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Notes from the Editor

Making education systems inclusive and implementing inclusive approaches with equity 
and quality for all children have become a paramount concern as access to basic education 
services expand and come close to becoming universal.

 The overall rationale of inclusive education is to recognise the reality of varying capabilities 
and circumstances of learners and to design pedagogy and institutional management to 
respond to the variations among individuals and groups. A sub-set of this question is 
responding to the largely neglected needs of children with various forms of “disabilities” 
who constitute up to 10 percent of the child population. Very often in policy discourse and 
programme designs, inclusion tends to be equated with including children with ‘varying 
abilities” in the mainstream of general education. Is this an unmixed blessing, irrespective of 
the degree of variation in abilities? If not, what are the implications for policy and 
programme? These issues are signaled, not necessarily answered fully, in this issue.

A broader view of inclusion is based on the recognition of innate differences among children 
and differences arising from the socio-economic circumstances which need to be taken into 
account both in formal basic general education and in expanding non-formal life-long 
learning opportunities. 

The four articles in this issue deal with the narrower dimension of inclusion of children with 
special needs as well as the broader vision of inclusion with life-long learning through 
community learning centres. 

M. Tariq Ahsan, Umesh Sharma and Joanne M. Deppeler investigate beliefs about inclusive 
education of heads of higher education institutions that offer pre-service teacher preparation 
programs in Bangladesh. The writers argue and show how the beliefs and attitudes of heads 
of the institutions that are offering pre-service teacher education in Bangladesh are key 
influences in the preparation of future teachers for inclusive education. 

Somewhat in the same vein, Muhammed Mahbubur Rahman explores teachers’ 
understanding of their own teaching strategies that support inclusive educational practices 
for children with disabilities at secondary schools in Bangladesh. This is in part dependent on 
beliefs and values teachers bring to the classroom and their perception of the impact of the 
contextual environment on human behaviour. 

Two case studies from China and Nepal are presented on the community learning centre 
model of life-long learning that extends learning opportunities for members of the 
community responding to their diverse needs and circumstances. Sultana Kaniz Fatima 
writes about the role of the Bungamati community learning centre on the outskirts of 
Kathmandu in preserving traditional woodcarving skills as a means of supplementing family 
earning and asserting social and cultural identity of the people. Wen Zhan writes about the 
community learning centre in Yuannan in China, again as a vehicle for serving multiple 
learning and cultural needs of the ethnic communities in the province and promoting the 
development of their human and social capital.
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Abstract
This paper investigates beliefs about inclusive education of heads of higher education 
institutions that offer pre-service teacher preparation programs in Bangladesh. Since 2003, 
Bangladesh started including children with diverse needs in regular schools in both primary 
and secondary education. However, pre-service teacher preparation institutions are not yet 
fully ready to prepare teachers for a diverse classroom. In this journey of education reform, 
heads of the institutions that are offering pre-service teacher education in Bangladesh have 
a key role in better preparing future teachers for inclusive education. A thematic analysis 
procedure was administered on 22 institutional heads using a semi-structured interview 
guide. Themes extracted from the interview data were reforming teacher education 
programs, providing additional assistance during practicum, importance of pre-service 
teachers’ motivations in relation  to their profession, meeting all children’s learning needs in 
the same class, awareness about equal right to education and concerns about  including 
children with severe disabilities. Implications of the findings for further improving the pre-
service teacher education programs in Bangladesh are also discussed.

Key Words: Pre-service teacher education, Inclusive education, Beliefs, Bangladesh.

I. Introduction
“I sing of equality.

There's nothing greater than a human being,
nothing nobler!

Caste, creed, religion--there's no difference.
Throughout all ages, all places,

we're all a manifestation
of our common humanity”.

(Kazi Nazrul Islam’s poetry ‘Human Being’ in Huda, 2000, p. 266-268)
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Inclusive education is premised on a philosophy of educational reform that gives the highest 
priority to equal right to education for all people irrespective of their diverse circumstances, 
as pronounced in UNESCO’s Salamanca Declaration (UNESCO, 1994). Bangladesh, like 
many other countries, is moving towards inclusive education. Bangladesh is the signatory of 
a number of international agreements such as Education For All - EFA 1990 (UNESCO, 
1990), Salamanca Framework of Action (UNESCO, 1994), Dakar Framework for Action 
(UNESCO, 2000) and the Convention on the Rights of Persons with Disabilities (UN, 2008). 
In line with these international accords, Bangladesh has taken several policy initiatives to 
promote inclusive education. The most recent national education policy statement known as 
the Education Policy 2010 recognises inclusive education as a strategy to ensure education 
for all citizens (Ministry of Education [MOE], 2010). In addition, large scale projects like the 
Second Primary Education Development Program (PEDP II) at primary level and Teaching 
Quality Improvement in Secondary Education Project (TQI-SEP) at secondary level have 
components of inclusive education (Ahsan & Burnip, 2007).

Education Policy 2010 proposed that one of the aims of teacher training programs is to 
ensure equal access of children to education irrespective of social class, gender, religion, and 
ethnicity. It also called for developing strategies to meet in the same classroom the learning 
needs of all children with their diverse background and circumstances (MOE, 2010). Similar 
to these initiatives in Bangladesh, developing countries like India (Alur, 2009; Sharma & 
Deppeler, 2005; Singal, 2005), Brazil (Santos & Silva, 2009), Tanzania (Grönlund, Lim & 
Larsson, 2010) and South Africa (Daniels, 2010; Naylor, 2009) have also taken policy 
initiatives in favour of inclusive education. It is evident that developing countries are 
adopting policies in support of inclusive education, but they face challenges in effective 
implementation of these policies. One significant area that deserves attention in this regard is 
how higher education institutions that offer pre-service programmes prepare teachers for 
inclusive education. 

Vital to the success of Education for All is teacher quality. An extensive research literature 
provides evidence that teacher quality is the single most important variable for influencing 
student achievement (Gustafsson, 2003; OECD, 2005). Pre-service teacher education builds 
for future teachers the base of knowledge and skills and prepares them to  face challenges 
related to their profession (Wilke, 2004). Research also suggests that pre-service teacher 
education is the best time to develop positive sentiments and minimize concern about 
inclusive education among pre-service teachers (Loreman, Sharma, Forlin & Earle, 2005; 
Sharma, Forlin, Loreman, & Earle, 2006). The Salamanca declaration articulated the 
importance of teacher preparation for successful implementation of inclusive education, as 
stated in Article 41:

Pre-service training programmes should provide to all student teachers, primary 
and secondary alike, positive orientation toward disability, thereby developing an 
understanding of what can be achieved in schools with locally available support 
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services. The knowledge and skills required are mainly those of good teaching 
and include assessing special needs, adapting curriculum content, utilizing 
assistive technology, individualizing teaching procedures to suit a larger range of 
abilities, etc. In teacher-training practice schools, specific attention should be 
given to preparing all teachers to exercise their autonomy and apply their skills in 
adapting curricula and instruction to meet pupils’ needs as well as to collaborate 
with specialists and co-operate with parents. (UNESCO, 1994: 27)

Positive impact of well-planned pre-service teacher education programs designed for 
diversity in classroom were reported by several research studies conducted in Australia 
(Carrington, Deppeler & Moss, 2010) and USA (Gettinger, Stoiber & Koscik, 2008).  Some 
studies also identified various concerns of pre-service teachers in facing classroom diversity. 
For example, inadequate resource support during pre-service teacher education programs 
were identified as a barrier to teacher preparation in studies conducted in India (Sharma, 
Moore and Sonawane, 2009) and Hong Kong (Chong, Forlin & Lan, 2007). Other studies 
(Chai, Teo & Lee, 2009; Chong et al., 2007) reported short course length as a challenge to 
preparing pre-service teachers properly. In other Indian studies (Alur, 2001; Sharma & 
Deppeler, 2005; Singal, 2005) lack of resources; negative beliefs and attitudes towards the 
concept of inclusive education and inadequate training of teachers were identified as 
significant barriers towards implementing inclusive education.

According to an OECD (2009) study, it is vital to understand teachers’ beliefs, attitudes and 
practices if we wish to improve the status of any education system.  Although a number of 
studies have been conducted on pre-service teachers’ beliefs and attitudes towards inclusive 
education, the beliefs and attitudes of the heads of the higher teacher education institutions 
have not received much research attention.

Researchers have identified various issues related to new responsibilities of higher 
education institutions in the context of an inclusive, diversity-focused pre-service teacher 
education. Suggestions have been made (Booth et al., 2003; Burstein et. al, 1999; Campbell 
& Fyfe, 1995; Jangira, 1995; Price & Valli, 1998) about redesigning and reforming the 
existing teacher education curriculum for meeting the demands of inclusive education. 
However, changing only the curriculum may not prepare pre-service teachers adequately. 
Booth et al. (2003) in their edited book titled Developing Inclusive Teacher Education noted 
that teacher education institutions have to develop variety of favourable inclusion friendly 
policies for maintaining a favourable, flexible and inclusive environment inside the 
institution. This policy development idea was also echoed in other studies (Forlin et al., 
1999; Melnick & Zeichner, 1998).

Ensuring a quality and diversity focused practicum experience (Burstein et. al, 1999), 
development of collaborative roles between universities and schools as well as among 
different professional groups (Booth et al., 2003; Burstein et. al, 1999; Campbell & Fyfe, 
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1995; Melnick & Zeichner, 1998) and positive attitudes of teacher educators towards these 
new changes (Booth et al., 2003; Forlin et al., 1999) were identified as some other required 
initiatives of higher education institutions to implement  quality teacher preparation for 
inclusive education. It is evident that for bringing such changes in the higher education 
institution, the role and responsibility of the institutional head, who is in a leadership 
position, and beliefs and attitudes that motivate him or her, are of critical importance.

Many countries which have embarked on teacher education reforms have faced various 
challenges in preparing pre-service teachers’ for inclusive education through their revised 
programs. Research conducted in countries like Cyprus (Angelides, Stylianou & Gibbs, 
2006), USA (Harvey, Yssel, Bauserman & Merbler, 2010), and Hong Kong (Forlin, 2010) 
have revealed that the curriculum structures and instructional strategies might not be 
preparing teachers who would be confident to teach in inclusive classrooms.

Studies by Angelides et al. (2006) and Harvey et al. (2010) found that teacher educators 
themselves were unclear about their roles in meeting demands of inclusive education 
through practicum experiences, resource mobilization and collaborative training initiatives 
promoted for preparing pre-service teachers. A Cyprus study on preparing pre-service 
teachers through higher education institutions conducted by Angelides et al. (2006) reported 
that though higher education institutions were claiming that they were preparing teachers for 
a broadly conceived inclusive education approach, pre-service teachers saw this as confined   
to special education (i.e. deviant, abnormal, special needs) in their lesson plans. It appears 
that a curriculum based on a “medical model” acted as a barrier to changing pre-service 
teachers’ beliefs towards inclusive education. Therefore, understanding of a teacher 
preparation curriculum by the teacher educators to make it genuinely inclusive is necessary. 

What constitutes a good pre-service teacher education curriculum with positive impact on 
teacher preparation remains an issue (Lancaster & Bain 2007, 2010; Oh et al., 2010; Sari, 
Çeliköz & Seçer, 2008; Woodcock, 2008).  Insertion of inclusive education related topic in 
the pre-service teacher education curriculum may not solve the problem.  As Angelides et al. 
(2006)’s noted, the Government’s rigid policies towards maintaining curriculum contents 
were not inclusive-friendly and drove teacher educators to teach subject matters in a 
traditional manner. This study further reveals that gaps between theories taught in the 
universities and practices in the practicum schools were also barriers to preparing teachers 
properly. These concerns point to the importance of a holistic change in the teacher education 
institutions along with changes in curriculum components. Pro-active leadership is vital in 
the teacher preparation institution to bring such reforms.

Fullan (1993) suggested that any educational innovation or reform demands new skills, 
changes in belief and as a consequence, changes in behavioral aspects as well. Research 
studies have shown that teachers’ beliefs about teaching-learning are formed in the very 
early stage of their career and they may be rigid about changing such beliefs (Kagan, 1992; 
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Munby, 1982). Pajares (1992) argued that beliefs of teachers influence their judgments and 
perceptions that ultimately affect their professional preparation. Success of higher education 
institutions in addressing  these challenges through teacher preparation for inclusive reforms 
is very much dependent on the beliefs and roles of the heads of those institutions. This is 
because leadership has been identified as an important component for addressing such 
change (Price & Valli, 1998). As Fullan (2002) suggests, “Leaders have a deeper and more 
lasting influence on organizations and provide more comprehensive leadership if their focus 
extends beyond maintaining high standards” (p.17). Leadership is an important component 
to bring new changes in a process (Kouzes & Posner, 1987) and adapt new understandings 
and ideas through skill development (Senge, 1996). Even a single leadership role can 
promote change in an organization (Reeves, 2004). Inclusive reform initiatives in the higher 
education institutions that are preparing pre-service teachers have to start from the 
leadership positions for its acceptance to others. Heads need to play the role of an inclusive 
leader to bring inclusion friendly change in their institutions. 

Bangladesh like many other countries throughout the world is attempting to address the 
inequities in access and quality in the education system. Though the Government started 
implementing inclusive education since 2003, the primary level teacher preparation 
curriculum was not revised to address diversity (Munir & Islam, 2005; NAPE, 2001). The 
secondary level teacher preparation curriculum was last revised in 2006 and inclusive 
education philosophy was embedded in different parts of the new curriculum (National 
University, 2006). The National Education Policy (2010) chapter on teacher training that 
discussed both pre-service and in-service teacher education (Chapter 24) stated that:

Existing teacher training programs in Bangladesh is very traditional, incomplete, 
certificate-oriented, theory-based, providing less practical opportunities, rote-
learning based and following traditional assessment system. Therefore, we are 
not getting a satisfactory outcome through this. (MOE, 2010, p. 56).

Munir and Islam’s (2005) study on the review of the primary level pre-service teacher 
preparation curriculum for inclusive education revealed that absence of inclusive education 
related information in the curriculum, traditional teaching learning approaches and rote 
learning based assessment systems were principal  barriers to preparing teachers adequately 
for inclusive education. Ahuja and Ibrahim’s (2006) study conducted for UNESCO that 
evaluated the state of inclusive education in Bangladesh also reported that pre-service 
teacher education programs were not enabling teachers to be competent and confident for 
inclusive classrooms. 

Institutional heads have specific roles and responsibilities in Bangladesh, as elsewhere, in 
implementing reform. These include administrative roles within institutions, resource 
mobilization, management of pre-service and in-service training, and overseeing day-to-day 
operations. How the head of the institution carries out these multiple roles and functions is 
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influenced by personal beliefs, attitudes and values, which ultimately may determine if the 
reforms succeed or fail. 

II. Teacher beliefs and pre-service teacher education
Beliefs have been considered one of the important elements in teacher education. They 
constitute a complicated construct due to their very nature which do not lend themselves 
easily to empirical investigation (Pajares, 1992). Kagan (1992)’s and Pajares (1992)’ pointed 
out that teacher beliefs bear different labels, such as, opinion, concept, attitudes, 
perspectives, orientations and more. Pre-service teachers bring into the program beliefs of 
their own about teaching. Kagan (1992)’s study  showed that pre-service teachers hold a 
personal view of a good teacher, they possess their own identity as a teacher and also 
embrace their own memories in school life that shape their beliefs about their profession. 
These beliefs influence their thoughts in two major areas: towards teaching-learning 
approaches and towards teacher education programs. 

