

8.3
12.5

4.2

5+ 
yrs
7.7

46.2

30.8
7.7

7.7

10+ 
yrs
25.4

66.7

1.6
4.8

1.6

All

18.0

65.0

7.0
7.0

3.0

Perception
9.5 Factors of Dissatisfaction in Teaching Profession

Low salary is the most frequent cause for dissatisfaction in job for teachers, 22.5% holding 
this view A similar proportion mentioned parents’ and guardians’ lack of awareness about 
their child’s educational performance and that sometimes they made illogical complaint 
about teachers, and low esteem of society for teachers. Others thought teachers were not 
evaluated properly, school lacked proper learning environment, and there were unwanted 
pressure from the school managing committee (Table 25). 

Table 25: Dissatisfaction in job
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Table24: Satisfaction in job

Factors of satisfaction Percent of responses
Learning of learners 21.5
Social status &respect by students 17.5
Honorable and peaceful job 12.3
Able to good teaching 11.0
Honest living 10.4
Proper learning environment 6.3
Recognition of duty by supervisor 6.0
Opportunity of learning regularly 4.5
Students are in high position 3.7
Security in workplace 3.3
Enjoy teaching the children 3.3
Others 0.3

Factors of dissatisfaction Percent of responses
Low salary 22.5
Guardians’ lack of awareness (e.g. how to guide their wards, 20.3
and unreasonable complaints by them) guide their wards, 
and unreasonable complaints by them)
No proper evaluation by supervisor 10.4
Unwanted pressure of SMC 9.2
Low public esteem for teaching. 9.0
Lacking proper environment in school 7.4
Cannot implement own thinking 6.8
Students do not learn 6.0
Unavailable learning material 6.0
Lack in classroom discipline 2.4
Total 100.0
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9.6 What made teachers happy
Asked to indicate what made teachers happy in respect of their teaching job, the large 
majority responded that they were happy when they could teach properly in their classes 
(41%); when they got good responses from the learners (another 26%); when students 
responded to teachers with enthusiasm (15%) and when they saw students were learning new 
things (an additional 10%), as shown in Table 26.

Table 26: Teachers’ Happiness in daily classroom teaching

9.7 How is a teacher’s social status enhanced?
More than 41% of teachers think that getting honour from society for student’s good 
academic results enhances their social status. Over17% teachers think that being valued as 
an important person in different social events enhances their social status. Guardian’s 
cordiality and respect enhance teachers’ social status according to about 11 % and the same 
proportion of teachers thought their status is enhanced when they are regarded an icon of 
honesty (Table 27).

Table 27: Enhancement of Social Status

Factors of happiness Percent
Nothing makes happy 0.5
If I can teach learners properly 40.9
Good response from learners 26.0
If learners show enthusiasm 15.3
If learners learn new things 10.7
If everyone learn the lessons 6.5

Social status enhancing factors Percent
Getting honour from society for students’ good result 41.4
Valued as an important person in social programs 17.2
Guardians’ cordiality and respect 10.7
Perceived as icon of honesty 10.7
Get peoples’ respect and love 9.8
Viewed as a role model 9.7
Others .5

10. Discussion and Conclusions
This exploratory study collected and analyzed data about educational preparation and 
professional training of primary and secondary teachers; teacher’s supervision and 
evaluation; teachers’ economic status and income; supervision and evaluation of teachers; 
and teachers’ perceptions and expectations about their work. This discussion is organized 
according to the main categories of information collected and analyzed.

It is worth noting that the sample of teachers for this study were drawn from primary (GPS 
and RNGPS) and secondary schools, which served over 80 percent of primary students about 
85 percent of secondary level students. The major categories of institutions not included here 
are the ibtedayee madrasas and non-formal second chance primary education centers of 
NGOs at the primary level and dakhil madrasas at the secondary level as well as profit-
making private schools. Reliable estimates of enrollment in quomi madrasas and the private 
profit-making schools, outside the purview of government oversight, do not exist. 

10.1 Teachers’ academic qualifications and professional preparation
The sample in this study shows that even at the primary level a substantial proportion of 
teachers has qualifications above the required HSC (68% percent of teachers with Bachelors 
or higher degree in GPS and 31% in RNGPS.) At the secondary level, 37 percent of the 
teachers are with Masters degree, exceeding the minimum Bachelors degree requirement. 

Whether a high academic qualification indicates a higher intellectual capability and 
competence to do a good teaching job depends arguably on the performance and 
achievement of the person in the respective public examination for obtaining the academic 
credential. It was found that over half of the teachers obtained second division scores in their 
HSC examination and over 70% had 2nd class degrees at Bachelors and Masters level. At the 
same time, 16, 20, 26 and 8 percent of the teachers had 3rd division/class scores in SSC, 
HSC, Bachelors and Masters examinations.

A pertinent question is whether a person with a 3rd class/division bachelor or masters would 
be a more effective and capable teacher than one with a 1st division SSC or HSC 
qualification. A related concern is how to attract and retain intellectually more capable 
people into teaching. Third-class degree holders are specially high in proportions in RNGPS 
– half of the people with college degrees who were 31% of RNGPS teachers. It is 13% in GPS 
(out of over two-thirds of teachers with college degrees) and 29% in secondary schools (out 
of almost all teachers with college degrees.)

