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Notes from the Editor

The lead article of the current issue by Manzoor Ahmed (BRACU-IED) looks “Beyond 
EFA and MDG 2015.” It attempts to capture the views of the parts of civil society in 
Bangladesh, which are committed to educational progress, regarding the education agenda 
within the overall post-2015 development agenda (MDGII?) as well as a broader range of 
post-2015 education goals. The matter is seen as work in progress that will be elaborated and 
refined until late 2015.

M.A. Taiyeb Chowdhury, Md. Iqbal Sarwar and Md. Muhibullah, Department of 
Geography and Environmental Studies, University of Chittagong examine the features 
of formal environmental education in Bangladesh at the school level with particular 
reference to the national curriculum. The overall finding is that the textbook contents on 
environment are not well-structured and lack in integrity and logical progression. 
Redesining and revision of the curriculum and textbooks with an interdisciplinary and 
holistic approach are strongly recommended. 

Kingsley Osamede Omorogiuwa, University of Benin, Nigeria writes about the benefits 
and challenges students and teachers experience in the feedback process as part of formative 
assessment in the context of distance education. The findings have wider relevance for all 
assessment of learning.

The last two articles relate to early childhood development. Nishat F. Rahman and Sakila 
Yesmin (BRACU-IED) point out that depression among women during and after pregnancy 
influences developmental outcomes for up to a quarter of the children. They urge the 
involvement of mental health professionals in providing support to the mothers to reduce 
behavioural, physical and mental disorders among children. Syeda Aticun Nahar and 
Mausumi Razzak Roni (IER, Dhaka University) evaluate the achievement of pre-school 
children participating in the programme in Dhaka city slums run by an NGO called Surovi. 
They found strong achievement in pre-mathematics and physical and motor development of 
children; scores for social and emotional development and environmental awareness were 
also relatively good. A disappointment was achievement in language and communication, 
creative and aesthetic skills, science and technology and health and security competencies.



Notes from the Editor

The lead article of the current issue by Manzoor Ahmed (BRACU-IED) looks “Beyond 
EFA and MDG 2015.” It attempts to capture the views of the parts of civil society in 
Bangladesh, which are committed to educational progress, regarding the education agenda 
within the overall post-2015 development agenda (MDGII?) as well as a broader range of 
post-2015 education goals. The matter is seen as work in progress that will be elaborated and 
refined until late 2015.

M.A. Taiyeb Chowdhury, Md. Iqbal Sarwar and Md. Muhibullah, Department of 
Geography and Environmental Studies, University of Chittagong examine the features 
of formal environmental education in Bangladesh at the school level with particular 
reference to the national curriculum. The overall finding is that the textbook contents on 
environment are not well-structured and lack in integrity and logical progression. 
Redesining and revision of the curriculum and textbooks with an interdisciplinary and 
holistic approach are strongly recommended. 

Kingsley Osamede Omorogiuwa, University of Benin, Nigeria writes about the benefits 
and challenges students and teachers experience in the feedback process as part of formative 
assessment in the context of distance education. The findings have wider relevance for all 
assessment of learning.

The last two articles relate to early childhood development. Nishat F. Rahman and Sakila 
Yesmin (BRACU-IED) point out that depression among women during and after pregnancy 
influences developmental outcomes for up to a quarter of the children. They urge the 
involvement of mental health professionals in providing support to the mothers to reduce 
behavioural, physical and mental disorders among children. Syeda Aticun Nahar and 
Mausumi Razzak Roni (IER, Dhaka University) evaluate the achievement of pre-school 
children participating in the programme in Dhaka city slums run by an NGO called Surovi. 
They found strong achievement in pre-mathematics and physical and motor development of 
children; scores for social and emotional development and environmental awareness were 
also relatively good. A disappointment was achievement in language and communication, 
creative and aesthetic skills, science and technology and health and security competencies.



Abstract:
With the approaching 2015 deadline for achieving the Millennium Development Goals 
(MDG) of the United Nations and the Education for All (EFA) goals adopted in Dakar World 
Education Forum in 2000, the discourse has been intensifying at national and international 
levels on what should happen after 2015. Will there be, or not, new and different targets both 
for development in general and for education in particular? In either case, who will be the 
principal stakeholders in the negotiation to arrive at convergence and coalescence of views? 
How will the global agenda and country priorities, as these are articulated, be reconciled or 
be complementary to each other?