Smylie (1988)’s pathway analysis study found that teachers’ beliefs are the most important 
indicator of their change through the teacher education program. Beliefs about teaching-
learning approaches are formed prior to their entrance to the program and tend to remain 
unchanged (Pajares, 1992). Nespor (1987)’s and Kagan (1992)’s study revealed that though 
pre-service teachers are exposed to new information and knowledge in the program, they 
tend to retain their preconceived beliefs. 

Most pre-service teachers’ have certain ideas about the efficacy of their teaching abilities. 
(Richards & Killen, 1994). In the beginning of the program pre-service teachers express 
more traditional, behaviourist, control oriented approach to teaching learning, as they 
believe that maintaining classroom discipline is the most important part of good teaching.  
Most pre-service teachers showed less attention to theories discussed in the program as they 
thought that real learning would take place during practicum (Jaram & Gabrielle, 1998; 
Wubbels, 1992). If the teacher preparation program provides the opportunity, they tend to 
become more constructivist gradually (Mansour, 2009; Yilmaz & Sahin, 2011). 

Kagan (1992) added that beliefs are a kind of personal knowledge that is based on 
assumptions which often guide teachers’ behaviour, whereas knowledge is based on 
objective truth and fact. Pajares (1992) and Richardson (1996) suggested that teachers have 
to be challenged by real-life problems to change their pre-existing beliefs. Bandura’s (1997) 
social cognitive theory also mentions four influences on changing a person’s beliefs: 
vicarious experience that relates to feeling of personal success, role-modelling that includes 
observing other peoples’ success, emotional arousal and verbal persuasion. Therefore, key 
people like institutional heads and teacher educators in the pre-service teacher education 
programs have to ensure that trainees are challenged to face and assess reality, thus becoming 
receptive to new ideas and accepting of the need for change. 

14    Bangladesh Education Journal

This study was undertaken to understand beliefs of institutional heads about inclusive 
education. More specifically we were interested in finding out these key stakeholders’ 
perceptions about how adequately pre-service programs prepared teachers to teach in 
inclusive classrooms in Bangladesh. We were also interested in finding out their perceptions 
about what could be done to further improve teacher education programs.

III. Methodology
A qualitative methodology was followed to gain a comprehensive understanding of the 
beliefs and views of the institutional heads (IH) in relation to the implementation of inclusive 
education in Bangladesh. A semi-structured face-to-face interview schedule was designed 
that allowed researchers to create good rapport with the interviewee as well as keeping the 
interview on the right track to get quality data. Questions were open-ended and researchers 
had freedom to change the approach of questioning according to the demands of the 
interview situation, as the value of this flexibility was seen in the literature on research 
methods (Cohen, Manion & Morrison, 2007; Creswell, 2008). 

The questions in the interview schedule were based upon the researchers’ judgement about 
issues that helped researchers extract belief related information from the interviewees. 
Interview principles followed Brenner (1981)’s guidelines that allowed researchers to 
present all questions in an established language developed in the schedule so that 
comparisons could be made among the responses. Prompt questions were asked to get 
further clarifications, respondents’ comprehension of the questions were checked if it was 
required and also repeated, if asked. Interviewees had freedom not to answer any question, 
and no explanation was given that might influence the responses. Respondents were assured 
of avoiding confidential information in the recording of the interviews and in the research 
report.

Participants
Heads (i.e. Deans/Directors of the Faculty in universities; Principals of Teachers’ Training 
Colleges; and heads of Primary Teachers’ Training Institutes known as ‘superintendents’) of 
the higher education institutions that offer pre-service teacher education in Bangladesh were 
selected as participants of this study. Interviewees were selected from three types of 
institutions; Primary Teachers’ Training Institutes (PTIs), government Teachers’ Training 
Colleges (TTCs) and universities. 

Bangladesh is divided into six administrative divisions (Dhaka, Chittagong, Rajshahi, 
Sylhet, Barisal and Khulna). To get representation of all six divisions, the Director General 
(DG) of the Directorate of Primary Education (DPE) was requested to select six PTIs from 
the six divisions out of 55 PTIs all over Bangladesh. The heads of the selected six PTIs were 
interviewed for this study. In addition to heads of those six institutions at primary level, two 
additional institutional heads were selected to participate in the study: the head of  the 
Inclusive Education Cell of the DPE and the Director General of National Academy for 
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Primary Education (NAPE). These two institutions played a significant role in primary level 
pre-service teacher preparation curriculum development and in running teacher educator 
development programs.

Similarly, the DG of the Directorate of Secondary and Higher Education (DSHE) was 
requested to select six TTCs out of fourteen government TTCs following the same criteria 
that all six administrative divisions would be covered. The heads of the six TTCs were 
interviewed for this study.

In addition, Deans/Directors of the Education Faculty/Department of all eight universities 
recognized by the University Grants Commission (UGC) that offer pre-service teacher 
preparation programs at secondary level were interviewed. Information about these 
institutions was collected from the University Grants Commission (UGC) web page.

In total, twenty two (22) heads were interviewed. Table 1 provides details of the participants:

Table 1:  Participants of the Study

Data analysis 
Interviewees were asked to sign a consent form. Identities of all the interviewees were kept 
anonymous. Interviews were audio-taped with the written permission of the participants. All 
interview data were transcribed in Bangla language. The transcriptions were e-mailed to the 
participants and revised based on their feedback (Brantlinger et al., 2005).

A thematic analysis was used to analyse the transcribed documents and themes were 
extracted from the data through coding (Denzin & Lincoln, 2000). While coding and 
analyzing the data, transcriptions in Bangla language were used to get the exact meaning of 
vocabularies used by the interviewees. In the end, all the analysed data were translated into 
English. Some issues appeared repetitively in the interviews (e.g., reforming teacher 

Level of Pre-service Type of Institutions Number of Total 
Teacher Education Programs Heads Number

Primary Teachers’  Training 6
Institutes (PTIs)

Primary Inclusive Education Cell, 1 8
Directorate of Primary Education,
MOE
National Academy for Primary 1
Education (NAPE)
Teachers’  Training Colleges 6 14
Universities that offer pre-service 8Secondary
teacher education

Grand Total (N) 22
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education programs, assistance during practicum, and meeting all children’s learning needs 
in the same class). Those were coded and similar codes were grouped by generating 
hierarchy trees. Themes were then derived from the grouped codes. 

The key aims of the study and the literature review guided the researchers’ analysis of the 
interview findings. To reconcile apparently contradictory data, interpretive and reflexive 
interview listening and reading procedures (Denzin, 2001; Power, 2004) were followed. 
This technique allowed researchers to re-listen the recording to consider the intonation and 
voice quality, re-read the transcriptions, rethink the personal characteristics of the 
respondent, such as, social status, gender and positions of the interviewees in a specific 
country context, recall the facial expressions and also analyse the physical environment of 
the interview sessions to understand the exact meaning of the contradictory information.

IV. Results
The participants’ expressed opinions were used to explore their beliefs about inclusive 
education. The themes that emerged from their responses indicating their beliefs can be 
categorized under six headings, as presented below. 

Necessity of reforming teacher education program
When respondents were asked about the capability of the present pre-service teachers to 
teach in an inclusive classroom, majority of the participants believed that these trainee 
teachers were not ready to teach in inclusive classrooms. They believed that it would be 
possible only if adequate training was provided during their pre-service teacher education 
stage. 

“I do not think it would be possible for existing pre-service teachers to teach in an 
inclusive classroom. If they are trained adequately, then it is possible”. (IH-09)

Interviewees believed that to prepare teachers properly for inclusive classrooms the existing 
pre-service teacher preparation curricula required rigorous revision including review of 
existing practicum provisions in the curriculum. Interviewees reported that inclusive 
education issues were not addressed properly in the curriculum and in some cases, a few 
items   were added in an existing chapter. For example, one interviewee mentioned that  only 
disability related information was included in the name of inclusive education reform at the 
university level pre-service teacher training programs:

The Ministry of Education (MOE) through the University Grants Commission 
(UGC) sent us a letter to include information about teaching strategies for 
children with disabilities in the existing pre-service teacher education curriculum. 
We could not revise the whole curriculum in response to that letter. What we did 
was that we included a unit in the Methods of Teaching course. (IH-01)

Another participant mentioned about the primary level pre-service teacher preparation 
curriculum: “We have some information in the educational psychology course. But it is not 
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sufficiently elaborate; so more information is needed” (IH-05) A majority of the participants 
expressed their concerns about the current status of preparedness of pre-service teachers for 
inclusive education.

Assistance during practicum
The participants agreed that in addition to adequate preparation in universities, pre-service 
teachers would also require extensive support at the time of undertaking their teaching 
practicum, both in and out of classrooms.

Interviewees were concerned that pre-service teachers are not getting a sound practicum 
experience as part of their training. One reason identified by many interviewees was that 
schools to which the trainee teachers were sent did not have any orientation on inclusive 
education in most cases. As a result, they did not enrol children from disadvantaged 
backgrounds and pre-service teachers could not experience a diversity focused inclusive 
classroom. One participant mentioned:

They are not getting an experience of an inclusive school. Opportunities are much 
less in rural schools…schools are not ready yet for inclusive education. More 
awareness raising is needed for that. (IH-12)

Interviewees demanded more assistance at school level for a teacher to perform effectively 
in an inclusive classroom. While including children with special needs in the regular 
classroom, participants indicated that these classrooms needed support in respect of 
accessibility of facilities, assistive devices, primary care and special care in the classroom.

… in the school [during practicum] there must be special arrangement for 
children with visual or hearing impairment. For example sitting arrangement, 
teaching materials, and blackboard should be appropriate for all children. (IH-02)

The need for additional support in the practicum classroom for pre-service trainees was 
echoed by other participants as well: 

[Inclusion of diverse children] means one teacher will teach all of them. So the 
(pre-service) teachers should be well-trained and have endurance. It is really very 
tough and challenging to teach different types of children in a classroom and in 
that case the teacher should be very experienced. Nevertheless, there would be 
lots of obstacles as there would be children with disabilities. These children 
would need one type of behavioral support or teaching method and the general 
students would need other ones. I think it is very difficult to create different types 
of teaching environment at the same time. (IH-20).

Additional teaching materials and educational material support were also mentioned by 
interviewees. Pre-service teachers are placed in regular schools during their practicum and 
normally these classes are very large in size. The need for reducing the large class size was 
frequently mentioned by the participants. 
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In Bangladesh, both primary and secondary classrooms are crowded. Student-
teacher ratio is on an average 67:01. In such situation, it is not possible for a pre-
service teacher to adjust themselves to the children with special needs. So they 
follow a general teaching-learning approach for all students. (IH-07). 

You may see that in some cases ratio is one teacher to 100 students. So, it becomes 
very difficult for the teachers to teach them even the general subject matters. I 
think it is not possible for poor teachers to meet the demands of all children 
including children with special needs. I think it may be possible only if we recruit 
more teachers and increase the facilities and number of classrooms. (IH-01). 

Interviewees suggested increasing teacher number and physical facilities to solve the 
problem. Classroom assistance theme also included the demands of interviewees for primary 
care or early intervention support before bringing children from disadvantaged backgrounds 
into regular classrooms:

It depends somewhat upon what is meant by different kinds of children. The 
socially disadvantaged children who are actually occupied in child labour, you 
can include them in a regular school and that should be done, I suppose. But those 
[Children] with physical problems, there is need for a second thought about this. 
They should be provided some sort of primary care first. (IH-09). 

Pre-service teachers’ motivation 
Participants mentioned about teachers’ personal motivational issues for effective 
implementation of the values of inclusive education. 

Teachers are the most important persons for imparting education. They will do 
everything [required for improving the classroom environment]….Teachers 
must have a proper pre-service training and motivation for doing that will develop 
their insight. In the end, I think a teacher [after attending pre-service training] 
should treat all the students in the same way and should like all of them. (IH-02).

Respondents also believed that those people who have an aptitude for teaching should be 
recruited in this profession. Some said that they found many teachers in the pre-service 
programs who had little interest in teaching and came to the course just to take the certificate 
for getting promotion or to receive an increment in salary. They also reported that many pre-
service teachers were preparing themselves for other professions or were involved in other 
professions as well while they were in the program. They suggested redesigning the primary 
school teacher recruitment process so that only motivated people were recruited in teaching 
profession and sent to the pre-service teacher preparation programs. 

Government or private organizations who recruit teachers, have to recruit 
qualified teachers, identifying those who choose teaching as a profession. People 
genuinely interested in teaching should be brought into the profession. They 
could get other good jobs if they wanted, but would not go for that, as they wanted 
to do only teaching. (IH-01).
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In Bangladesh, both primary and secondary classrooms are crowded. Student-
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Meeting all children’s learning needs in the same class
Interviewees believed that traditional teaching-learning approaches have to be changed in 
preparing pre-service teachers properly. One interviewee pointed out that traditional beliefs of 
pre-service teachers about teaching-learning approaches were sometimes found to be very 
strong. Those strong preconceived beliefs may not change during teacher preparation 
programs. The respondent gave importance on changing motivation of the pre-service teachers 
through the training program.

Only training will not work, the teachers also have to apply that properly in the 
classroom. Most of the time we can see that after going to the classroom the teachers 
do not apply their training and teach the students by using traditional method. So 
what’s the need of training? I think teachers’ motivation have to be changed first 
[through pre-service teacher education], so that they treat all the students in the 
same manner and apply their learning gained during training. (IH-02).

It was noteworthy that some institutional heads themselves believed in the traditional 
approaches of teaching-learning. Their statements in the course of  the interviews revealed 
that several issues influenced such beliefs. Expressions used by the respondents such as 
‘problems of disability’, ‘less IQ’, ‘normal child and special child’ and so on clearly 
indicated their beliefs supporting the medical model of disability.

The following statement is an example of the inclination of some of the institutional heads 
towards the medical model of disability that views limitations of children with special needs 
first, rather than their potentials, and compares them with typical abilities of so called 
‘normal’ children:

Well… yes, various sorts of challenges, not only about the classroom or courses 
but many others, regarding aspects of diversity come in front of us. For example, 
we can notice that there are children with different special needs; some have 
hearing impairment, some cannot speak, some have visual impairment, and other 
physical disabilities, or may have some other conditions like less IQ or mental 
retardation. As every individual has specific problems, so it is without any doubt a 
great  challenge for the teacher to teach such pupils simultaneously in the same  
manner as the normal children. (IH-03). 