10.2 Professional training and upgrading of teachers
The data reveal that large proportions of teachers participated in professional training. The 
emphasis has been more on training leading to formal credentials (C-in-Ed. and B.Ed.) rather 
than in-service training focused on pedagogic tasks and problem-solving. This is specially 
the case at the secondary stage. 

It is widely recognized that for teachers’ professional preparation and upgrading there is 
need for an integrated approach of initial (pre-service) preparation, opportunities for 
continuous on-the-job professional growth and supervisory support and guidance for 
teachers. There are issues about the quality and efficacy of initial training, in-service 
upgrading, and supervisory support (see below).
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9.6 What made teachers happy
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Bangladesh does not have a mandatory pre-service teacher development and education 
programme. It does not have provisions for education as an area of study within the 
undergraduate degree programme, though teaching and related education sector is the 
largest single employer of college graduates. The nature of pre-service teacher preparation, 
and how in-service training and upgrading and supervisory support of teachers complement 
and re-inforce each other remain an important policy concern. 

10.3 Income, remuneration and incentive for teacher performance
The sample survey data show that there is pecking order among public sector school teachers 
– the GPS teachers have the highest level of remuneration (being placed on the civil service 
salary structure); next are the secondary teachers whose employers are their school 
managing committees and who are recipients of government salary subvention; and RNGPS 
teachers are at the bottom of the ladder. The decision of the government to bring the RNGPS 
under full government management would put their teachers at the same level as the GPS 
teachers. However, full implementation of the decision and applying criteria for 
qualifications and equivalency of RNGPS teachers are likely to take some time. 

There is an increase in remuneration for GPS teachers with the number of years they stay on 
the job, which is in line with basic human resource management practice. However, no such 
increase occurs for RNGPS and secondary teachers; their remuneration stays flat for life-
time as a teacher. This cannot be regarded as an incentive for professional development and 
improved performance. 

The relatively low level of teacher salary prompt them to seek ways of supplementing their 
income with non-teaching work and to rely on earning by other members of the household, as 
empirical evidence from the survey show. The data show that the relatively better income of 
GPS teachers has made them less dependent on extra non-teaching earning. 

One way of coping with low remuneration is to save on rental cost on housing 
accommodation, which is a major item of monthly expenditure for a household. This is done 
by teachers living in accommodations owned by the family. This obviously limits the 
flexibility for recruitment, placement and transfer of teachers. 

10.4 Teacher evaluation and professional support for teachers
A plethora of personnel including the head teachers, assistant head teachers, upazila 
education officers and the assistant officers, upazila resource centre instructors, school 
managing committee members, and district level officials is named as supervisors and 
evaluators by the teachers in the sample. What all these supervisory and evaluation 
encounters with teachers amount to in respect of improving teacher performance and 
achieving better student outcome are a moot point.

The need for strong supervision, monitoring and evaluation of teachers and schools is the 
stock response to the complex issue of how quality and outcome can be improved in school. 

A number of questions arise in this regards: Are there consistent messages from different 
supervisors and evaluators to the teachers; is there continuity in the advice given and ideas 
shared with teachers; is there a mechanism for follow-up to see if supervision and evaluation 
made a difference; and are there opportunities for remedial measures to help teachers? There 
are also concerns about the capabilities, skills and competence of people placed in the 
position of supervisors and evaluators – what and how much are being done and should be 
done to enable these people to do their job well. These are all relevant questions regarding the 
value and benefits of teacher supervision and support which need further consideration by 
policy-makers. 

Is the total quantum of supervision and evaluation of teachers in order to provide continuous 
professional support and advice to teachers sufficient? The teachers’ response regarding 
frequency of evaluation/supervision encounters may not be a reliable measure of what 
happens; but one can get a rough indication from this response.(See Table 18.) According to 
teachers’ response, about one-third of the teachers had some form of evaluative interaction in 
a week in GPS, 26% in RNGPS, and 44 percent in secondary school. This includes within-
school interaction with head or assistant head teacher. This suggests that the large majority of 
teachers had no such interaction on a weekly basis. 

10.5 Teachers’ job satisfaction and professional development expectations 
The large majority of teachers in the sample perceive teaching as a reasonably satisfactory 
profession – almost 80 percent of GPS teachers and about two-thirds of RNGPS and 
secondary teachers hold this view. Moreover, some 14 percent of GPS teachers and about 
one-third of RNGPS and secondary teachers have said they are “completely satisfied” with 
their job. These proportions increase with teachers on job for 10 years or more with all three 
categories of teachers. In RNGPS and secondary schools, these proportions go up and down 
for those in the job for less than 5 years and 10 years.

Two observations can be made about teachers’ perception of job satisfaction. The large 
majority of teachers look upon their job as a reasonably satisfactory way of earning a living. 
The intuitive general perception is that teaching is one of the least desired professions and, 
therefore, most teachers must be unhappy with their work and occupation. The responses of 
teachers are not consistent with this intuitive view. There may be a degree of rationalization 
and being resigned to a situation that cannot be changed. The fact that complete satisfaction, 
though representing relatively small proportions, is highest for those who are in the job more 
than 10 years lends some support to this inference.