The present paper attempts to capture the views of the parts of civil society in Bangladesh, 
which are committed to educational progress, regarding the education agenda within the 
overall post-2015 development agenda (MDGII?) as well as a broader range of post-2015 
education goals. It is seen as work in progress that will be elaborated and refined until 2015. 
This paper is a slightly modified version of a paper prepared for the Campaign for Popular 
Education (CAMPE) as its contribution to the Bangladesh People’s Forum for MDG 
discussion on the post-2015 development agenda.

Key Words: Post-2015 Education Agenda, Post-2015 Development Agenda, Post-2015 
Discourse in Bangladesh.

1. The Millennium Development and EFA Goals
The last decade of the past century saw many state level summits for stock taking of various 
development agenda and future planning. The Millennium Summit was the culmination of 
the series of global agenda-setting events. In September 2000, 189 members of the United 
Nations adopted the eight Millennium Development Goals or MDGs to be reached in 15 
years by 2015. The second of the eight goals were to achieve universal primary education; 
the third goal was to promote gender equality in education and empower women. 
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Earlier in March 2000 in Dakar, having reviewed progress with Education for All (EFA) 
goals set in 1990 by the international community, an EFA framework for action was adopted. 
It contained six education goals with the target date of 2015 (Box 1).

Box 1. The Education MDG and EFA Goals

MDG 2: Achieve Universal Primary Education

Target 2A: 
By 2015, all children, girls and boys, can complete a full course of primary schooling, 

MDG 3: Promote gender equality and empower women

Target 3A: 
Eliminate gender disparity in primary and secondary education preferably by 2005, and at 
all levels by 2015.

Six EFA Goals

1 Expanding and improving comprehensive early childhood care and education, 
especially for the most vulnerable and disadvantaged children.

2 Ensuring that by 2015 all children, particularly girls, children in difficult 
circumstances and those belonging to ethnic minorities, have access to, and complete, 
free and compulsory primary education of good quality.

3 Ensuring that the learning needs of all young people and adults are met through 
equitable access to appropriate learning and life-skills programmes.

4 Achieving a 50 per cent improvement in levels of adult literacy by 2015, especially for 
women, and equitable access to basic and continuing education for all adults.

5 Eliminating gender disparities in primary and secondary education by 2005, and 
achieving gender equality in education by 2015, with a focus on ensuring girls’ full and 
equal access to and achievement in basic education of good quality.

6 Improving all aspects of the quality of education and ensuring excellence of all so that 
recognized and measurable learning outcomes are achieved by all, especially in 
literacy, numeracy and essential life skills.

Source: 
http://www.un.org/millenniumgoals/bkgd.shtml; UNESCO. EFA Framework for Action 
adopted in Dakar, April 2000; World Bank, Millennium Development Goals, 2002).

It can be seen that EFA goals 1 and 5 related to universal primary education and gender 
equality in education were incorporated into MDG. MDGs in education are important but 
modest objectives, which could not be the totality of educational progress that Bangladesh 
and other developing countries could pursue. Nor could these objectives capture the multiple 
ways education must contribute to fighting poverty and achieving other national 
development priorities and MDGs. EFA goals embraced a broader range of goals, but are still 
limited to basic education. The education MDGs and EFA goals in education had to be 
regarded as proxies or minimal conditions for educational development in a country. 

The achievement of the modest and minimal education MDGs and EFA goals for 2015 are 
likely to fall short globally and in Bangladesh. The EFA Global Monitoring Report of 2005 
predicted bluntly that at the current trend and rate of progress, the goals of primary education 
for all children and elimination of gender disparities in education (beyond parity in initial 
access) will not be achieved in Bangladesh by 2015. It cannot be a consolation that our South 
Asian neighbors, India, Nepal and Pakistan, were also projected to be in the same 
predicament (UNESCO 2004). 

There are open questions still to be resolved regarding the on-going international post-2015 
development discourse. Will the debates on post-2015, EFA and MDG, lead to a continuation 
or a revision of the existing goals? In other words, will there be, or not, new and different 
targets both for development in general and for education in particular? In either case, who 
will be the principal stakeholders globally and from the country level and how will they be 
involved in the discourse? What will be the negotiation process, taking into account these 
questions, to arrive at convergence and coalescence of views? How will the global agenda and 
country priorities, as these are articulated, be reconciled or be complementary to each other?

A critical analysis of three components that the above questions suggest - stakeholders, 
content of debates and the processes both at the global as well as regional and national levels 
- is necessary to assess the value, significance, feasibility and sustainability of the 
conclusions expected to emerge by 2015. 

The present paper attempts to capture the views of the parts of civil society in Bangladesh, 
that are committed to educational progress, regarding the post-2015 education agenda within 
the overall development agenda (MDGII?) as well as a broader range of post-2015 EFA 
agenda. It is seen as work in progress that will be elaborated and refined until 2015. 