Similar response was also found in the statement of IH-04:

I do not think it is possible [for a regular teacher to support all children in a diverse 
classroom]. As they teach normal pupils, their way of teaching may not be 
appropriate for the students with special needs. And, therefore, they will not be 
able to teach either in the right way. So this [inclusive] procedure may prove to be 
harmful for both [normal and those with special needs) types of students. I would 
say that it is better not to practice inclusion” (IH-04).
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The respondent was strongly opposed to the concept of inclusive education, “Actually in 
Bangladesh, we don’t have the facilities to teach [diverse children] in the same classroom. So 
I don’t support it” (IH 04). The respondent also feels that segregated education approaches 
are better for some groups: “Yes, I think it will be much more effective to educate them 
separately if we have the facilities.” The segregated traditional teaching-learning approaches 
were also supported by another interviewee:

There is difference in language and culture [among students]. So, I think if a 
specialized system can be offered for them [with special needs] then it will be 
better. For example, all children with hearing impairment can be provided with a 
special environment with a special teacher and in the same way it can be done for 
the children with visual impairment also. There is a psychological difference 
among the children. So it will be better if we can make such arrangement for 
them. (IH-15). 

Equal right to access in education
Some participants had very positive beliefs towards the values of inclusive education and 
urged realization of equal right of all children to education. For example:

My opinion is that those who are disadvantaged, in the sense that they are 
deprived at home and in society as well, should be identified. They have grown up 
without love since childhood and have not received any care from anywhere. 
They are a large group in our society. I want to thank the government for the effort 
to bring them into the mainstream. If we do not do so, a large group in society will 
stay deprived. Those, whom we think as our burden, can become our wealth. 
More facilities in the classroom can bring them into the mainstream. (IH-17).

Equal right to access in education was echoed in the following comment:

Approximately, 35% of our population is below poverty level; the children of this 
segment, almost all, drop out due to poverty, language and some other reasons. In 
such cases, the first target of inclusive education is to ensure their access and 
maintain the quality of primary education. Moreover, to ensure  access of the 
children in special circumstances, attention is needed to groups such as the 
fishermen, ethnic communities/tribes, or nomadic children who live on boats in 
Barisal district. (IH-18).

It appears that the participants were familiar with the issues in inclusive education due to 
different government initiatives recently taken in favour of inclusive education. The above 
statements are a reflection of these policy and program initiatives.  

“Inclusion not good for children with severe disability”

Some institutional heads were concerned about including children with severe disabilities in 
the inclusive education programs. Special education was prescribed by those interviewees 
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for children with all types of severe disabilities. For example, an institution head said, “There 
could be some problems in including children with intellectual disabilities in the regular 
education. There should be separate streams of education facilities for them, especially, for 
those who have severe special needs” (IH-18). 

Similarly, IH-22 commented:

My opinion is that the people whom we consider as the low-income group in the 
context of socio-economic condition should not suffer any discrimination in 
education. It is a must to ensure education for the children of the poor and illiterate 
with the children of the rich and literate and the classroom should be same. 
Second thing is that we should also bring the children with special needs in the 
same classroom. But there should be a limit, because children with severe 
disability would not be advantaged by this; but children with mild disability can 
benefit from inclusive education. (IH-22). 

One interviewee raised another important issue of parental concern, esspecially in the urban 
areas, in including children with special needs in the regular classroom:

Well, inclusion of all kinds of students in a school may not be the right way. 
Especially, in the urban areas where many of the parents are from higher class in 
society; there may be resistance from them - not being interested in accepting 
their children studying with the children with special needs. But it may be 
possible in the rural areas. (IH-04).

Difference in the context of rural and urban school settings were also mentioned by other 
participants. A large number of participants see the concept of inclusive education as 
including only children with disabilities in the regular education. When they were asked to 
express their opinion about inclusive education, they commented only about issues related to 
inclusion only of children with disabilities.

V. Discussion and conclusion
Beliefs are significant indicators of teachers’ future actions (Bandura, 1986, 1992; 
Tschannen-Moran, Hoy & Hoy, 1998). Analysis of the interviews of the institutional heads 
revealed their beliefs about inclusive education. The findings shed light on what is 
happening in the teacher education programs and what could be done to further improve this 
sector to prepare teachers for meeting the challenge of including students with diverse 
abilities into regular classrooms. No claims are made that the data from the participants 
present a comprehensive picture of what is happening in Bangladesh teacher education. 
Information presented in this study does represent views of one group of key stakeholders in 
primary and secondary teacher education.  

Themes extracted from the opinion of the institutional heads indicate that they believed a 
good quality pre-service teacher preparation program was a pre-requisite of successful 
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implementation of inclusive education. They were concerned that the existing pre-service 
teacher training programs were not sufficient to prepare teachers effectively for inclusive 
education, especially in challenging and re-examining their beliefs in a positive manner. This 
finding is supported by studies conducted in Australia (Premier and Miller, 2010) and in the 
Netherlands (Pijl, 2010) that reported insufficiency of course content and recommended 
revising existing curriculum for addressing the values of inclusive education. Garner (2000)  
expressed this concern in respect of U.K. arguing for a considerable change in the  existing 
pre-service teacher training course content and in the structure.

A confusion regarding a broad concept of inclusive education, within which disability-
related special needs are only one element, and equating inclusive education with education 
for special needs permeated the responses and clearly influenced the beliefs and attitudes of 
the respondents. A second source of confusion was a broad concept of special needs that 
recognises a spectrum of abilities of learners as a natural and normal phenomenon and 
thinking about disabilities as a special condition represented by the “medical model.” This 
duality contributed to ambivalence in respondents’ beliefs and perceptions. It appears that 
the policy and programmatic initiatives taken in primary and secondary education to 
encourage inclusive education as well as paying attention to “special needs” in the 
mainstream schools did not articulate or clarify sufficiently the official position. Nor did they 
examine or elaborate the implications for strategy and action of the varying interpretations of 
the concepts.

The lack of clarity and absence of consideration of the implications can also be seen in the 
teacher preparation curricula, program content and their implementation. The new education 
policy of 2010, while recognising the importance of inclusive education, and the role of 
teacher preparation for this purpose, did not go further in providing guidelines for conceptual 
clarity and operational aspects of implementing inclusive education (MOE, 2010). Influence 
of medical model was also apparent in the curriculum reform initiatives as changes took 
place in the form of adding some disability related information in a unit of any course in 
complying with Government’s instruction to the pre-service teacher education institutions 
for curriculum reform. This situation is similar to the experience of medical-model based 
curriculum reform initiatives mentioned in the Angelides et al. (2006) study conducted in 
Cyprus. 

Many participants expressed a discomfort and or were uncertain about the right position to 
take when it came to the situation of children with severe disabilities vis-a-vis their inclusion 
in the mainstream. Absence of a clear policy stance added to the uncertainty. It was not, 
therefore surprising that beliefs and attitudes of heads of teacher preparation institutions 
manifested a degree of confusion and even contradiction. Forlin (1995)’s and Forlin, 
Loreman, Sharma, & Earle (2009)’s studies also found that teachers and educators were 
more negative in accepting children with severe disabilities. This was mostly, as mentioned 
earlier, because of believing in the traditional approaches to teaching learning. Besides, 
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participants’ expression and use of vocabulary during interview such as ‘normal pupils’ 
clearly stated that they believed in the concept of medical model of disability. This model 
tends to consider differing abilities as deviance to be treated and handled separately from the 
mainstream is justifiably discredited from an educational and human rights point of view 
(Loreman, Deppeler, & Harvey, 2005) and points out a child’s deficits first rather than 
improving teaching-learning approaches to address all children’s needs (Ainscow, 1997). 

While there might have been divergent positions about the concept and scope of inclusive 
education, interviewees generally in agreement about the need for additional resources and 
support for successful teacher preparation for inclusive classrooms, especially in the 
practicum part of it. They believed that schools were not ready yet to be inclusive and 
recommended more awareness raising programs for making the school environment more 
inclusive so that they welcome pre-service teachers’ initiatives in favour of values of 
inclusion. In this point, a suggestion can be made for developing collaborative programs 
between university/institution and schools. During practicum activities, various ranges of 
assistance were demanded through reducing class size, providing resource support and 
providing special support for including children with special needs through environmental 
modification and early intervention programs. Lack of resources could be mentioned as a 
global phenomenon as such challenge was identified in studies conducted in the US (Harvey 
et al., 2010), India (Sharma et al., 2009) and Hong Kong (Chong et al., 2007).

There was a general agreement among respondents in respect of their beliefs about the 
deficiencies in provisions and facilities in schools  that undermined the general principles of 
individualised and learner centred teaching learning, which also would address the need for 
the concept inclusive education. The main suggested strategy in this regard centred on 
differentiated and individualised teaching- learning, especially in a large class such as, 
small-group activities, maximizing use of space in and out of the classroom, introducing 
team teaching, peer-tutoring, teaching assistantship in the classrooms, and efficient time 
management.  It is noteworthy that none expressed belief in an alternative way of 
considering  large class size as a source of extended resource for classroom activities or 
scope of practicing more creative teaching-learning and classroom management as 
suggested by UNESCO (2006)’s toolkit for managing large class size for inclusive 
education. Research studies (Benbow, Mizrachi, Oliver & Said-Moshiro, 2007; Pasigna, 
1997) and literature (UNESCO, 2006) on large class size management suggested that such 
challenge can be well-managed by improving teachers’ skills, motivations and providing 
opportunities to apply their innovations and problem solving skills. One implication of this 
study clearly is greater attention to large classroom management issues in the existing 
teacher preparation curriculum of Bangladesh. 

Recognising the limitations of the school facilities and provisions and the deficits in respect 
of teacher deployment, training and preparation, many participants felt the necessity of 
having “primary care programs” for the children from disadvantaged background before 
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they are brought to the regular classrooms. These appear to suggest the importance of early 
intervention programs to identify and assist children currently or prospectively with special 
needs. Interviewees also believed that pre-service teachers’ aptitude, interest and motivation 
regarding teaching as a profession were a vital factor in successful implementation of 
inclusive education. They recommended revision of the government’s current teacher 
recruitment policy and practice so that appropriate people who have aptitude for the 
profession could be attracted to and kept in teaching.

One concern raised by respondents was how pre-existing personal beliefs and values about 
human nature, teaching-learning, occupations and occupational and professional goals 
brought by teacher trainees into the program constrained the process and outcome of teacher 
preparation. Such a concern is justified as revealed in studies by Nespor (1987) and Kagan 
(1992). These studies affirmed that though teachers gain new knowledge in training 
programs, they are mostly guided by their pre-existing personal knowledge or beliefs. In 
order to change such preconceived beliefs the trainee teachers have to be given the 
opportunity to face new experiences (Pajares, 1992; Richardson, 1996). Institutional heads 
recognised the difficulties about changing the beliefs of pre-service teachers and suggested  
careful consideration to revising the pre-service teacher education curriculum and the 
program to make them  more practical oriented and problem-based in order to create 
opportunities for challenging and critically examining  traditional beliefs. As Kagan (1992) 
noted, if we aim to change teachers’ beliefs, first we have to make them aware of their own 
beliefs and then pose for them challenges through different real-life events.

Some of the participants were strongly supportive of the rights approach to equal educational 
access. They looked at inclusive education as a rights issue and expressed the belief that 
despite many challenges, the right to education had to be established in order to ensure 
education for all children. The rights-based approach supported the broad concept of 
inclusive education within which special needs education was seen as a sub-set. On the 
whole, however, the interview responses reveal that the interviewees gave a cautious and 
conditional support to  inclusive education. They believed that implementation of inclusive 
education called for certain conditions to be met in the existing education system. Analysis 
of the study findings pointed at necessary policy measures for making the education system 
of Bangladesh more inclusive.
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they are brought to the regular classrooms. These appear to suggest the importance of early 
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noted, if we aim to change teachers’ beliefs, first we have to make them aware of their own 
beliefs and then pose for them challenges through different real-life events.

Some of the participants were strongly supportive of the rights approach to equal educational 
access. They looked at inclusive education as a rights issue and expressed the belief that 
despite many challenges, the right to education had to be established in order to ensure 
education for all children. The rights-based approach supported the broad concept of 
inclusive education within which special needs education was seen as a sub-set. On the 
whole, however, the interview responses reveal that the interviewees gave a cautious and 
conditional support to  inclusive education. They believed that implementation of inclusive 
education called for certain conditions to be met in the existing education system. Analysis 
of the study findings pointed at necessary policy measures for making the education system 
of Bangladesh more inclusive.
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Teachers’ Struggles in Applying Inclusive Education 
Practices for Students  with Disabilities at Secondary 

Schools in Bangladesh
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Abstract
The article explores teachers’ understanding of their teaching strategies that support 
inclusive educational practices for children with disabilities at secondary schools in 
Bangladesh. This study is largely underpinned by the ecological model of disability which 
focuses on the impact of environment on human behaviour, with an emphasis on examining 
the context to understand human development. This study aimed to answer the question of; 
How do teachers in secondary schools in Bangladesh understand evidence based teaching 
strategies for inclusion? 

A questionnaire that includes a summated rating scale (quantitative data collection) and 
semi-structured interview with open ended questionnaire (qualitative data collection) were 
used to collect data from six teachers based in secondary schools. Results show that the 
participants experienced internal conflict in making decisions regarding their teaching 
practice. They were confused by pupils with disability. Most of the participants stated a 
belief that their personal teaching methods are the best approaches. Teachers identified 
cooperative group teaching, assignments, reviewing, group work, questioning, and brain 
storming as the most effective methods. Data shows that 50% of the participants often used 
mixed ability co-operative group teaching, whereas in the case of peer tutoring, 66% of the 
respondents were positive about reviewing and practicing the key ideas of previous lessons. 
Only 17% of the respondents could regularly evaluate all pupils’ progress during lessons 
and adjust their teaching as a result. The findings indicate that effective teaching practices 
are often based on real-life (local) knowledge, mutual engagement and accountability, joint 
enterprise and shared repertoire of experiences with the student.

I. Introduction
Inclusion is an educational philosophy that emphasizes the rights of all children to attend 
their local school and is common throughout the western world. Inclusion is a comparatively 
new concept in developing countries such as Bangladesh. Research is yet to clearly record 
the outcomes of inclusive education on the quality of life of students with disabilities 
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(Hornby, 1999). Others recognised the need for research in inclusive education to inform 
policy and practice (Lindsay, 2003). 

The purpose of this research is to throw light on teachers’ practices that support inclusive 
education. It is argued  that the greater the skills that teachers have in dealing with students 
with disabilities, the more effective their teaching will be (Angelidies, 2008),  which will 
then influence  learning outcomes and  the  quality of life of  all students. 

Ferguson (2008) noted that inclusive practice is not easy because it attempts to make 
learning available “to everybody, everywhere and all the time” (p.109). Teaching strategies 
for inclusive practice are needed for teachers to be responsive to all learners. The success of 
inclusive education depends on the ability of teachers to facilitate a good learning 
environment and also ensuring that their teaching caters for everyone (Flem, Moen & 
Gudmundsdottir, 2004). 

Evidence-based teaching strategies have proved effective through use of evidence from 
within an inclusive setting (Atkinson, Hornby & Howard, 1997). According to Lester 
(2007), the main principle of evidence-based practice is that it involves making decisions 
based on ‘evidence’ rather than on, for instance, untested theory, customary practice, 
political dogma or uncritical benchmarking. However, “Teachers’ experiences must be 
acknowledged and valued” (MacDonald, 2008, p. 431). 