Secondly, one-third of the teachers in secondary schools and RNGPS not even “reasonably 
satisfied” with their profession can be argued to be an unacceptable situation. The fact of a 
much higher proportion being reasonably satisfied in GPS suggests that the conditions 
regarding remuneration and incentives and increase in remuneration over a career path need 
to be applied to other teachers.
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Job satisfaction is related to and affected by perceptions and expectations regarding 
professional development and fulfillment of these expectations. A number of questions were 
posed to teachers about support needed for professional development, changes needed in 
professional development opportunities, what made teachers happy and how their social 
status can be enhanced.

Predictably, better remuneration was mentioned as a condition for better professional 
development by more than a third of the teachers. Better professional training (mentioned by 
30%) and a learning friendly classroom (noted by 14%) were also considered important. 
What made teachers happy – a question expected to capture the effects of diverse factors that 
might contribute to teacher’s professional satisfaction and fulfillment of expectations 
–evoked responses related to personal satisfaction from work done well as a teacher and 
ability to draw students’ response. A large proportion (41%) of teachers would be happy if 
they could “teach learners properly.” In the same vein, teachers wanted to have “good 
response” and “enthusiasm” from students. These responses suggest teachers could engage 
in self-reflection and derive professional satisfaction from doing a good job, which should be 
encouraged and promoted by professional development activities including pre-service and 
in-service training and by supervisory and evaluative activities.

11. Recommendations
The relatively small sample drawn opportunistically, though it represented the three types of 
institutions serving the vast majority of school students in Bangladesh, cannot be considered 
a basis for definitive conclusions and recommendations. At best, the exploratory study, in the 
absence of adequate research on teachers’ professional status, perceptions about it and 
possibilities in this regard, can be seen as indicative of issues and concerns which should 
receive further attention. Surveys and investigation should be undertaken with larger 
randomized samples to draw definitive conclusions and offer policy and action 
recommendations. Keeping in view these considerations, the present investigation suggest 
policy priorities which should be given attention. 

1. How teachers’ remuneration and incentives ensure them and their families a 
reasonable standard of living so that they do not have to engage in supplementary 
income-earning activities to make both ends meet for their families must be a critical 
policy issue. 

- In this respect, the salary structure with initial salary and progress through career 
for GPS teachers should be considered as a principle that could be applied to other 
teachers.

- How appropriate remuneration and incentives can be offered without necessarily 
bringing all schools, including all secondary schools, vocational institutions, and 
madrasas under state management must be considered.

- This is an acute issue in implementing the policy objective of extending 
compulsory education up to grade 8 as required by the Education Policy 2010. 

2. How professional preparation and in-service training of teachers can equip teachers 
with the skills and competence to achieve acceptable quality outcomes for students 
needs a re-think and appropriate short and longer term measures.

- Consideration should be given to introduce a genuine pre-service teacher 
education programme making it part of the four-year undergraduate programme 
with education as a subject within the general degree programme in general 
degree colleges. This is justified on the ground that a large proportion of college 
graduates are employed in teaching and education-related jobs. Such a step will 
also require measures to maintain acceptable quality in the degree colleges where 
the education programme is introduced.

- Those teachers who have a poor academic record (indicated by third class 
degrees) should not be recruited in teaching jobs. Present practice of giving 
priority to Bachelors and Masters degree, even with third class degree, in primary 
school teaching should be discontinued. Similarly those with third class degrees 
should not be considered for secondary level teaching. 

- How pre-service and different kinds of ins-service programmes of different 
length can complement each other must be considered and planning undertaken 
accordingly. Even with a four-year education degree course, the one-year 
diploma for primary (now extended to 18 months) and secondary teachers can 
continue, but what objectives they serve and how they complement each other 
must be worked out. Similarly, the priority and purposes of short in-service 
courses should be planned and implemented within a comprehensive teacher 
development plan. Criteria of quality must be established for all of the teacher 
education and training activities and enforced seriously.

3. Adequacy and efficacy of quality and quantity of supervisory support and evaluation 
of teachers should be considered to improve teaching-learning and achieve student 
learning outcomes in order to serve the overall goal of quality with equity in 
education.

- It is necessary to consider and establish performance standards of teachers 
against which they can be supervised and evaluated. These standards should be 
realistic, implementable, developed with teacher participation and should permit 
all teachers to improve from whatever starting point they are at the beginning.

- The roles and functions of different supervisory and evaluative personnel 
including those in the school, at the upazila and at higher levels should be 
specified. It should be ensured that all supervisory personnel and evaluators 
provide consistent and mutually complementary messages to teachers. 
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- The capacity and capabilities of supervisory and evaluation personnel should be 
examined and how they can be supported and upgraded should be considered. 
Continuity in supervision and evaluation with follow-up and necessary remedial 
activities to support teachers should be an important consideration in looking at 
capacity and capability of these personnel.
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Abstract 
This qualitative case study focused on the primary classroom communication which 
explored its nature, strength and weakness in an English lesson of grade three. The school, 
teacher and learners involved in this study had been selected using convenience and 
purposive sampling procedure. Data had been collected through direct video observation of 
the English lesson, English teacher interview and student group interview were analyzed 
thematically. The findings showed that question-answer, pair and group work, body 
language and use of audio loaded with songs, rhymes and lesson’s content promoted 
classroom communication. Teacher used an audio to deliver the lesson which increased 
communication among the children including teacher. Use of some posters and teachers' 
friendly approach enhanced communication as well. On the other hand, some external 
factors and the dominance of bright learners hindered effective classroom communication. 