2. Progress and Achievements
It is now evident that Bangladesh will come close to achieving universal initial enrolment in 
primary education by 2015, but will fall short considerably of universal completion of 
primary education, thus failing to achieve the MDG and EFA primary education goal. 
Current trends also indicate that there will be a substantial deficiency in achievement of 
essential skills and competencies by primary education completers, and deficits in 
expanding adult literacy and lifelong learning opportunities. Both dropout from 
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programmes and poor learning achievement are intimately linked with equity in 
participation (Table 1). This will clearly be one of the unfinished tasks that will have to be 
addressed beyond 2015.

Table 1: Summary of EFA progress

1: ECCE

2: UPE

3: 

Youth and 
adult learning 
needs

There was no quantitative target for early childhood care and education. 
Starting from a low base, by 2012, less than half of the world’s children 
received some form of pre-primary education. Progress has been the 
slowest in low income countries.

In Bangladesh, under Primary Education Development Program II – 
PEDP II (2006-11) and PEDP III (2011-16), pre-primary education of 
one year before primary school entry at age 6 has been supported. About 
70%t  pre-school children are estimated to be receiving some form of 
pre-primary education of varying quality. An operational framework and 
GO-NGO collaboration guidelines have been adopted by the 
Government to promote pre-primary education with common quality 
standards. ECD preceding pre-primary is available to a small number of 
children mainly through NGOs.

On current trends the target of universal primary education will be missed 
globally. The rate of progress was rapid between 1999 and 2004, but then 
started slowing and progress has stalled since 2008. The number of 
countries with a primary net enrolment ratio of over 97% increased from 
37 to 55 out of 124 countries between 1999 and 2010. Dropout remains a 
problem in low income countries, where on average 59% of those starting 
school reached the last grade in 2009. The problem is particularly acute 
with children who start school later than at designated age.

Bangladesh has made good progress with initial entry reaching close to 
100 percent by official data, but the actual is likely to be 5 to 10 percent 
below this level. Progress has been made in reducing dropout and 
improving completion, but non-completers of the five year primary cycle 
is estimated to be between 30 and 40 percent.  Bangladesh mirrors the 
global trends in low income countries of continuing high dropout and 
poor performance of late entrants.

There was no specific EFA target for goal 3. Despite a global increase in 
the number of children enrolling in secondary school, the lower 
secondary gross enrolment ratio was just 52% in low income countries in 
2010. 

With high non-completion of the primary stage in Bangladesh, less than 
half of the 11-15 years are enrolled in school on a net basis. High dropout 
at secondary level results in less than a quarter of the age group 
completing 10 years of schooling up to secondary school certificate. 
Only around 11 percent of out-of-school youth participate in formal or 
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4: 

Adult literacy

5: 

Gender parity 
and equality 
in education

6: 

The quality of 
education

non- formal work-related training, with informal apprenticeship 
counting for more than half.

Education Policy 2010 has proposed raising compulsory education up to 
grade 8 by 2018 and major expansion of vocational/technical skills 
development.

Most developing countries will miss goal 4 of reducing lliteracy by half 
from the 2000 level, some by a large margin. There were still 775 million 
adults who could not read or write in 2010, about two-thirds of whom 
were women. Over the past two decades, adult literacy has increased 
from 76% in 1985–1994 to 84% in 2005–2010 but, partly because the 
world’s population has grown, the number of illiterate adults has fallen 
modestly from 881 million to 775 million.

In Bangladesh, Literacy Assessment Survey (BBS 2013) indicates adult 
literacy rate (15-45 years) in the country as  51.%; female - 48%, male - 
55%  in 2011. The literacy rate in rural area is 48% and in urban areas 
61%. There has been no significant literacy programme in the public 
sector since 2003. Debate about goal, concept and strategy (a simplistic 
“eradication” of illiteracy through a campaign or a  program of lifelong 
learning with basic literacy as the foundation through a permanent 
network of community learning centers) and appropriate assessment of 
competency and professional support has stymied action and 
mobilization of resources.

Convergence in enrolment rates  between boys and girls has been one of 
the successes of the EFA movement since 2000, but more need to be done 
to ensure that education opportunities and outcomes are equitable. There 
are still sixty-eight countries that have not achieved gender parity in 
primary education, and girls are disadvantaged in sixty of them. 

Bangladesh has overcome gender disparity in access to primary and 
secondary education over the last two decades. At present, in fact, girls 
are ahead of boys in enrollment and completion, raising a concern about 
disadvantage of adolescent  boys who are drawn into child labour  to 
support their families. The gender gap in adult literacy, as noted, still 
persists. 