Teachers have a pivotal role in the success of inclusive educational practices (Macfarlane, 
2007). However, teachers’ difficulties in responding to the demands of inclusive 
environments of teaching and learning and providing equal opportunities to all students 
often undermine the practice of inclusive education. Many studies have shown that 
developing inclusive practice is challenging for teachers (Angelides, Georgiou & Kyriakou, 
2008), and especially so for early grades (Petriwskyj, 2010). Flem, Moen and 
Gudmundsdottir (2004) emphasize the vital importance of creating a positive atmosphere 
and having good academic insights about how teachers can foster inclusive practice.

Thomas, Walker and Webb (2005) argue inclusion as “an international descriptor of a 
particular marriage of ethos and practice” (p.22). To understand such ethos, we need to focus 
on teaching-learning practice - examining  how teachers could  embrace diversity in   
inclusive settings, and how they  perceive inclusive education. This development of 
teachers’ understanding of their own teaching strategies for inclusive educational practices 
is explored in this paper.

Background and Context
The Bangladesh context has been considered for this research. Many Bangladeshi children 
with disabilities experience no education with up to 89% of these children not enrolled in 
schools (Directorate of Primary Education [DPE] & Centre for Services and Information on 
Disabilities [CSID], 2002). The vast majority of children with disabilities do not attend 
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school and a large percentage of children who do attend mainstream schools often drop out 
due to inaccessible school infrastructures and unpleasant school environments (CSID, 
2002), including non-inclusive teaching practices (Ahsan & Burnip, 2007). 

From the beginning of 21st century, Bangladesh has introduced in a limited way inclusive 
education measures in primary education to include in school children with mild to moderate 
disabilities. A similar policy has not been formally taken for the secondary stage. 

Characterising secondary school teaching in Bangladesh, Ruitenberg (2009) identified the 
tension between the constraints related to teaching and learning and those related to 
contextual and political issues. Teacher’s safety and security are often threatened by political 
pressure, which affect their own practices and commitment correspondingly. Thornton 
(2006) reports that a collaborative culture among teachers has not yet developed within the 
secondary schools in Bangladesh. Contextual factors such as the rigid curriculum, the low 
ability of many students, and the teachers’ own educational background restrict the 
emergence of a collaborative culture. All of these factors may have a de-motivating effect on 
many teachers’ practices. A typical issue portrayed in Ruitenberg’s study (2009) was that 
secondary school teachers in Bangladesh discuss among themselves the low ability of the 
students. The tendency here is for teachers to blame the students or parents for ‘being 
illiterate’ rather than such a result being a prompt for them to examine  their own teaching 
practice and how they could not  respond adequately to the learning needs of those students. 

It is perhaps true that the teachers of Bangladesh are not able to identify the real needs of their 
pupils. As Mahatma Gandhi said, “We are not aware of our real needs, and most of us 
improperly multiply our wants and thus unconsciously make thieves of ourselves” (Gandhi, 
1997).  From this perspective, the study may enhance awareness of teachers about the real 
needs in terms of teaching in inclusive settings. 

Theoretical Framework
Theories serve to justify the practice and practice informs theory (Macfarlane, 2007). This 
study is largely underpinned by ‘Ecological Systems Theory’ of Urie Bronfenbrenner’s 
(1917- 2005). Researchers and writers have taken different angles on conceptualization of 
the nature of  disability and formal education and their interaction. This study is largely 
underpinned by the widely accepted model for inclusion: the ecological model which 
focuses on the impact of environment on human behaviour, emphasizing  the context to 
understand human development (Macfarlane, 2007). This model emphasizes a less intrusive 
approach, builds on the existing support structure, expands on teacher skills, and also values 
the influence of family and community on children’s learning and development 
(Bronfenbrenners, 2005). 

For the purposes of this study,  the ecological model is complemented by the  socio-cultural 
theory of teaching in terms of Vygotskian and Deweyan principles as outlined by Beck and 
Kosnick (2006, pp. 9–14): “knowledge is constructed by learners; knowledge is experience 
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based; learning is social; all aspects of a person are connected; learning communities should 
be inclusive and equitable”.

Research Questions
The following research question has been formulated to investigate teachers’ strategies for 
practicing inclusive education approaches in Bangladesh.

How do teachers in secondary schools in Bangladesh understand evidence-based 
teaching strategies for inclusion?

The related supplementary questions are:

a) How do teachers evaluate effective teaching learning strategies for students with 
disabilities in a general classroom?

b) To what extent is current teaching practice inclusive within secondary schools in 
Bangladesh?

In the questions, understanding is seen as an inseparable and interconnected outcome of 
practice, attitude and beliefs, and knowledge of teachers. On the other hand, evidence-based 
teaching strategies could be defined as “clearly specified teaching strategies that have been 
shown in controlled research to be effective in bringing about desired outcomes in a 
delineated population of learners” (Mithchell, 2008, p.1).

II. Methodology
The research methodology has been developed on the basis of above theoretical framework. 
The study employed a mixed-methods design in order to answer the research questions in a 
pragmatic way focusing on ‘what works’ (Rocco et al., 2003). According to Johnson and 
Onwuegbuzie (2004), a mixed-methods approach is appropriate when investigating an area 
that requires consideration of a number of inter-related research questions. 

The research is designed by choosing a flexible design called ‘within-stage-mixed model 
design’ for the study. Within a paradigm based on a philosophical standpoint, this design 
allows researchers to draw on qualitative and quantitative tradition when making 
methodological decisions. Thus in this study both qualitative and quantitative methods are 
used. 

According to the research design, semi-structured interviews and a questionnaire constituted 
the instruments for collecting data.  The “in-depth interviews use a less-structured approach 
which is sometimes referred to as semi-standardised or semi-structured” (Hall & Hall, 1996, 
p.157), where interviewees could express more freely their opinions. The interviews were 
conducted following pre-developed guidelines. 

The questionnaire was an important tool for recording and justifying the strategies. The 
questionnaire is based on a four-point self-rating scale focused on classroom practice. This 
rating scale is based on Mitchell’s (2008) work, which provides an opportunity for the 
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participants to rate their strategies and practices for enhancing pupils’ learning. The tool was 
a four-point Likert Scale ranging from ‘very often’ (4) to ‘rarely/never’ (1). Overall, 22 items 
were used for the scale; furthermore, an additional item, no 23, was added for the 
respondents to list their own strategies. All items in this scale were modified and prefaced 
with the heading ‘in this school’. Participants rated their strategies and practices on the four 
point scale. The rated data was then compared with the interview data.

Participants
The participant selection technique used was the snowball sampling technique. “Snowball 
sampling is the process of selecting a sample using networks” (Kumar, 2005, p.179). Being   
teacher educator, the researcher had connections with  classroom teachers, from whom the 
needed information was obtained. 

A school selection criterion was set. This criterion included having at least three to four 
children with documented disabilities in each targeted class.  

To reduce conceptual discontinuity regarding the central concept ‘teaching strategies’, 
Class- VI [grade] was decided as the target grade.  The students in Class-VI have just entered 
secondary school after completing their primary education and are typically aged from 11 to 
13 years. The teachers who taught Bangla of grade six in the target secondary schools was 
selected as the study participants. Six classroom teachers from six different secondary 
schools were selected. The participants comprised three male teachers and three female 
teachers. Participants’ teaching experience varied from 6 to 20 years.  All participants 
voluntarily participated in the research. The participants’ age range was between 30 to 50 
years. No participants reported experiencing any disabilities. All had experienced a minimal 
orientation on inclusive education. Only four participants had taught students with 
disabilities before. 

III. Results

Qualitative Findings from Interviews
The participants appeared to experience internal conflict in making decisions regarding their 
teaching practice. Articulation of their teaching strategies posed a dilemma for them.   One 
respondent stated, “Teaching for all or teaching for majority? It’s a big question”. Several 
participants displayed a certain attitude of avoidance towards teaching students with 
disabilities, and preferred to concentrate their teaching on the majority of students. It was 
also evident that most of the respondents were aware of the importance of the concept of 
teaching for all. Thus, teaching strategies varied. Several respondents in their responses 
demonstrated an effort to explore effective ways of teaching within an inclusive education 
philosophy. 

The participants were also asked about effective methods. One respondent stated, “The 
teachers’ personal method is the best of all. It is the teacher who is responsible for the 
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progress of students”. Participants further analysed their teaching and learning activities in 
the classroom. Interview data also reveal that participants were eager to be successful in the 
classroom. One participant stated, “This is the second time in my teaching career that I have a 
student with disabilities. I am doing experiments with the methods which I had learnt from 
CPD [continuous professional development] training”. Respondents also mentioned a 
number of teaching strategies which were used in the classroom. Teachers found cooperative 
group teaching, assignments, reviewing, group work, questioning, and brain-storming as the 
most effective methods. Participants’ understanding of various teaching learning strategies 
are summarized as follows:

Participatory Methods
Participatory methods such as group work were reported to be effective, even though 
participants were aware of their shortfalls. A few participants faced problems in 
implementing participatory methods. One respondent said, “I came to know about 
participatory methods from CPD training. After the training I tried it, but faced problems.” 
Another respondent said, “I think of a situation of mine, where the class size is big and 
necessary teaching aids are not available.” He asked a question, “How could I go for 
participatory methods?”  One participant thought that the weaker students could suffer as a 
result of participatory methods. For example, one respondent said, “it is very difficult to 
understand whether a disabled student has participated in the group work or not, because the 
tasks is completed by the group.”

Participants viewed ‘group work’ as the heart of participatory methods. One respondent said, 
“I like group work, because students are encouraged. It creates an opportunity for the back- 
benchers to mix up with and get help from sturdier students”.  Another respondent said, “It’s 
true that there might have been some group members who did nothing. They acted like deaf-
audience in the group”. To cope with such a situation, one respondent said, “My own 
judgment and techniques helped me. I supervised and visited every group and participated in 
the group conversation.” 

Cooperative Group Teaching
Respondents formed mixed-ability groups for cooperative group teaching. One respondent 
said, “I formed mixed ability groups which helps all the students to achieve targeted skills”. 
Another respondent found cooperative group teaching encourages competition. According 
to him, “It is useful to fulfill my dual goal, one to engage all of them in group work; and 
secondly; do my SBA [school based assessment] through group work evaluation”. Another 
respondent added, “In co-operative group teaching every student gets the chance to 
contribute, which fosters talent and creativity”.  Another respondent added, “During group 
work, I assigned two students to rotate as monitors for the class. They usually assist me in 
monitoring groups.”
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Student Attention and Teaching Aids 
Promoting the development of student attention was treated as an important task by the 
respondents. One respondent said, “I re-arrange my class every day to encourage the 
attention of the student to the class activities”. In this way, participants found that using 
teaching aids was helpful for their students. 

The interview data showed that participants used chalk, dusters, globes, text books, pictures, 
black boards, maps, models, and overhead projectors as their teaching aids. They recognised 
the blackboard as a vital aid. Skill in using the blackboard could make a difference. One 
respondent said, “I write every important theme and draw diagrams on the blackboard. It 
helps students to construct a better understanding. Unfortunately, it does not work for two of 
the visually impaired students of my class”.  He added, “effective use of teaching aids 
depends on their appropriateness for the content and their availability.”

On the other hand, a few teachers informed in the interviews that they were reluctant to use 
teaching aids. They indicated a preference for sophisticated aids which were not available 
because of their high cost.  One teacher said, “Lack of teaching aids is making my task 
difficult. I asked my head teacher to allocate and purchase few essential teaching aids. But he 
replied that there was no fund for this”. Contrarily, some others showed positive response, 
especially the younger respondents, compared to   more senior ones. 

Pairing Method
“The pairing method was effective for me, because disabled student can get maximum 
benefit from it”. One respondent discussed the pairing method,

Kamal (One of the disabled students) was not good in spelling. I paired him with 
Karim (an able student). Now Karim helps him to correct his spelling even after 
the school. They live very close to each other.

Discussion Method
It was found from interviews that usually the teachers initiated discussion in the classroom. 
One respondent experienced a ‘moving classroom’ approach for laying the groundwork for 
discussions. As he said,

Once I introduced a 'jigsaw classroom' or 'moving classroom' activity to help 
students share their ideas with each other.  I just formed 5 groups. Then I assigned 
tasks to each group to draw a concept map on 5 different aspects. After  
completion of their concept map, I put each map on the wall. I had warned the 
students in advance that they would have to describe their map to the other groups.

 He further added, 

Students were given a few minutes to rehearse what they might say about the map 
to someone from another group who had not seen it before. The activity could be 
compared with the movement of a train which stops at each station. Each member 
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of each group has the chance to tell the story of their topic to an audience of 
classmates from other groups.

Assignments
According to the interview data, assignments were a very good teaching method. One 
respondent described this practice:

We used to give and evaluate assignments in each term under the newly 
introduced SBA system. It carries five marks in each subject. What I did was to 
arrange the presentation followed by a question-answer session on different 
individual assignments. I finally made summaries. That was interesting. 

Brainstorming
Respondents also explored brainstorming as an effective strategy in their subject. One 
respondent said, “They [pupils with disabilities] get a chance to utilize their higher order 
thinking skills by concentrating on the subject.” Another respondent added, “The weaker 
students get help from this process. They achieved cooperation from the stronger students”.

Ice-breaking
A few respondents indicated ice-breaking as an effective method. One respondent said, “I 
use recreational activities to cheer up the learners after some serious lessons. I asked them to 
perform jokes, acting and storytelling”. 

Mind-mapping
Interview data showed that respondents found concept mapping an effective teaching 
strategy. One respondent stated, “I use mind-mapping to teach biography of the writer or 
poet”. Mind-mapping helped participants in consolidating learning. Interview data show that 
participants used simple line drawings, pictures, designs and diagrams for concept mapping. 
One participant said, “I prefer mind-mapping to represent my ideas easily in front of learners 
in an abbreviated way. It helps to present topics in an organised and meaningful way”.

Questioning
According to the respondents, questioning supports student interest in lessons and provide 
feedback more easily. Respondents mentioned that questioning is a good technique to 
manage the class. One respondent said, “I just asked a question to draw the attention of the 
inattentive student, because, a good question can change the situation”. Open-ended 
questioning was found to be effective by one of the respondents. He said, “Students can learn 
well when teachers use open-ended questioning”.  

Review and Practice
Interview data showed that respondents applied various ways of reviewing his/her practice. 
One respondent said, “I review the previous lesson. I ask questions from the previous day’s 
lesson at the very beginning of my lesson”. Another respondent used reflection to improve 
his teaching. He said,
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I try to reflect on my teaching. I discuss with my colleagues and students how the 
class can be improved. I visit the classes of my colleagues when I get free time, 
and exchange ideas and materials for teaching large classes. 

Reinforcement
Participants agreed that reinforcement is an important factor to retain students’ attention. 
One respondent said, “I introduced a class quiz for rewarding the class. Reward encouraged 
the pupils to do well. I usually give rewards to the student who is improving.” Participants 
reinforced students differently. Verbal praise was viewed as positive. One teacher said, “I 
always praise my students after all positive things they do.” Another teacher said, “I 
encourage the children to participate.” 