Key Words: English classroom, classroom communication, audio-visual material

1. Background and Rationale of the Study
Teaching-learning of English language have always been a point of attention to the 
educationists. English language teaching has seen many changes in the last fifty years. The 
history of language teaching can be classified under three phases (Richard, 2006);

a) Traditional approaches of language teaching (up to the late 1960s)

b) Classic Communicative Language Teaching (1970s to 1990s)

c) Current Communicative Language Teaching (1990s to the present)

The phases show that the teaching practice shifted from traditional lecturing to interactive 
classroom communication. The changes in English language teaching methodology 
occurred due to the demand of time, since it has been realized that English Language is more 
a skill-based subject than a content-based one (NCTB, 1995).This point of view emphasizes 
the third phase above in which effective classroom communication is the core of English 
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Abstract 
This qualitative case study focused on the primary classroom communication which 
explored its nature, strength and weakness in an English lesson of grade three. The school, 
teacher and learners involved in this study had been selected using convenience and 
purposive sampling procedure. Data had been collected through direct video observation of 
the English lesson, English teacher interview and student group interview were analyzed 
thematically. The findings showed that question-answer, pair and group work, body 
language and use of audio loaded with songs, rhymes and lesson’s content promoted 
classroom communication. Teacher used an audio to deliver the lesson which increased 
communication among the children including teacher. Use of some posters and teachers' 
friendly approach enhanced communication as well. On the other hand, some external 
factors and the dominance of bright learners hindered effective classroom communication. 
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1. Background and Rationale of the Study
Teaching-learning of English language have always been a point of attention to the 
educationists. English language teaching has seen many changes in the last fifty years. The 
history of language teaching can be classified under three phases (Richard, 2006);

a) Traditional approaches of language teaching (up to the late 1960s)

b) Classic Communicative Language Teaching (1970s to 1990s)

c) Current Communicative Language Teaching (1990s to the present)

The phases show that the teaching practice shifted from traditional lecturing to interactive 
classroom communication. The changes in English language teaching methodology 
occurred due to the demand of time, since it has been realized that English Language is more 
a skill-based subject than a content-based one (NCTB, 1995).This point of view emphasizes 
the third phase above in which effective classroom communication is the core of English 

Inside an English Language Classroom:
The Communication Perspective

*Rasel Babu
**Shamnaz Arifin Mim

* Research Fellow, EIA-DU-OU (UK) Research Collaboration Programme
  Institute of Education and Research, University of Dhaka
** Staff Researcher, Institute of Education and Development, BRAC University



58   Bangladesh Education Journal

language teaching. However, practical situation is different where teachers’ thoughts and 
perceptions vary in communicative practice (Richard, 2006). 

The present study has been designed to explore the features of English language classroom 
communication. Literature shows that researchers have been continuously interested in the 
areas of classroom communication and interaction. In the early days, attention was given to 
classroom conversation (Gaies, 1977 & 1979; Henzl, 1979; Long, 1983 and Sato, 1983) and 
classroom questioning (Steven, 1912 in Gall, 1979; Sanders, 1966; Dillon, 1982 & 1988; 
Hamilton & Brady, 1991). Studies particularly on questioning were conducted in USA and 
UK.(Newton & Newton, 2000; Shahin et al, 2002; Harrop & Swinson, 2003; Myhill & Dunkin, 
2005). The Asian researchers had also shown their interest on classroom communication 
focusing on classroom questioning (Ghazali, 1998; Ho, 2005; Hussain, 2006; Yang, 2010).

In Bangladesh, English language teaching-learning has an important place in the national 
curriculum, but the implementation of CLT is not satisfactory. For example, Teaching 
Quality Improvement (TQI) study showed that classroom practice in ELT is still based on 
traditional grammar-translation method (Power & Sreshtha, 2010). Struggle continues to 
achieve the goal of CLT in Bangladesh. Using target language is difficult here and students 
are usually reluctant to participate in the English classes (Sadek, Ahmed & Begum, 2006; 
Maleque, Begum & Hossain,  2008). In these circumstances, a nine years project “English-
in-Action (EiA)” has been started aiming to help 25 million people of Bangladesh to improve 
their ability of using English for social and economic purposes (Woodward, 2010). The 
audio-visual materials and training provided by EiA has helped teachers to improve 
communication and participation of learners in the English lessons. This study particularly 
included those intervened schools where teacher and students had used the prescription of 
EiA and investigated what exactly happened in those lessons.

Not many studies on classroom communication have been conducted in Bangladesh. The 
necessity of such studies cannot be denied especially when an intervention is aimed at 
improving classroom practices. The current study will be helpful to fill the gap in such 
research in Bangladesh. The study findings will provide feedback on the interventions of the 
EiA project and may help the project team redesign its activities accordingly. 