Storytelling and Role Play
Respondents found storytelling and role-play effective for specific topics in their Bangla 
Literature subject. Stories are a good way to make the text interesting for the students. One 
respondent stated, “I use story from our day to day life. That attracts student attention and 
help them remember the key points.” On the other hand, another teacher said, “I found role 
play effective in teaching … a drama from the text”.

The respondents produced ideas about children enjoying imitation and learning with fun. 
Teachers enjoy their role-playing in the classroom. There was a perception that it helps to 
develop higher order thinking skills. However, one respondent suggested the need to be well 
planned and prepared when introducing role-play, otherwise negative things could happen. 
From his experience,

Once, I decided to introduce role-play in my class. Students were enjoying this 
too much. The class ran out of my control. Another time, a student with 
disabilities (intellectually disabled) made a mistake in playing his role. He had 
just forgotten his dialogue, which caused a disruption.

Evaluation and Feedback
Interview data suggested that participants are engaged in supervision, monitoring and 
evaluation of their classroom activities. One respondent said, “It is the rule that students will 
learn their task daily. I supervise this regularly. I make sure that they look prepared.”

Participants evaluate their teaching by different means. One participant said, “I evaluate my 
class from feedback and my own monitoring of classroom activities”. According to the 
respondents, own personal judgment, class tests, homework, assignments, group 
presentations, and class activities are the basis of evaluating the students. One respondent 
said about his judgment, “I can understand that the students are learning just by looking at 
their faces”.

Participants depict feedback as a very useful method for them to have an understanding of 
students’ progress. Giving homework tasks and getting feedback is the best way to 
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understand that the learner had learned something. This feedback helps teachers to develop 
quality of instruction. 

Relating text with practical experiences
A respondent commented that “This strategy encourages students to be curious, and offer 
them an easy way to remember the content.” One respondent was talking about relating text 
with practical experiences, “I usually relate the text with our day-to-day life experiences, 
which make the lesson interesting to the learners.” Interview data also shows that a few 
respondents were heavily relying on the text book, as one respondent said, “I used nothing 
outside the text book as the first resource, only later I thought about other examples beyond 
the textbook.” 

Communicative methods
Interview data show participants’ preference for communicative methods to teach linguistic 
aspects of the text. All the participants placed importance on teaching spelling and correct 
pronunciation in their class. The participants were on a common platform in their teaching in 
terms of spelling and pronunciation. Correct spelling would help them to get a higher score in 
the examinations which is important for their success. One respondent pointed out during the 
interview, “Standard pronunciation, free from colloquialism would attract students to the 
glory of Bangla literature, and correct spelling will grow confidence in them.”

Quantitative findings from the Questionnaire
The administration of questionnaires in person by the researcher resulted in a 100% return 
rate.  The following table shows the summary of responses to the questionnaire. Participants 
rated their teaching strategies on the five-point rating scale, ‘Rate yourself about your 
strategies and practices’.
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I use mixed ability co-operative group 
teaching
I use Peer Tutoring
In my lesson I review and practice the 
key ideas of previous lesson
I evaluate all pupils’ progress during 
lessons and adjust my teaching as a 
result
I provide feedback to all pupils in my 
class
I teach my pupils cognitive strategies; 
i.e. problem solving strategies
I encourage my pupils’ to set goals and 
to evaluate their own progress in 
achieving them
I teach my pupils a range of memory 
strategies
I assist my pupils to improve their 
reading comprehension by predicting, 
questioning and summarizing texts
I use behavioral approaches in my 
teaching, especially in the case of pupils 
with behavioural difficulties
I teach my pupils appropriate social 
skills
I try to create a classroom climate safe, 
predictable and motivating
I try to ensure my pupils have adequate 
time for learning
I adapt the curriculum to suit the needs 
of all my pupils
I adapt assessment methods to suit the 
needs of all my pupils
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Only one of the items had a median score of four, representing a central response of ‘very 
often’. Participants taught their students social skills in the classroom. On the other hand, 
two of the items had median score of one, representing the response ‘rarely/never.” It reflects 
the reality of education in Bangladesh. Participants had no scope to adapt curriculum or 
assessment. Eight of the items had a median score of three, representing a response of 
‘often’. Participants often introduced strategies such as mixed ability cooperative group 
teaching, review and practice, reflection on pupils’ progress, feedback, ensuring safe 
classroom atmosphere, cooperation with other professionals, phonological process, and 
behavior modification. The respondents were more likely to respond ‘occasionally’ to 
practice 11 strategies in the mainstream classroom. These are peer tutoring, cognitive 
strategies, self-learning by setting goals, memory strategies, reading comprehension, 
behavioural approaches, information technology, and ensuring better achievement of the 
students.

Data indicate that 50% of the participants often used mixed ability co-operative group 
teaching, whereas in the case of pair tutoring, 50% of teachers’ responses was ‘never’. Sixty-
six percent of respondents were positive about reviewing and practicing the key ideas of 
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I use available information and 
communication technology, including 
assistive technology for pupils with 
disabilities
I actively co-operate with other 
professionals and teachers
I actively involve parents in their 
children’s programme
In the case of beginning readers, I teach 
phonological processing (e.g., listening 
skills and phonics)
My classroom environment 
(e.g.lighting, ventilation, sound) is 
optimal for learning
In the case of pupils’ undesirable social 
behaviours, I analyze what purpose they 
serve and design ways of changing them
I ensure that all my pupils achieve a 90 
percent or better success rate on critical 
tasks
I use other strategies (please  mention)
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50% 33% 17% 0% 3
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previous lessons. Only 17% of the respondents could regularly evaluate all pupils’ progress 
during lessons and adjust their teaching as a result.

Most of the respondents (67%) provided feedback during the session regularly. Half of the 
participants (50%) had never tried cognitive strategies in their classroom, whereas half of the 
respondents (50%) occasionally encouraged their pupils to set goals and to evaluate their 
(students’) own progress in achieving them. Half of the participants (50%) very rarely used 
memory strategies in their class. The highest number of respondents (66%) never used 
behavioural approaches in their teaching, whereas most of the respondents (66%) taught 
appropriate social skills to their pupils very often.

It should be noted that the percentages derived from the small sample should be treated with 
caution, and may be regarded as useful only to supplement the qualitative information 
presented above.

IV. Discussion and Conclusion
This study investigated the teaching learning strategies of secondary school teachers in 
respect of inclusive education. A qualitative interview and a quantitative survey instrument 
were used to gather data.  Data analysis indicated that the participants in this study are 
looking for appropriate intervention strategies to support the inclusion of students with 
disabilities.  

Findings from the current study indicate that teachers were confused about their teaching 
strategies. They were experiencing a conflict of roles posed by the question, teaching for all 
or teaching for the majority? They, at the same time appeared to recognize that, “inclusive 
education is distinguished by an acceptance of differences between students as an ordinary 
aspect of human development,” as pointed out by Florian and Kershner. (2009, p. 173). As a 
result, participants reported a need to understand their students. They applied individualised 
analysis procedures to understand weaknesses in their students and shape their pedagogy. In 
their responses, the teachers showed an awareness of the principle that effective pedagogy 
involves, “the understanding of children, learning, teaching and curriculum which enables 
teaching to happen and the school and policy contexts which formalise and legitimise it” 
(Alexander, 2004, p.174).

Teaching strategies appeared to be dependent on the individual learner’s interests and needs, 
as the analysis identified that different teachers experienced problem situations differently. 
Reported teaching practices showed a mixed stance among the participants. They introduced 
not just purely traditional or modern evidence-based methods in their classroom. 
Respondents also introduced their own modified methods that were thought better or more 
appropriate and experimented using trial and error. 

Interview data also showed that respondents used teacher-centric methods most of the time. 
For example, the use of lectures, blackboards, reading aloud, discussion and teacher-

Bangladesh Education Journal 43



Only one of the items had a median score of four, representing a central response of ‘very 
often’. Participants taught their students social skills in the classroom. On the other hand, 
two of the items had median score of one, representing the response ‘rarely/never.” It reflects 
the reality of education in Bangladesh. Participants had no scope to adapt curriculum or 
assessment. Eight of the items had a median score of three, representing a response of 
‘often’. Participants often introduced strategies such as mixed ability cooperative group 
teaching, review and practice, reflection on pupils’ progress, feedback, ensuring safe 
classroom atmosphere, cooperation with other professionals, phonological process, and 
behavior modification. The respondents were more likely to respond ‘occasionally’ to 
practice 11 strategies in the mainstream classroom. These are peer tutoring, cognitive 
strategies, self-learning by setting goals, memory strategies, reading comprehension, 
behavioural approaches, information technology, and ensuring better achievement of the 
students.

Data indicate that 50% of the participants often used mixed ability co-operative group 
teaching, whereas in the case of pair tutoring, 50% of teachers’ responses was ‘never’. Sixty-
six percent of respondents were positive about reviewing and practicing the key ideas of 

42   Bangladesh Education Journal

16.

17.

18.

19.

20.

21.

22.

23.

I use available information and 
communication technology, including 
assistive technology for pupils with 
disabilities
I actively co-operate with other 
professionals and teachers
I actively involve parents in their 
children’s programme
In the case of beginning readers, I teach 
phonological processing (e.g., listening 
skills and phonics)
My classroom environment 
(e.g.lighting, ventilation, sound) is 
optimal for learning
In the case of pupils’ undesirable social 
behaviours, I analyze what purpose they 
serve and design ways of changing them
I ensure that all my pupils achieve a 90 
percent or better success rate on critical 
tasks
I use other strategies (please  mention)

17% 17% 16% 50% 2

33% 33% 34% 0% 3

0% 17% 33% 50% 2

50% 33% 17% 0% 3

17% 33% 17% 33% 2

33% 33% 17% 17% 3

17% 33% 50% 0% 2

previous lessons. Only 17% of the respondents could regularly evaluate all pupils’ progress 
during lessons and adjust their teaching as a result.

Most of the respondents (67%) provided feedback during the session regularly. Half of the 
participants (50%) had never tried cognitive strategies in their classroom, whereas half of the 
respondents (50%) occasionally encouraged their pupils to set goals and to evaluate their 
(students’) own progress in achieving them. Half of the participants (50%) very rarely used 
memory strategies in their class. The highest number of respondents (66%) never used 
behavioural approaches in their teaching, whereas most of the respondents (66%) taught 
appropriate social skills to their pupils very often.

It should be noted that the percentages derived from the small sample should be treated with 
caution, and may be regarded as useful only to supplement the qualitative information 
presented above.

IV. Discussion and Conclusion
This study investigated the teaching learning strategies of secondary school teachers in 
respect of inclusive education. A qualitative interview and a quantitative survey instrument 
were used to gather data.  Data analysis indicated that the participants in this study are 
looking for appropriate intervention strategies to support the inclusion of students with 
disabilities.  

Findings from the current study indicate that teachers were confused about their teaching 
strategies. They were experiencing a conflict of roles posed by the question, teaching for all 
or teaching for the majority? They, at the same time appeared to recognize that, “inclusive 
education is distinguished by an acceptance of differences between students as an ordinary 
aspect of human development,” as pointed out by Florian and Kershner. (2009, p. 173). As a 
result, participants reported a need to understand their students. They applied individualised 
analysis procedures to understand weaknesses in their students and shape their pedagogy. In 
their responses, the teachers showed an awareness of the principle that effective pedagogy 
involves, “the understanding of children, learning, teaching and curriculum which enables 
teaching to happen and the school and policy contexts which formalise and legitimise it” 
(Alexander, 2004, p.174).

Teaching strategies appeared to be dependent on the individual learner’s interests and needs, 
as the analysis identified that different teachers experienced problem situations differently. 
Reported teaching practices showed a mixed stance among the participants. They introduced 
not just purely traditional or modern evidence-based methods in their classroom. 
Respondents also introduced their own modified methods that were thought better or more 
appropriate and experimented using trial and error. 

Interview data also showed that respondents used teacher-centric methods most of the time. 
For example, the use of lectures, blackboards, reading aloud, discussion and teacher-

Bangladesh Education Journal 43



directed questioning. Respondents also employed methods such as cooperative group 
teaching, assignments, reviewing, group work, questioning, and brain storming. These were 
perceived as the most effective teaching methods by respondents. The questionnaire data 
indicates that 83% of the respondents could not evaluate all pupils’ progress during lessons. 
They were experiencing problems of managing a large classroom. This perhaps reflects an 
uncertainty in their practice. 

A focus of teachers’ strategies was reported as making concepts clear to students. As a result, 
teachers reported attempting innovative strategies such as ‘feedback mechanisms’ or ‘peer 
assessment’. Respondents indicated a belief that student success depended upon appropriate 
and targeted instruction.

Respondents were interested in finding out about effective intervention strategies, 
particularly considering the controversial issues that exist in the field of special education 
(Atkinson, Hornby, & Howard, 1997; Mitchell, 2008). 

Effective interventions are found in evidence-based practice. However, teachers in this study 
did not manifest a conceptualization or understanding of this issue. Most teachers in this 
study appear to incorporate their own strategies with the intention of doing their best for all 
students. They consequently used feedback, collaborative learning and mind mapping. The 
use of feedback as an effective teaching strategy is well documented in Hattie’s meta-
analysis research with an effect size of 0 .73 (Hattie, 2009). A range of other interventions 
were reported as effective by participants. For example, participants used techniques such as 
rearranging seating arrangements, quizzes, and linking with reality to bring about focused 
attention.

The findings of this study cannot be generalised because of the small number of participants. 
The contribution of this study, however, lies in demonstrating what can happen when 
teachers are committed to accomplishment of the goal of improving the day-to-day practice 
of teaching students with disabilities. It shows that effective teaching practices are often 
based on real-life (local) knowledge, mutual engagement and accountability, joint enterprise 
and shared repertoire of experiences with the child. 

The majority of the respondents in the study took the cautiously optimistic position that, if 
resources available to support inclusion; and if there is adequate administrative support and 
appropriate infrastructure, teaching material and technological devices, then the aim of 
inclusive teaching would be fulfilled. 
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Abstract
Given the diverse rural contexts, education for rural transformation has to be linked to the 
specific skills and capacities development needs of the rural community. A multi-sectoral 
educational approach that integrates formal, non-formal and informal education is 
necessary. Community learning centers (CLCs), as a bottom-up approach, which emphasize 
empowerment at the grassroots level, have become popular both in foreign aid programs 
and in national initiatives. As a poor and agriculture-based province in China, rural 
development is vital for Yunnan province. Its high ethnic diversity implies diverse learning 
needs. The CLCs, selected for the case study, have four components: a training center, a 
library, a development center and a cultural activity center and are designed to fit the local 
environment. A participatory learning approach and close link between school and 
community guide the activities of the CLC and are aimed at producing comprehensive 
benefits for people regardless of gender, age and other personal or group characteristics. 
This case study shows how an education model that is flexible in delivery becomes a vehicle 
of rural transformation. The study also investigates the operational aspects of planning and 
implementation of a model that is responsive to local needs and conditions.