Classroom communication is an important aspect of teaching-learning which influences 
learners’ achievement. In Nigeria, a number of interaction studies (e.g. Ajayelami, 1983; 
Akuezuilo, 1987; Domike, 2002; Emah, 1998; Iyewarum, 1983; Mani, 1986; Okafor, 1993; 
Okebukela, 1985; Okebukola & Ogunniyi, 1984; Ogunkola, 1999; Udeani, 1992) has 
indicated that some relationship exists between classroom interaction pattern and students’ 
achievement. Okafor’s (1993) study has explored the communication features with an 
intensive investigation mode. Understanding on classroom communication generated from 
these studies suggested for teachers, trainers and researchers ways to improve their practice 
and look at it from different perspectives.(Brophy and Good, 1974).

2. Objectives of the Study
The general objective of the study was to understand the overall classroom communication 
practice of an English language class. To meet the general objective three specific objectives 
were considered. These were to:

• Explore the features of English language classroom communication;

• Identify the strength of English language classroom communication; and

• Find out the barriers to English language classroom communication.

3. Theoretical Framework of the Study
The core focus of the current study is classroom communication which is the heart of CLT. A 
number of scholars interested in ELT and others studied aspects of communication theory. 
Shennon and Weaver (1949) explored the “Mathematical Theory of Communication” 
whereas Schramm (1954) and Berlo (1960) studied the process of communication. After 
years of Berlo’s research on the process of communication and Blumer’s work on “Symbolic 
Communication” (1969), these attracted attention of educationists. Later in 1972, 
Mehrabian worked on nonverbal communication. Griffin (2006) presented many more 
aspects and theories of communication in his book “Communication Theory”.

These theories of communication partially matched with the concept of current study. As the 
study directly concentrated on classroom communication, the researchers needed a theory 
related to communication between teacher and students. A model on classroom 
communication was adopted from the book “Introduction to Educational Technology” 
(Sampath, Pannirselvam & Santhanam,1990). The model has been considered as the 
theoretical base of the study which includes five basic components named sender, message, 
media, receiver and medium of classroom communication. The model is shown below.
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The diagram shows that the sender (teacher) formulates, encodes and transmits a message to 
the receivers (learners). S/he may use audio-visual teaching-learning materials or verbal 
lecture or something else which are the media of passing message to the learners. After 
receiving the message the receivers (learners) decode that and again send back to the sender 
in the form of another message using a medium which may be termed as feedback. In this 
way a message starts its journey from the sender and after passing several steps comes back 
to the sender again. This whole process is termed as a “complete communication cycle” 
(Sampath, Pannirselvam & Santhanam, 1990). The role of sender and receiver may change 
which is expected to happen in a communicative classroom. 

4. Methodology of the Study
This study is a qualitative one where “Case study approach” has been chosen to undertake an 
exploration of the work and to make the proper interpretation of data (Merten, 2010; Creswell, 
2011). Data were collected from only one teacher from a Government Primary School of 
Bangladesh using convenience sampling technique (Johnson & Christensen, 2008). 
Purposive sampling technique with typical case sampling (Johnson & Christensen, 2008) has 
been chosen to observe only one English lesson of grade three. Creswell (2011) also suggested 
that a single individual or site could be studied while one wants to report details about any 
phenomena using qualitative case study. Again, keeping to the qualitative nature of the study, 
data have been collected intensively from the natural settings. One English lesson of the 
intervened teacher had been observed as the main source of data. Besides interview was 
conducted with that teacher and a student group interview was conducted with eight learners 
of the observed lesson to clarify the critical incidences of the observation. Sodata triangulation 
(Denzin, 1970) and methodological triangulation (Cresswell, 2011, Thurmond, 2001) were 
applied in the data collection and analysis phases of the study. 

The researchers used video observation to conduct their study. Video observation had been 
used in other qualitative researches of English Language Teaching (Wu, 1993; Ho, 2005 & 
EiA, 2010). In this study the use of videotaping produced a detailed recording of micro-
incidents of a lesson which helps in many ways to understand what exactly happened in a 
class (Glaser, 1998). In the analysis process, first of all the videoed lesson was transcribed. It 
has been noted that capturing of recorded video in a very thorough narrative transcription 
sensitizes the researcher to the observation of micro-events (Nilsson, 2012). Nilsson 
emphasizes the utility of thorough transcriptions of micro-events, which enables the 
researcher to become aware of the “small details, changes and deviations in the action on the 
video recording” (Nilsson, 2012, p. 110).