I. Introduction
Education is a key component in fostering rural development. The publication ‘Education 
for Rural Transformation: A Conceptual Framework’ (UNESCO-INRULED, 2001), based 
on an analysis of educational needs in relation to rural development, put education in the 
centre of the rural transformation process. The report argued that poverty and deprivations in 
rural areas result from lack of assets, limited economic opportunities and poor education, as 
well as disadvantages rooted in social and political inequalities. Education and skills, 
therefore, are particularly important for strengthening the capacities of rural people to take 
advantage of their opportunities, to access employment with living wages or to be able to 
start and run their own businesses.
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Abstract
Given the diverse rural contexts, education for rural transformation has to be linked to the 
specific skills and capacities development needs of the rural community. A multi-sectoral 
educational approach that integrates formal, non-formal and informal education is 
necessary. Community learning centers (CLCs), as a bottom-up approach, which emphasize 
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The discourse on poverty  during the recent decades, including the concept of the ‘Human 
Development Index’ (HDI) and ‘capability deprivation’ have brought the role of education 
into  focus, not just in alleviating poverty but also as a core element  of development and 
human well-being (Khan, 2010). Education should not  be seen as an objective in and of 
itself, but also as an important means to transfer relevant knowledge, to develop life-skills, 
and to bring about changes in peoples’ behavior and lifestyles. Educational inequalities 
should be re-examined from the point of view of the changing rural scenarios (UNESCO-
INRULED, 2001).

Given the diverse rural contexts, educational activities for rural development have to be 
linked to the specific learning needs and socio-economic development of the rural 
communities. A multi-sectoral educational approach involving formal, non-formal and 
informal education is necessary (UNESCO-INRULED, 2001). An educational program that 
deals with the poor and powerless rural people cannot be just top-down initiatives 
undertaken by the government. As argued by Bhola (2010), accountability should be more 
than a fancy word but joined with clear incentives and disincentives. There is also a need for 
improving the efficiency and effectiveness of governance systems, institutions, and policy 
processes. It was generally felt that there remained a lack of genuine empowerment of the 
poor in poverty alleviation programs, since the intended beneficiaries were left dependent on 
a bureaucratic delivery mechanism over which they had no control (Aiyar, 2010).

Rural people and rural areas are not homogeneous, and so for education to be relevant, it 
needs to respond to the diversity of rural situations. It is clear that the centralized planning 
apparatus in most countries simply cannot develop effective programs for diverse rural 
populations. Educational activities have to be linked to the specific needs of the rural 
community for enhancing skills and capacities to seize economic opportunities, improve 
livelihood and improve the quality of life. At the same time, the strength and advantages of 
local community also need to be utilized to ensure sustainability and pertinence of the 
educational program.

Community-based educational programs are not new to many countries. There have been 
innovative programs launched by government and NGOs over the years around the world. 
The community learning center (CLC) is a local educational institution outside the formal 
education system, usually set up and managed by local people to create various learning 
opportunities (APPEAL, 1995). Its purpose is to provide equitable educational opportunities 
to the un-served and marginalized rural poor,  utilizing strengths and assets of the  local 
community. The  education program is  intended  to generate grassroots-level interest and 
participation in literacy and continuing education, especially for the disadvantaged and the 
poor, including out-of-school youth, women, and illiterate people.

In China, around 713 million people, more than half of the population, live in the rural areas. 
As a result, rural development has been the first priority of the country. With economic and 
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social development, changing industrial structure and rapid urbanization, rural China is 
experiencing dramatic changes. On the one hand, the agriculture sector needs productive 
workforce equipped with modern agro-technology; on the other hand, huge amounts of 
surplus workers are migrating from rural to urban areas and seeking work in non-agriculture 
industries. There are at the same time the challenges of reaching with skill development and 
educational opportunities the most disadvantaged groups in remote and poverty-stricken 
rural areas.

In order to provide basic education for all, the government intensified adult literacy 
campaigns and programs since the 1970s. The 2000 census of China showed that the literacy 
rate of Chinese adults (age 15 and over) reached 90.9% (UNDP, 2010). In 1986, the 9-year-
compulsory tuition-free education regulations were adopted. Favorable policies were 
carried out to support access to basic education in rural areas. In coping with the complex 
realities in rural areas, central government and NGOs also have undertaken various kinds of 
non-formal education programs to disseminate technologies, provide information, organize 
income generating activities and promote cultural activities. Community education is 
receiving increasing attention at the policy level as the means of creating lifelong learning 
opportunities and building the learning society, since a national meeting on the development 
of community education centers was held in 2001. Currently, there are more than 200 
municipal level community training bases, designated as pilot bases by the Ministry of 
Education,  which accounts for a quarter of the total number of  such municipal centres. 
((Hengyang Lifelong Learning Networking, 2010).This paper, by exploring the success 
story of CLCs in Yunnan, intends to highlight the significance of the community-based non-
formal education approach, especially in serving the goal of rural transformation.

Community Learning Center

The concept
Community Learning Center refers to the local educational institution outside the formal 
education system. It is usually set up and managed by local people to provide various 
learning opportunities for community development and improvement of quality of life of 
people (UNESCO, 1995).This education model emphasizes active participation of learners, 
who have the chance to be involved in the planning of the education and training program 
and its modification as needed. With an emphasis on empowerment of the learners and the 
community, flexibility in delivery, and adaptability in learning content, CLC is potentially a 
powerful tool for promoting lifelong learning.

Main Objectives and Activities
The objectives of CLCs may differ as they have to be consistent with local learning needs and 
local socio-economic conditions. CLCs are generally expected to improve quality of life and 
promote community and economic development by providing opportunities for capacity and 
skill deployment of people. The functions of CLCs may include the following:
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community, flexibility in delivery, and adaptability in learning content, CLC is potentially a 
powerful tool for promoting lifelong learning.

Main Objectives and Activities
The objectives of CLCs may differ as they have to be consistent with local learning needs and 
local socio-economic conditions. CLCs are generally expected to improve quality of life and 
promote community and economic development by providing opportunities for capacity and 
skill deployment of people. The functions of CLCs may include the following:
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i. To eliminate illiteracy and provide continuing post-literacy education;
ii. To disseminate agriculture-related science and technology so as to upgrade the 

quality of labor force and agricultural production;
iii. To increase the income of the community members; iv.To  e m p o w e r  t h r o u g h  

knowledge and skills the most disadvantaged groups, such as, women, out-of-school 
youth, ethnic minorities, and people without economic assets;

v. To provide life-long learning opportunities, serving as a permanent training 
institution for rural people and enhancing their ability to participate in  sustainable 
development ; and

vi. To preserve and promote local culture.

In addition to literacy, general basic education and skill training activities, CLCs may also be 
involved in learning and advocacy in relation to legal rights, healthy life, disease prevention, 
sanitation and hygiene, and general improvement of the quality of life of rural people 
(UNESCO, 2004).

Rural Scenario of China
In China, with more than half of the people still living in the countryside, rural development 
has always been the first priority of the country. As pointed out by C.F.   Han (2010), the 
Minister of Agriculture, China has made considerable progress in rural transformation 
during the 11th Five-Year Plan (2006-2010). The positive outcomes include: 1) the 
fundamental position of agriculture in national development has been re-affirmed, 2) 
agricultural productivity has been significantly improved, and 3) the process of industry 
modernization has continued smoothly. However, rapid economic, social, demographic, 
cultural and political changes, domestically and internationally, also have posed several 
challenges for balanced and sustainable development of rural China.

Firstly, ensuring adequate food supply for the large population and guaranteeing food 
security remain a major task. It is estimate that during the period of the 12th Five-Year Plan 
(2011-2015), the proportion of the urban population will surpass the rural population; 
therefore, an increasingly smaller population working on agriculture will have to provide for 
the needs of the growing majority. Secondly, the income gap between urban and rural areas 
has widened, creating growing discontent and tension. Although the income of rural people 
increased 9.5% in 2007, the urban-rural income ratio reached 3.3:1 – one of the largest gaps 
in the world (Cui, 2010). There is concern that continuation of the present trends will further 
increase the gap. (Ge, 2008). Thirdly, in China, land holdings per household are very small 
compared to other developing countries like India.  The goal of building an equitable society 
calls for protecting the welfare of people by establishing social safety nets. Finally, 
modernization of agriculture will create a large surplus of labour in agriculture; a major rural 
transformation challenge is to provide appropriate training and create employment 
opportunities for the new workers (Huang, 2010). According to Messini and Cheng (2009), 
the migrant workers are educationally deprived  - only 10% are high school graduates, 30% 
have middle school education, another 30% have received only primary  education, and 

50    Bangladesh Education Journal

some are even illiterate. Moreover, 80% of migrant workers have received no 
technical/vocational training at all. Migrant workers, therefore, are largely engaged in 
unskilled employment.

Policies for Rural Transformation
In 2006, the 11th 5-year Plan had specially designed a framework for rural development and 
the concept of “building a new socialist countryside” was initiated. As a  strategic guideline,  
the concept of “constructing the new countryside” - incorporating development in 
infrastructure, health,  education, and socio-economic conditions and a grassroots 
democratization process – influenced all tasks (Guo, Yu, Todd, Henehan, & Li, 2009). 
Activities that aimed to promote rural transformation were launched within this strategy. 
Over these years, China’s rural development policies mainly have focused on three aspects: 
1) increasing income of rural people; 2) building a new socialist countryside; and 3) 
narrowing gaps between urban and rural areas.

In the strategy for development in the 12thFive-Year (2010-2015) period, industrialization, 
urbanization and agricultural modernization are perceived as one integrated and interactive 
process. It is anticipated that the focus in relation to rural transformation, would be on 
accelerating the modernization of agriculture, ensuring national food security, increasing 
income of farmers by improving productivity, enhancing rural people’s risk-prevention 
capability and strengthening market competitiveness of rural products (Han, 2010). This 
proposed strategy pursues not only economic growth, but also comprehensive, balanced and 
sustainable development in political, cultural, social and ecological dimensions (Han, 2010).

Rural Education
In relation to the notion of “building a new socialist countryside”, researchers in the 
education field initiated the concept of “new rural education.” Its main elements consisted of 
universalized compulsory education, technical and vocational education with high 
relevance, and functional and efficient adult education. Researchers have noted that rural 
education in China has three different functions : First, preparation for further education - 
promoting  social mobility for rural youth; second, preparing for the urbanization trend - 
training surplus rural labor force for non-agricultural jobs; and third, education to take 
advantage of agricultural modernization - cultivating the skills and capacities for advanced 
agriculture in the local community (Wang, 2006; Geng, 2007).

While these strategies have generally guided educational development, progress has not 
been even across the provinces for historical, geographical, and economic reasons and 
differences in capacity to implement policy. . In some instances, the curricula in rural school 
lacked relevance to local conditions which undermined student motivation.  Variation in 
quality of teachers and infrastructures, especially in remote areas and among ethnic 
populations is a concern. Obviously, ensuring access with, quality and equity in education is 
a big challenge for the government.
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The Way Forward: Education Reform Guideline (2010-2020)
In 2010, the Chinese government released the “Outline of China’s National Plan for Medium 
and Long-term Education Reform and Development” (2010-2020). In this guideline, there 
are several items on policies related to rural areas as highlighted below:

1) Making equal access to education a reality: giving preference to rural impoverished 
and border areas and ethnic autonomous areas.

2) Strengthening preschool education in rural areas: making sure that all the children 
left behind by parents working away from their home villages are sent to 
kindergartens.

 3) Improving infrastructure and promoting quality of rural compulsory education.

 4) Attention to  developing vocational  education to meet rural learning needs.

 5) Accelerating development of continuing education: moving towards a system of 
lifelong learning.

6) Devolving administrative power to provincial government, and making  the local 
government  more autonomous  in planning  education in line with local conditions.

 7) Improving quality of teaching staff.

 8) Providing greater financial inputs for rural education.

 9) Promoting use of ICT in rural education.

This policy guidance reflects the commitment of the Chinese government to promoting 
equity, equality and quality in rural education and bringing about necessary changes, both in 
formal and non-formal sectors.

II. The Case Study

Profile of  Yunnan Province
Yunnan has the highest number of ethnic groups among all provinces and autonomous 
regions in China. Twenty-five minority groups account for one-third of the population of 

2Yunnan . It is also one of the poorest provinces of the country, behind only Tibet and 
Guizhou. In 2002, per capita GDP of Yunnan was US $627, and rural per capita income was 
US $195. Of the total population, 74% lived in rural areas and 33% of the rural people lived 
below the national poverty line (around 0.31 US $ per day). Yunnan’s economic pillars 
include the industries of tobacco, animal products, minerals and tourism. It is mainly an 
agriculture-based province.

As one of the poorest provinces with high level of ethnic diversity, Yunnan has attracted 
foreign aid in development projects, such as those supported by UNDP. It is also a target 
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2  http://www.yn.gov.cn/yunnan,china/72057594037927936/index.html, retrieved Sept.  4, 2010,

province in the national development plan, as indicated in the 11th Five Year Plan for 
National Economy and Social Development (2006-2010).

Besides universal 9-year-comporsory education, various non-formal programs were aimed 
at increasing income and empowering the marginalized rural poor and ethnic minorities in 
the province. The investigation of a bottom-up model of CLC is intended to explore how 
community-based local imitative is planned and implemented in order to meet diverse 
learning needs and improve quality of life of rural people.

3The Case: Community Learning Center in Yunnan
Background: In order to explore a way that fully utilizes the power of schools and local 
community in order to promote socio-economic development and empower rural people, a 
CLC as an experimental program was founded in 2001 in Liushao County and Lianhe 
County (both minority inhabited areas) of Yunnan province. Through practical experience 
and trial, a structure has developed in the CLC, which consists of four components (or pillars 
as they are called), namely, a training center, a library, a development center and a cultural 
activity center. The principles of participatory-learning and close link between educational 
activities and community are taken as the guide in the CLC to produce comprehensive 
benefits for all in the community.

Implementation: The CLC was designed by a research group of Yunnan Normal University. 
A unique local model was attempted to be developed according to education and social 
situation of Liushao County and Lianhe County. Local primary schools and community 
committees were directly involved in establishing the CLC with the support of local 
government and technical guidance from higher education institutions. The aim was to fulfill 
learning needs of teachers, students, parents and villagers of the county. The four 
components or pillars, noted above, represent different and somewhat independent functions 
of CLC; but they serve a shared goal, which is to improve overall quality of the local human 
resources, facilitate economic growth, and preserve and promote minority cultural heritage 
in the area.

The training center provides three kinds of education and training: a) training for rural 
teachers; b) courses for community members (including literacy and basic “life skills”); and 
c), training in modern agro-technologies. The library was set up in 2005 in order to “enrich 
knowledge and spiritual development” of local people. The development center offers 
opportunity for trainees to put knowledge learnt from the CLC into practice and help trainees 
undertake income-earning activities. New and advanced agro-technologies are also 
demonstrated and promoted by the development center. The cultural activity center of the 
CLC is a unique feature of the  two CLCs. Being  located in an area of ethnic minorities,  
preserving and promoting local  culture have been seen as  one of the functions of the CLC. 
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By adding knowledge of traditional culture in the learning content and holding various 
traditional cultural activities, trainees are encouraged to learn about and be proud of their 
ethnic identity. The organizational structure including the four “pillars” and how they 
interact with each other and promote the objectives of the CLC in Liushao and Lianhe 
County are shown in Figure 1 below.

The CLC represents a bottom-up model, where learners from the local community are 
closely involved in establishing the center and in implementing its activities. The emphasis 
is on empowering people to help themselves through learning and development activities 
including skill development, income generation and well-rounded development of human 
resources.

Quality control and supervision: The CLC was part of a research program in National 
Education Science under the national Eleventh Five-Year Development plan. An assessment 
of the CLC in Yunnan was prepared   by Yunnan Normal University. This report, 
documenting the progress of CLC, was handed over to the National Office for Education 
Science Planning as an outcome of the CLC as a “research” project.

Outcomes: Since their establishment, over a period of seven years, about 1500 people 
directly benefited from training provided by the centers. The library “enriches spiritual life 
of training recipients, and strengthens their connection with outside world.” The CLCs took 
advantage of geographic condition in Liushao and Lianhe County to establish a potato 
growing laboratory. After four years of research and practice, growing potatoes  became a 
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Figure 1. Organizational Structure of CLC in Yunnan

competitive industry for the two counties. Besides, numerous cultural promotion activities 
were undertaken to enhance appreciation and respect for ethnic cultural identity and 
tradition.

It can be seen that the four components of the CLC were directed at serving multiple 
purposes of the CLC - to empower rural people, cultivate human resources, improve 
livelihood, and promote ethnic culture. A participatory approach was followed in planning of 
the program and managing it.

III. Discussion
It is noteworthy that the CLCs were established as a “research and development (R&D)” 
initiative under the eleventh Five Year Development Plan of the country to seek answers to a 
critical development concern about the role of education and skills in rural transformation. 
Resources were allocated and a collaborative mechanism was established for bringing 
together the local educational institutions, the community, the local government and 
provincial academic and research institutions to design and carry out the R&D project under 
a national research focus on education sciences. True to the purpose of empowering local 
community and providing learning and capacity development opportunities appropriate for 
local conditions, planning and management of the project was decentralized and flexible, 
without a detailed blueprint in advance from the central level. With flexibility to take 
decisions at the project evolved, there was no requirement to refer to the central level and 
have approval for all implementation steps, which is often the case in centrally supported 
research and development activities.

With hindsight, it may be argued that for a research initiative, the indicators and benchmarks 
for progress and measures for assessing progress should have been formulated, at least 
provisionally. Empowerment of people and well-rounded development of human resources 
can be vague in definition, difficult to assess, and it may be difficult to have a common 
agreement on what actually has been achieved. With the multiple goals of CLC, without 
tangible indicators for assessment, to what extent and in what time the vague concept of 
empowerment is being realised may be difficult to ascertain.

On the other hand, some have argued that what matters is the process at the micro level, for 
instance, the motivation of people, the effectiveness of teaching-learning,  commitment to 
change  and so on at the level of people and communities (Fullan, 1994).

Obviously, there is no-one-size-for-all program that can fulfill all the learning needs in rural 
areas. Non-formal education, with the advantages of flexibility in teaching content and 
delivery models, can offer an array of learning opportunities for rural people, 
complementing formal general education with its common content and curricular 
objectives.
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The CLC appears to be an appropriate institutional model to offer NFE programs to meet 
diverse learning and skill development needs of rural people, mobilizing local resources and 
involving local people. As the case study shows, flexible and responsive education and 
training can be provided by the CLC to serve specific learning needs and promote the 
broader goal of empowerment of people, contributing to rural   transformation in line with 
the development strategy of the 11th Five Year Plan of China,  Research and technological 
development concerning agriculture were adapted to local conditions and needs; 
cooperation between education institutions and labor market enterprises were given 
attention to improve the relevance of education; and effective coordination among different 
government departments and non-governmental agencies was emphasized in carrying out 
the work of the CLC. The development strategy promoted by central government is thus 
successfully implemented at the local level through coordination and cooperation among 
various bodies involved in rural development. 

The Minister of Agriculture, C.F. Han, said at the National Conference on Human Resource 
for Agriculture and Rural Areas, “ [besides coordination between government and non-
governmental agencies,] network should also be established so that technology, research, 
education, and organization can mutually reinforce each other during the developmental 
process”(Han, 2010). The CLC in Yunnan illustrates the effort to link research and planning 
with market needs in order to achieve a balanced and integrated agricultural education 
geared to real life conditions. The connection between higher educational institutions and 
the local community in order to adapt and respond to variability in local geographical 
conditions is evident in the activities of the CLC. The potato growing center, the related 
research and their contribution to promoting potato growing industry in Liushao and Lianhe 
county is an example of the linkages between research, training, market and community 
organizations.

IV. Concluding Remarks
If investment in education in general is justified, investment in rural education is even more 
so. Many countries still continue with an urban bias in the allocation of resources. While the 
majority of the population including the most disadvantage groups lives in the rural areas, 
unbalanced allocations further aggravate  disparities between urban and rural populations 
and disharmonious development of the country.

In the era of the knowledge society, education can no longer be a time-bound endeavor, but 
rather a continuous activity throughout one’s life. In the same vein, education for rural 
development has to provide opportunities for the disadvantaged groups to cope with the 
changing reality and exercise choices to improve their lives. The CLC can be the institutional 
vehicle for making education a continuing activity. It can thus be a flexible and permanent 
mechanism for transforming, renewing and upgrading skills and capacities. The merits and 
potentials of such non-formal and life-long learning should be deeply explored and seriously 

56    Bangladesh Education Journal

promoted for the  benefit of rural people. Nevertheless, it has to be kept in view that 
education is not a magic bullet; there has to be cooperation, coordination and linkages among 
complementary and supportive educational and non-educational components of the total 
development effort, as CLCs in Yunnan illustrate.  
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Abstract
This article is about the preservation of traditional indigenous skills of woodcarving at 
Bungamati in Nepal in the context of the socio-economic environment for preservation of 
such skills. The ethnographic study also attempted to examine the awareness of the 
practitioners of woodcarving about the threats to their traditional occupation and how they 
tried to cope with these. The conceptual framework of the study was derived from the theme 
of different forms of capital assets for people - cultural capital related to identity, pride and 
aesthetic values of possessing a traditional skill; economic capital reflected in the skill as the 
source of livelihood and an occupation; human capital embodied in acquiring and 
possessing an occupational skill; and social capital related to community solidarity, identity 
and sustainability of livelihood and well-being of the community.

Woodcarving is a traditional family occupation and a means of livelihood for the Newari 
people of the village of Bungamati. They regarded woodcarving as a valued traditional 
occupation and it was customary for younger members of the family to learn the skills from 
the elders.  However, changes in economy, technologies and people’s attitudes regarding 
traditions made it difficult to rely on the traditional skills of woodcarving as the main source 
of livelihood for a family and meeting all household expenses. Waning interest of the new 
generation in continuing with the traditional family occupation raised questions about 
sustainability of the skill and the occupation. 

The people of Bungamati still looked for ways to preserve the traditional skills. The 
Community Learning Centre (CLC), established as a part of non-formal adult education 
programme of the government, could help achieve this aim by combining basic literacy and 
skill training. Family members, especially women from poorer households, with few 
economic opportunities, could benefit from this and help supplement family earnings. For 
such an effort to succeed and  to preserve the traditional skills that also represented cultural 
and aesthetic identity of the community, government encouragement and support was 
needed. It was also necessary for the people of the community to be united in supporting and 
participating in this effort.
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I. Introduction
In all regions of the world, local communities with a long history developed and possessed a 
cumulative body of knowledge, know-how, practices and artistic representations 
(UNESCO, 2002). Traditional indigenous skills and knowledge are the distinctive 
characteristics of culture of a community. Traditional knowledge is manifested in the beliefs, 
practices, innovations, arts, spirituality, and other forms of cultural experiences and 
expressions that belong to indigenous communities globally (Simeone, 2004).

The local and indigenous knowledge, skills and forms of cultural expression constitute  a  
resource for empowering communities, establishing  identities and preventing  
marginalization of people. However, the sustainability of traditional skills, even those 
practiced for centuries, has become a concern. The traditional skills in many instances are 
losing out to the pace of modernity. This appears to be the fate of traditional woodcarving in 
Nepal as well. Wood carving is an admired craft commonly in display in  religious and 
historical places in Nepal as well as in artifacts and decorations. Certain communities have 
been customarily engaged in learning and practicing this indigenous skill since the ancient 
times. This artistic work reflected  cultural values and provided a livelihood to the craftsmen. 

II. International and National Policy Initiatives
Development and preservation of traditional skills are underpinned by  policies regarding 
national development and development of skills and education.  In Nepal, the Tenth National 
Development Plan has emphasized technical education and vocational training to fulfill the 
requirements of national and foreign labor markets; it also stressed  life-skills education in 
an integrated manner, especially for women and  disadvantaged groups (National Planning 
Commission Secretariat, 2008).

The Council for Technical Education and Vocational Training (CTEVT) of Nepal was 
constituted in 1989 as the apex body of technical and vocational education and training . 
TEVT Skill Development Policy, 2064 (2008) of Nepal provides for expansion of  training  
ensuring  access and inclusion of women, Dalits (oppressed), ethnic groups,  and deprived 
communities. The aim of this policy is to promote market oriented employment for youth 
and adults and assisting people without basic education to engage in  income generating 
activities for  their livelihood (MOE, 2010).

The ILO Convention of 1996 urged the recognition of workers with traditional home-grown 
skills and taking steps to bring them into the national economic mainstream. These workers 
often have traditional skills; however they lacked access to further skill-based training and 
development. They also lacked direct access to markets due to long value chains in 
production and marketing. Even though they contributed significantly to the national 
economic development, they remained invisible and voiceless. (HomeNet Nepal, 2007). 

The concept of indigenous and traditional knowledge gained recognition through the World 
Conservation Strategy of International Union for Conservation of Natural Resources (1980), 
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Brundtland Commission (World Commission on Environment and Development, 1987) and 
the United Nations Conference on Environment and Education (1992). These events 
recognized the existence of indigenous knowledge in every country, society, and culture. 
Furthermore, a worldwide network of indigenous knowledge resource centers has emerged 
over the last decades. Its members include academic institutions, NGOs, CBOs, and 
individuals engaged in the study, documentation, dissemination, and advocacy of 
indigenous knowledge (Gorjestani, 2000). At the local level, Community Learning Centre is 
the venue for resource, training and dissemination in the community and can take the role of 
linking community to the networks of knowledge and skills nationally and globally.

III. Practice of Woodcarving in Bungamati
Bungamati is a small Newari village where people still continue to be engaged in their 
traditional occupational and livelihood activities, one of which is woodcarving.  Bungamati 
is a classic Newari village dating from the 16th century. It is perched on a spur of land 
overlooking the Bagmati River, 10km from Kathmandu, and is shaded by large trees and 
stands of bamboo. There are quite a few woodcarving shops in the village and a couple of 
carpet looms, but visitors have yet to arrive en masse, because the village streets are too 
narrow and not friendly to cars.

Not being far from Kathmandu, people of Bungamati are also influenced by the ways and 
economic opportunities of the city. Most of the Newari people in the village acquired in the 
family the skills of carving intricate designs in wood and stone resulting in the creation of 
decorative pieces used in private and communal buildings and temples.  Most of the people 
of the village earned supplementary income from carving these designs. The village has by 
tradition the responsibility of maintaining the chariot of the Hindu god Machindranath, well-
adorned with carvings, and paraded annually in one of the most important religious festivals 
of the Newari community called the Rath (Sharma, 2007).

The art of woodcarving has been in existences since the Middle Ages as evident from artistic 
wood works found in various old temples, palaces and houses in and around Kathmandu 
valley. They are also visible on windows, doors, mythological figures, chests, boxes, and 
figures of gods, animals and birds. Gradually, the art started disappearing until a revival since 
the 1960s with the growth of tourism and tourist interest in the artifacts created by wood 
carving. The opening of new hotels and construction of new houses also created demand for 
decorative woodcarvings. Bungamati is one of three villages of Kathmandu valley (Sana 
Hastakala [n.d.]).  ̀

In spite of revival of interest in traditional crafts, there is fear today of the loss of the entire 
occupation of traditional woodcarving of Nepal due to modernization and globalization. The 
children of the craftsmen in the new generation are inclined to give up the family occupation.  
Another problem is that the extensive use of teak in traditional house construction is also in 
rapid decline, because of the lower cost and widespread use of steel, glass and synthetic 
materials like plastic.
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People who are involved in the woodcarving occupation are used to the idea of transmission 
of skills from elders to youth within the family. The importance of appropriate institutional 
education and training in transferring knowledge to the new generation has been neglected. 
The role of education and training for preservation and maintenance of indigenous 
occupation and knowhow needs due attention (Langton & Ma Rhea, 2003).

A UNESCO study (2004) explained that the woodcarvers of Bungamati did not have any 
idea about the marketing of their products. It also stated that the products of  Bungamatin 
were  sold either to the wholesaler or to the middleman. The woodcarvers themselves were 
hired as skilled laborers. Some of the woodcarvers worked at very low wages in the 
rehabilitation projects of Pashupati Development Trust and Lumbini Development Fund, 
projects intended to restore and develop traditional trades and crafts.

Those who engage in woodcarving as a side-business  cannot sell their products at 
reasonable prices for lack of marketing skills. They lack the knowledge and skills necessary 
for running a business.  Most of them run the business in their homes. They cannot 
differentiate business from household activities. In short, they lack the entrepreneurship 
skills (CERID, 2004).

Woodcarving is a hard, lengthy and labour-intensive work, which make the products 
expensive. The techniques used by the Newari craftsmen follow the method for 
woodcarving contained in medieval texts, which give exact and specialized instructions for 
every aspect of the craft. The execution of the decorative work has to be very precise so that 
the countless tiny component parts of a pattern fit perfectly, because no nails or glue are used 
(UNESCO, 2002). 

Wood-carving can provide monetary income in a country with relatively few economic 
opportunities under certain conditions (Hamilton, 1996). The sustainability of the traditional 
skills can be promoted, if the various dimensions of their value and importance to the people 
are recognized and given due importance in socio-economic and human development 
efforts, as discussed below. 

IV. Traditional indigenous skill: Forms of Capital Assets
The traditional indigenous skills of woodcarving can be looked upon as cultural, economic, 
human and social capital for the people of Bungamati. Use of the skills for the benefit of 
people and their development and sustainability depend on recognizing the value of the skills 
as different forms of assets for the people and realizing the potential of the multiple forms of 
capital assets. 

Indigenous skills as cultural capital. Cultural capital gives each community its own 
distinctive character. Many communities have festivals celebrating their heritage and 
religious and social occasions for applying and demonstrating traditional crafts and artistic 
skills. For example, different types of woodcarving artifacts and designs are used in 
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Machhendranath temple and in decorations of the chariot for the annual parade of 
Machhendranath called the Rath.  

Lin (1999) explained that cultural capital represents investments on the part of a community 
group in reproducing a set of symbols which reflects its distinctive identity in society. The 
symbols are often expressed in shapes, designs, and objects such as flowers and animals 
represented in architecture and artifacts. Cultural capital is also  related to common attitudes 
and beliefs. For instance, woodcarvers of Bungamati made statues of Ganesh and  Buddha, 
and designs for Machhendranath Rath that represented their beliefs and practices that 
defined and shaped their lives, their families, their spirituality, their history, and their 
ethnicity— and thus formed their cultural capital. The distinctive features of woodcarving 
products created by the Newari have gained popularity both inside and outside the country. 
People build houses with  beautifully decorated windows and doors of woodcarvings to 
express happiness and sorrow – such as scenes of people dancing and eating together, as well 
as battle scenes, training of the warriors, and outcomes of war. 