Nilsson (2012) cites Glaser (1978) to report that the use of video is the only method that helps 
to capture micro-communications of non-verbal participants who communicated by means 
of macro and micro non-verbal communications. “There is no other method of collecting 
original information explaining what was happening in their field of interest.” (Nilsson, 

2012, p. 107). In doing the video observation usually the presence of the researcher affects 
the people being observed (Polit&Hungler, 1999), but in this circumstance the observer tried 
to be hidden and inconspicuous like “a fly in the wall.”The transcription of the videotapes 
was the most painstaking and slow phase of the data analysis. The video permits the fine-
grained, detailed nature of the data to be made explicit (Latvala et al., 2000). Dense data 
typically contain subtle communicative behavior. Furthermore attaining a high level of 
precision is enabled by videotaped data (Heritage, 1984). After completing the transcription 
the researchers organized the data, developed the themes and finally interpreted the data 
under the themes (Marshall & Rossman, 1999). In any qualitative study four issues of 
trustworthiness demand attention: credibility, transferability, dependability, and 
conformability (Lincoln & Guba, 1985; Merten, 2010). Researchers tried to maintain the 
trustworthiness of their study by pursuing these four aspects. 

5. Presentation and Analysis of Data
Data analysis of this research was carried out based on the data collected through direct 
classroom observation. To enrich the analysis, the findings from English teacher's interview 
and students' group interview were used. Along with communication style the observed 
strengths of and barriers to such communications were portrayed in a logical manner. The 
analysis considered the environment of the class, as it is an important factor which influences 
classroom communication (Arbaugh, 2000).

5.1 Classroom Environment
The layout and design of the observed classroom was well-planned. There were two north-
facing windows and one south-facing window with a door and extra ventilation; therefore 
they provided not only daylight but necessary air circulation as well. The classroom was 
reasonably well-equipped. The learners sat in four straight columns facing the front of the 
classroom; as a result, the teacher could not move everywhere in the classroom except in the 
front. There were some interesting paintings of bright colors portraying different sights of 
daily life. The hard wall surface protected the classroom from outside noise. There was a 
calm environment in the classroom as the school itself was located in a nice place surrounded 
by greenery in a rural area with enough distance from the main road. 

5.2. Nature of Classroom Communication
To understand the classroom communication the whole lesson had been divided into three 
parts; starting of the lesson, middle of the lesson, end of the lesson. The following discussion 
will explore the communication features of every segment. 

Starting of the lesson

Data showed that the teacher conducted the warm up activities at the beginning of the lesson. 
To do so teacher exchanged greetings with the learners and played an audio song. As a result 
some communication and interaction occurred between the teacher and the learners in the 
following way. 
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Exchanging verbal greetings

As a common norm the learners stood while the teacher entered into the classroom and 
greeted the learners. From the observed lesson the greeting discourse was as follows,

T: Hello my students, how are you?

Ss: Fine, how are you?

T: I am fine.

The observable feature of the communication was that here the teacher communicated with a 
group of learners. The communication cycle could be symbolized as “T<-->Ss<-->T” 
where “T” and “Ss” represented teacher and learners respectively. The communication was 
successfully completed because both the groups had exchanged some meaningful 
information among themselves. Observation revealed that the learners also communicated 
with each other in the warm-up session when the teacher played an audio song.

Audio in classroom communication
Audio materials included iPod, loaded with audio version of the English For Today (EFT) 
textbook with some songs and rhymes. The iPod was accompanied by speakers namely 
block-rocker and Logitech speakers (Woodward, 2010). A hello song was played at the 
straining of the English class in the second shift which created scopes for classroom 
communication between the learners and the teacher. In the audio the “Hello Song” was 
installed in target language. Teacher searched the song from the iPod and then played it in the 
class. The lyric of the Hello song was as follows;

“Hello hellohello my friends

 Happy to meet you

 Happy to meet you today”

All the learners stood and took part in singing the song with the audio. The teacher also took 
part in singing As a result the learners and the teacher got a tremendous opportunity to 
interact among themselves through the target language. Learners looked at each other and 
greeted themselves through the song, the teacher also greeted them and they greeted the 
teacher in turn. Thus the “Hello Song” created scopes of communication in two ways clearly;

a) communication among the learners (S <----> S communication)

b) communication between the learners and the teacher (Ss<-----> T communication); 
the teacher reported in interview that the learners liked the song very much and they 
participated in singing the song.

Middle of the lesson
In this stage teacher basically presented the lesson. The observation showed that during 
lesson presentation teacher tried to ensure learners' participation, assessed their learning and 

provided feedback. In this segment various aspects of classroom communication were 
explored. These are described below under some sub-headings.

Using learners' name in communication
The classroom observation revealed that teacher addressed the learners by their name. 
Whenever he wanted to instruct or ask a question, he called learners by their name. He was 
able to remember each of their names. A conversation between the teacher and a learner 
called Shaila (pseudo name) is given below. 

T: Shaila Stand up (a girl of first bench 3rd column), (Teacher pointed to 20 in poster 
and asked-)

T: What is it?

S: Twenty

T: First letter?

S: T

T: How many letters?

S: Six (Teacher counted from poster)

T: Ok, thank you, very good, sit down (Teacher indicated to student to sit down by his 
hand)

The excerpt showed that a complete communication cycle had been established in the 
classroom through such conversation. As the teacher called the learner by her name, she 
seemed to be encouraged and willing to respond to the teacher. 

Communication through asking questions. Data showed that a major part of communication 
happened through questioning. Sometimes the teacher asked question to a group of pupil or 
sometimes to an individual. A conversation related to questioning is given below.

T: You stand up, what is it?

S: Nine

T: Nine, First letter?