Economic Capital.  Economic capital relates to the idea of an investment for returns in a 
business context. The woodcarvers themselves may not be fully aware of the concept of 
investment, returns and risks and skills in making decisions from a business perspective. 
They may not have a full understanding of intricacies of credit, market and operational costs 
of woodcarving as a business. In fact, low returns from woodcarving as an occupation have 
become a threat to its sustainability. One consequence of this situation is that the skill and 
occupation, traditionally seen as a male domain, has opened up for women whose time and 
labour often have a low opportunity cost in a patriarchal culture.

 As noted above,  the makers of the beautiful pieces out of wood did not indeed have the skills 
and knowledge of marketing to ensure a good return for their labour.  The level of monthly 
earning from woodcarving for an artisan was around Rs. 5,000-7,000, whereas an income of 
at least Rs. 10,000-12,000 was considered necessary for an average family to meet monthly 
household expenses.

Another issue is that the artisan’s distinctive skills and designs lacked recognition  as  
intellectual property and the woodcarvers have not been able to establish and exercise this 
right. Establishment of the intellectual property rights through trademarks and copyright 
could enhance the value of the economic assets embodied in skills and designs and improve 
return from and sustainability of the artisan’s occupation. 

Human Capital. It is well-recognised that human capital plays an important role in economic 
growth (Krueger, 1995; Pritchett, 2001; Temple, 2001; Islam, 1995; as cited in Fleisher, Li, 
& Zhao, 2007). Woodcarving is a human capital which contributes to national GDP (Gross 
Domestic Product) of Nepal.  The human capital of the artisan is represented by the skills 
s/he has acquired in the family or through formal or non-formal training and can use the skills 
to produce economic value.  The conditions for applying human capital to producing 
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economic value are created by a favourable combination of human capital with other forms 
of capital, such as cultural, economic, and social as noted above and below. 

Social Capital: Building on Community Strength. Social capital refers to features of social 
organizations such as networks, norms, and mutual trust that facilitate coordination and 
cooperation for mutual benefit in economic production (Putnam 2000; as cited in Malloch, 
2003). The woodcarvers have realized that the community people need to be united to build 
the social capital in order to enhance sustainability of their traditional skills in the face of 
market, technology and attitudinal challenges.  As Lin (1999) argues, social resources or 
social capital enhance an individual's attained status in respect of occupation, employment 
and authority in society and improves economic earnings as well.  

According to the action plan under the Non-formal Education Policy of Nepal,   Community 
Learning Centres (CLCs) will be mobilized for community development, increased 
production, cultural preservation and continuing education. The strategy also says that as per 
the need of the community, the CLC should conduct various types of activities for 
community welfare. However in reality these services are not often provided. Consequently 
due to the lack of support from the CLC, the woodcarvers often face problems 

V. Women and Woodcarving
 Women in most developing countries lag behind men in terms of educational attainment at 
all levels and Nepal is no exception. In spite of some recent progress,  the status of women is 
far from  satisfactory (UNESCO, 2006).  Women have been discouraged in gaining access to 
skill training and many occupations.

There is a huge difference between the male and female roles in decision making. For 
instance, the female woodcarvers are not confident about making decisions by themselves. 
They have to listen to and depend on the male for choosing their jobs. The female 
woodcarvers learn this trade only from their family members as they are primarily restricted 
to the domestic sphere. At Bungamati village, girls are not typically permitted to give their 
opinions nor are they granted as many opportunities as men.  The women woodcarvers 
realize that learning woodcarving is not enough.  Designs and methods have been changed 
and new learning opportunities also have arisen.

The male woodcarvers believed that it is their responsibility to earn income to support the 
family. However, to what extent are they helping other family members to be independent 
and contribute to improving the family’s situation? In some cases, women are not permitted 
to design the more intricate parts of sculptures. For example, they may be allowed to design 
the edge of a Ganesh sculpture but not the body parts. In this context, how much can a female 
woodcarver value her ability? The real empowerment for the women woodcarver requires 
giving attention to enhancing self-esteem of women. Furthermore, the women need to have 
access to training or other skill-based programs that could develop their competence and 
confidence.
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UNESCO (2002) described a skill-based training to promote female employment in Nepal. 
The main objective of the training was to impart 'hands-on' traditional woodcarving skills to 
fourteen young female participants to improve their employment potential as woodcarver. 
The objectives of the training also were to enable  learners  explain the value of the 
woodcarving tradition, to safeguard the heritage of woodcarving,  to identify appropriate 
carving tools for specific patterns, to identify appropriate timber for carving and to allow 
hands-on practice by carving seven different patterns on decorative pieces or  doors or 
window frames. It was reported that employment opportunities increased for those who were 
trained in woodcarving.

VI. Community Learning Centre and the Woodcarving Skills
The Community Learning Centres (CLCs) were established in the 1990s in Nepal to impart 
non-formal education (NFE) and income generating skills. The CLCs were also regarded as 
the vehicle of lifelong learning for individuals and communities, creation of various learning 
opportunities, and offering education and training services in response to demands.  They 
also offer self-development alternatives for the learners, resulting in greater self-reliance. 
(Office for Non-Formal Education Commission [ONFEC], 2006). 

CLC is seen as the venue for providing woodcarvers literacy, basic education, training, and 
technical knowledge. CLC promotes cooperation and participation in community activities 
in relation to religion, local traditions, society and culture, and health and sanitation. CLC 
can be the place where the woodcarvers can meet for sharing relevant information and 
knowledge, developing marketing strategies as well as enhancing job satisfaction and 
appreciation of the traditional skills.

Expectation of the Woodcarvers from CLC.  The expectation of woodcarvers from CLC and 
government creates possibilities of further development of the occupation.

The woodcarvers of Bungamati expected that CLC could help the woodcarvers and their 
families to give basic literacy, the skill based training, and raise awareness about potentials 
and opportunities. They also believed that marginalized female woodcarvers should get 
more benefit from income generating activities promoted by the government. Actually the 
Bungamati CLC promotes human development by providing opportunities for lifelong 
learning to the local community. As UNESCO (2008) stated Community Learning Centre 
(CLC) is a local educational institution outside the formal education system and managed by 
local people to provide various learning opportunities. CLCs support empowerment, social 
transformation and improvement of the quality of life of the people. 

The main functions of CLCs are to provide education and training, offer community 
information and resource services, support community development activities, and facilitate 
coordination and networking. UNESCO (2006) reports about a number of skill development 
training conducted in the CLCs to promote income generation and poverty alleviation.  The 

Bangladesh Education Journal 65 



economic value are created by a favourable combination of human capital with other forms 
of capital, such as cultural, economic, and social as noted above and below. 

Social Capital: Building on Community Strength. Social capital refers to features of social 
organizations such as networks, norms, and mutual trust that facilitate coordination and 
cooperation for mutual benefit in economic production (Putnam 2000; as cited in Malloch, 
2003). The woodcarvers have realized that the community people need to be united to build 
the social capital in order to enhance sustainability of their traditional skills in the face of 
market, technology and attitudinal challenges.  As Lin (1999) argues, social resources or 
social capital enhance an individual's attained status in respect of occupation, employment 
and authority in society and improves economic earnings as well.  

According to the action plan under the Non-formal Education Policy of Nepal,   Community 
Learning Centres (CLCs) will be mobilized for community development, increased 
production, cultural preservation and continuing education. The strategy also says that as per 
the need of the community, the CLC should conduct various types of activities for 
community welfare. However in reality these services are not often provided. Consequently 
due to the lack of support from the CLC, the woodcarvers often face problems 

V. Women and Woodcarving
 Women in most developing countries lag behind men in terms of educational attainment at 
all levels and Nepal is no exception. In spite of some recent progress,  the status of women is 
far from  satisfactory (UNESCO, 2006).  Women have been discouraged in gaining access to 
skill training and many occupations.

There is a huge difference between the male and female roles in decision making. For 
instance, the female woodcarvers are not confident about making decisions by themselves. 
They have to listen to and depend on the male for choosing their jobs. The female 
woodcarvers learn this trade only from their family members as they are primarily restricted 
to the domestic sphere. At Bungamati village, girls are not typically permitted to give their 
opinions nor are they granted as many opportunities as men.  The women woodcarvers 
realize that learning woodcarving is not enough.  Designs and methods have been changed 
and new learning opportunities also have arisen.

The male woodcarvers believed that it is their responsibility to earn income to support the 
family. However, to what extent are they helping other family members to be independent 
and contribute to improving the family’s situation? In some cases, women are not permitted 
to design the more intricate parts of sculptures. For example, they may be allowed to design 
the edge of a Ganesh sculpture but not the body parts. In this context, how much can a female 
woodcarver value her ability? The real empowerment for the women woodcarver requires 
giving attention to enhancing self-esteem of women. Furthermore, the women need to have 
access to training or other skill-based programs that could develop their competence and 
confidence.

64    Bangladesh Education Journal

UNESCO (2002) described a skill-based training to promote female employment in Nepal. 
The main objective of the training was to impart 'hands-on' traditional woodcarving skills to 
fourteen young female participants to improve their employment potential as woodcarver. 
The objectives of the training also were to enable  learners  explain the value of the 
woodcarving tradition, to safeguard the heritage of woodcarving,  to identify appropriate 
carving tools for specific patterns, to identify appropriate timber for carving and to allow 
hands-on practice by carving seven different patterns on decorative pieces or  doors or 
window frames. It was reported that employment opportunities increased for those who were 
trained in woodcarving.

VI. Community Learning Centre and the Woodcarving Skills
The Community Learning Centres (CLCs) were established in the 1990s in Nepal to impart 
non-formal education (NFE) and income generating skills. The CLCs were also regarded as 
the vehicle of lifelong learning for individuals and communities, creation of various learning 
opportunities, and offering education and training services in response to demands.  They 
also offer self-development alternatives for the learners, resulting in greater self-reliance. 
(Office for Non-Formal Education Commission [ONFEC], 2006). 

CLC is seen as the venue for providing woodcarvers literacy, basic education, training, and 
technical knowledge. CLC promotes cooperation and participation in community activities 
in relation to religion, local traditions, society and culture, and health and sanitation. CLC 
can be the place where the woodcarvers can meet for sharing relevant information and 
knowledge, developing marketing strategies as well as enhancing job satisfaction and 
appreciation of the traditional skills.

Expectation of the Woodcarvers from CLC.  The expectation of woodcarvers from CLC and 
government creates possibilities of further development of the occupation.

The woodcarvers of Bungamati expected that CLC could help the woodcarvers and their 
families to give basic literacy, the skill based training, and raise awareness about potentials 
and opportunities. They also believed that marginalized female woodcarvers should get 
more benefit from income generating activities promoted by the government. Actually the 
Bungamati CLC promotes human development by providing opportunities for lifelong 
learning to the local community. As UNESCO (2008) stated Community Learning Centre 
(CLC) is a local educational institution outside the formal education system and managed by 
local people to provide various learning opportunities. CLCs support empowerment, social 
transformation and improvement of the quality of life of the people. 

The main functions of CLCs are to provide education and training, offer community 
information and resource services, support community development activities, and facilitate 
coordination and networking. UNESCO (2006) reports about a number of skill development 
training conducted in the CLCs to promote income generation and poverty alleviation.  The 

Bangladesh Education Journal 65 



linkage of literacy with income generating activities has been considered extremely helpful. 
According to the World Bank (WB, 2002), people are encouraged and better prepared to start 
training in a livelihood, when they acquire reading, writing, and mathematics skills.  The 
woodcarvers of Bungamati expected the CLC would offer adequate access to basic literacy 
and numeracy courses and relevant skill training for the community people.  CLC is thus 
regarded as an intervention to enhance basic education, offer training, generate income, and 
improve livelihood of the people in the community.

The theoretical rationale for designing and implementing the education and training 
programme at CLC calls for attention to technical, practical and “emancipatory” aspects of 
learning and the curriculum as identified by Habermas (Grundy, 1987) 

Technical aspects, according to Habermas, refer to the essential elements of the skills and 
their effective transfer to learners. For example, most of the woodcarvers follow the same 
design as their kinsmen and previous generations practiced, which constrained innovation. 
This resulted in the reproduction of the same kinds of arts and designs. This may be 
temporarily adequate but unsustainable in the longer term, as market, technology and socio-
economic factors change. It is also likely that the social structure encourages the status-quo 
in favour of traditional practices and risk-averse attitudes.  

The practical aspects, as conceptualised by Habermas, refer to the understanding of the 
environment, culture and socio-economic conditions of the people who are involved in this 
occupation. The practical interest is to make a difference in the lives of the people in terms of 
improving human assets, social assets, and financial assets. The woodcarvers may not be 
able to assess correctly the value and market potential of their skills or the need for education 
and training to make the skills sustainable and a source of improved livelihood. 

According to Grundy (1987), Habermas’s emancipatory dimension relates to the capacity to take 
autonomous and responsible actions based upon practical and sensible decisions.  Knowledge 
and enhancement of skills should strengthen the capability of individuals and groups to take 
control of their lives independently and with responsibility. The education and training activities 
should be aimed at promoting the emancipatory dimension of productive skills.

VII. Conclusions
Nepal is rich in traditional indigenous skills of woodcarving, but there are several factors 
threatening the sustainability of this occupation. Economically, the woodcarvers are not on a 
sound footing as they get low returns from their artistic work. Community solidarity is a 
further issue. The artisans need to communicate with each other and create capacity to 
network among community members to promote and protect their common interests. 
Another concern is gender.  Traditionally a male domain, but no longer a sufficient source for 
family livelihood, the craft has become attractive for women as a means of supplementing 
family earnings. 

66    Bangladesh Education Journal

Furthermore, the community needs to be motivated to participate in the overall planning, 
implementation, leadership and management regarding their common development. 
Equally, it is important to influence the community and private entrepreneurs to work 
together to invest in the development of woodcarving as a business.  

For example, Bhaktapur is one of the villages in the Kathmandu Valley where, as in 
Bungamati, the heritage of woodcarving has continued. Bhaktapur Municipality has a 
programme of providing subsidy to people who build houses with traditional carvings. This 
provision has not only motivated people to build houses with woodcarving, but has also 
created a demand for more woodcarving products. In addition, employment opportunity has 
increased for those who are trained in this occupation.

The Community Learning Center offers an approach to address the training needs of 
woodcarvers. Instituting practical training for woodcarvers would not only result in a deeper 
understanding of the occupation, but also would make the process and outputs of 
woodcarving more competitive and sustainable. 

It is necessary to ensure that the work of CLC incorporate and combine literacy programmes, 
skill-based training, awareness programmes and income-generating activities leading to the 
woodcarvers’ occupational development and improvement of   their livelihood. The present 
situation demands collective efforts from all relevant agencies of government as well as the 
community to enhance sustainability of woodcarving as an occupational skill in Nepal.
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