S: N

T: N

T: How many letters?

S: Four

T: Ok thank you, very good
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It showed that a teacher raised a question as a sender of a communication cycle and the 
learners received that question. After that the learners processed the information and sent it 
back to the teacher through their reply. In his case the learners played the role of sender and 
teacher was the receiver. This way a complete communication cycle occurred in the 
classroom. Both teacher and learners reported that question-answer was the main way for 
themselves to interact.

Communication through demonstrating poster
Teacher used a poster of numbers throughout the lesson. The poster had been used as a 
medium of communication because it engaged both the teacher and the learners at a single 
point. The following classroom talk highlighted the use of poster as a medium of 
communication. 

T: What is this? (Indicating the number six on the poster)

Ss: six (chorus)

T: six began with the first letter.....

Ss: S (chorus)

Here a poster was the starting point of a two way communication between the sender and the 
receiver. Not only that, while the audio related to number was playing, the teacher pointed his 
finger on the numbers of the poster and the learners were trying to match that number in their 
textbook. Thus the poster facilitated communication of the teacher with the learners through 
question answering, delivering lecture and evaluating learners. 

Communication through providing feedback
Whenever the teacher asked any question to the learners, the learners responded and the 
teacher provided them necessary feedback. Through feedback a mutual communication 
between teacher and the learners had been possible which is either remedial or praising. 

Communication for eliciting information
Generally the teacher elicited information from the learners through questioning. 
Sometimes the body language like pointing finger to the numbers in the chart helped to 
complete the mutual communication. The facial expressions of teacher including his eye 
contact and smile facilitated to communicate for eliciting information. 

Dominance of bright learners in communication process
Data showed that the learners from the front bench participated more. While playing the 
game called “Bingo”, the teacher asked more of the questions to the front benchers. 
Whenever the teacher asked any question, they replied willingly and quickly by raising their 
hands. Hence rest of the learners was dominated by the bright learners in the class.

Communication and external factors.
The presence of the observer made the learners inattentive to the teacher sometimes. 

Learners frequently turned their heads to see the observer with huge curiosity. Besides, the 
late comers, the peeping of headmaster from the door and the ringing phone of the teacher 
distracted learners’ attention.

5.3. Strength of Classroom Communication
The observation disclosed some strengths of classroom communication. 

Teachers’ voice and body language
Teacher’s voice was clear and loud for all the learners to hear the information or instruction 
properly which helped them to respond immediately. Also the body language and expression 
of the teacher helped the learners to understand the delivered message from the teacher. Thus 
both the voice and body language of the teacher fostered the possibilities of classroom 
communication.

Use of audio
The teacher used some attractive audio clips to warm up the learners at the beginning of the 
class, to present the lesson and to evaluate the learners. The learners were very attentive to 
hear the audio which helped them to communicate with the teacher. 

Learners’ participation
The spontaneous participation of the learners was noticeable in the classroom. The teacher 
did not force any learner to participate, rather the learners eagerly responded to the teachers’ 
questions and asked questions to the teacher. Thus the learners’ willingness to participate in 
the classroom acted as strength of communication. 

Use of poster
The colorful poster used in the classroom represented the message of both the audio and 
textbook. It helped the learners to visualize the audio and to relate with the textbook. As a 
result, the attractive poster played a great role to complete the communication cycle among 
the learners to the teacher. Learners in their interview opined that they liked the poster and 
their teacher asked them questions from the poster.

Communication through feedback
After every response of the learners, the teacher gave necessary feedback to them. For 
example, the teacher used some praise words like, “thank you”, “very good”, “good” and 
“ok”. Such inspiring feedback facilitated good communication between teacher and 
learners. 

Motivated teacher
The observation showed that the teacher was motivated to take the class. The lesson 
presentation style, eye contact with learners, the way of using the teaching aids, moving 
around in the classroom, face to face interaction with learners, friendly behavior, questioning 
pattern and tone of voice were signs of teacher’s motivation. This motivation of teacher 
helped to ensure the two way communication in the classroom. 
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Target language as medium of communication
Data showed that the learners and teacher communicated using the target language. Teachers 
reported that in training they were taught to use as much English as possible during 
classroom interaction and they tried to do so. The children could not communicate at the 
beginning, but after a few days they could speak in simple English. Learners also reported in 
interview that they enjoyed speaking English in lesson. 

5.4. Barriers to Classroom Communication
Since the classroom was large the teacher faced difficulties to communicate to the back 
benchers. He could not ask questions to all learners as the number of the learners was high. 
The teacher also said the same thing in the interview. 

Classroom distractions. 
An observer sat at the back bench of the classroom. This caused some learners lose their 
attention in the class several times. They were looking back to the observer often. Some 
people also peeped at the classroom from outside which disrupted somewhat smooth 
communication in the class. Other distractions included active ringtone of teachers’ mobile 
phone and late arrival at the class of some leaarners.

Dominance of bright learners. 
While the teacher asked any question to the class, the bright learners from the front benches 
replied quickly. The teacher praised them and did not disallow them to reply; he gave his full 
attention to those learners. The other learners could not get enough opportunity to 
communicate with the teacher. Though the teacher reported that he gave the same attention to 
all learners, in reality it could be observed that he invested more attention on the bright 
learners.

Less participation in collaborative activities. 
It had been noticed that some learners were less motivated in collaborative activities. For 
example, while the teacher asked the learners to repeat letters with audio, some learners were 
looking around. Some of the learners did not participate properly in singing the Good 
morning and Good bye songs, which hampered the objective of good communication.

Difficulties in using English words. 
Though the teacher used English in the conversation, the learners did not use English while 
talking among themselves. They faced difficulties in pronouncing, understanding and 
uttering English words. 

6. Discussion on Findings and Conclusion
The current study has focused on the communication features of an English language lesson. 
The most positive finding of the study was the learners’ participation in the lesson, which 
means they communicated both with the teacher and among themselves. Such classroom 
transaction had been considered as successful by specialists (Brophy & Good, 1974). Data 

show that some particular practice in the lesson led the young learners of grade three to take 
part in classroom communication. The teacher reported in the interview that he was taught 
from EiA training to call the learners’ by name in the class. He did so and achieved good 
interaction with learners. NCTB (1995) also suggested that teachers call students by name. 

Another vital feature of the class was the use of mobile technology in audio form. 
Banks(2009); Banks, Moon and Wolfenden(2009) and Onguko and Ngata(2010) mentioned 
that mobile technology could have a significant role in education in developing countries. 
The validity of their assumption was found in the sampled English lesson where the learners 
liked the songs and rhymes from the audio. These helped learners to be engaged in class 
activities intimately which enhanced classroom communication. Many other researches also 
revealed that songs worked well to teach young learners.It had impact on children' brain 
response and learning. Through physical vibration, organized patterns, engaging rhythms 
and subtle vibrations music interact with the mind and body in many ways which are not 
possible through one dimensional communication and it helps children to perform better 
(Jackson & Joyce, 2003; Rauscher 2003; Routier, 2003).

Another type of verbal communication occurred through questioning and providing 
feedback where question-and-answer was the way to engage the learners. Cook (2001) 
mentioned that students should receive as much opportunity to speak as possible in 
communicative language teaching. Question-answer provided that opportunity to the 
learners. By emphasizing on communication through speaking Nunan (1991) said that a 
general goal of English language teachers is to motivate their students to speak in English. 
Like the current study many other studies also showed that question-answer facilitated the 
classroom communication in many ways. Even when teachers mainly asked “closed 
questions” (those requiring simple factual response), these created scopes for the 
participants to interact with the teacher (Tsui, 1985; Wu, 1993; Swinson, 2003; Burns 
&Myhill, 2004; Ho, 2005; Myhill, Jones &Hopper, 2006; Ahsan, 2009; Yang, 2010). 

Communication through questioning basically represented verbal communication. 
Nevertheless, nonverbal communication also occurred in the classroom through the body 
language of the teacher and learners which can be very effective (Mehrabian, 1972). As 
noted above, in classroom communication dominance by the bright learners had been 
noticed. Usually the bright learners sat in the front benches and replied to teacher’s questions 
or shared their thoughts eagerly. As a result, the slow students remained out of the classroom 
communication cycle. Similar findings have been reported in some other 
studies(Punet&Tajonera, 1999; Hadfield, 1992; Ahsan, 2009). Teacher could avoid this 
situation through engaging the bright learners in more difficult tasks.

Sometimes teachers faced barriers to implementing effective communication in English 
language lessons. A large classroom consisting around eighty children was a difficult place 
for the teacher to teach well.It was difficult to manage such a large number of young learners 
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in the class. Similar problems were found by other investigators (Yasmin, 2009; 
Punet&Tajonera, 1999; Hadfield, 1992 &Ahsan, 2008). Besides the huge number of learners 
the presence of the researcher with video camera was a point of attention to the children. 
Problem regarding using video camera in classroom was also reported by Polit and Hungler 
(1999). Nonetheless, as the researcher was not a stranger to the school and the children, the 
disruptive influence was somewhat minimized. 

Another vital aspect regarding the barrier in classroom communication was learners’ lack of 
skill in using English. Sometimes they could understand the concept, but as they could not 
organize their thought in English they remained silent. Learners in interview also reported 
the same. Storch and Aldosari (2010) also found that the learners remained inactive in 
classroom communication as they could not express themselves through English. 

In spite of some barriers the classroom environment was supportive for effective classroom 
communication. The EiA provided teaching-learning materials and teacher training helped 
to establish a floor of meaningful classroom communication. 

This research represented a success story that took place in an ELT class of Bangladesh. It 
may not be the typical situation in the primary school classroom, but it shows what can 
happen. Findings show the positive aspects of classroom interaction which engaged learners 
directly as promoted by EiA intervention. The classroom practice illustrated the pedagogic 
principle that language learning is a social activity which should be conducted in an 
interactive manner, especially at the primary level of education (Vygotsky, 1962 & 1978). 
Data showed that use of mobile technology including games and songs could create an 
interactive learning environment. Smidts, Hordijk and Huizenga (2008) also found the same 
result in their research. However some barriers to classroom interaction were identified 
which the teacher has to try hard to overcome. . 
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