There was no direct quantitative target for this goal; retention at least up 
to grade 4 was seen as the proxy for quality. Out of around 650 million 
children of primary school age, as many as 250 million either do not 
reach grade 4 or, if they do, fail to attain minimum learning standards. 
Another indicator, pupil/teacher ratio at primary level, improved 
globally between 1999 and 2010, especially in East Asia and Latin 
America, but worsened in sub-Saharan Africa and South and West Asia.

This is a major concern in Bangladesh. The deficit in completion of five 
years of primary education has been noted above. Average pupil-teacher 
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ratio is around 50:1, which means a large proportion of classes in primary 
school are pedagogically unmanageable. Moreover, about 90 percent of 
the schools are run on double shift with learning time in a school year is 
much less than half of international average of a thousand hours. The 
large class size and learning time combine to drastically limit effective 
contact hours. Competency-based assessment of learning is not in place. 
Sample surveys indicate up to one-third of the children completing five 
years do not acquire functional and sustainable level of literacy and 
numeracy.
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It is clear that EFA and MDG education goals narrowed the educational canvas severely by 
focusing on universal primary education and gender parity at least in terms of targets and 
indicators. Other areas, such as early childhood education and development, skills and 
learning for youth and adults and quality of education did not find a place in MDG. These 
were mentioned in EFA, but without necessary elaboration of targets and strategies, thus 
signaling a lower priority to these goals. The paradox is that even the minimal goals are not 
likely to be achieved; so what would have been the point of adding to goals and targets? More 
importantly, what do the experience and record of progress so far suggest for the goals and 
agenda beyond 2015? A critical look at EFA and education MDG may suggest the approach 
to squaring the circle.

 3. Squaring the Circle: Quality with Equity

Early childhood development
Progress on ECCE (Early Childhood Care and Education) has been too slow, in part because 
it was not accorded the priority with specific objectives and strategies. More recent attention 
has been on pre-primary preparation for school, rather than a more comprehensive and 
coordinated approach to early childhood development from birth to transition into 
schooling. Such an emphasis could have led to a connected and coordinated approach 
linking health, nutrition, socialization of the child and intellectual growth taking advantage 
of efforts and initiatives in health, nutrition, child protection and care though a 
comprehensive view. Scientific evidence regarding brain and neurological development in 
fetus and the first thousand days of life points to the need for looking at early childhood 
development as a continuum. The label of ECCE itself suggests a sectoral territoriality that 
needs to be overcome, which is especially important for disadvantaged population groups 
deprived of essential services.

Constructed from: UNESCO-UNICEF, Discussion paper: synthesis of debates and key questions 
for consideration in discussing education goals, (Draft for discussion and further development, 
February 2013); http://www.un.org/en/globalissues/briefingpapers/efa/vitalstats.shtml; UNESCO 
EFA GMR Reports; GOB, EFA Progress Report of Bangladesh, 13th Regional Meeting of National 
EFA Coordinators (26-27 February 2013, Bangkok, Thailand); CAMPE, Education Watch Reports.

Access and quality
The underlying premise of EFA and MDG education goals appears to have been that the first 
task is to bring all children into school; the question of quality could be tackled later. 
Hindsight shows that such a dichotomy was untenable. A plateauing of progress in recent 
years in access and retention suggests that deficits in quality in respect of acceptable learning 
outcomes and essential lack of quality-enhancing inputs are constraints to meaningful 
participation in education. The phenomenon of “silent exclusion,” children nominally 
present in classroom but not engaged in learning, far too common, points to the same 
problem. Access cannot be sustained and cannot be meaningful for learners and society if 
essential quality inputs and processes are not in place as minimum conditions for achieving 
the learning results. These include sufficient numbers of teachers with appropriate 
professional and personal attributes, formative and summative assessment of and for 
learning as part of good pedagogy, adequate curricular design and learning materials, and 
necessary physical infrastructure and environment for learning. 

Equity with quality: 
Equity has to be a cross-cutting theme for both the MDG development agenda premised on 
the overall goal of combating poverty and EFA aimed at human capability enhancement. The 
notion of quality can be only an abstraction without bringing in equity into the equation. 
Equity, a more nuanced concept than of equality in a mathematical sense encompassing 
fairness and justice, has to be spoken of in the same breath with quality in education. Yet, 
global targets and the regional statistics used in the UN’s progress reports on MDGs do not 
bring to attention sufficiently the reality of disparity among countries within a region and 
among populations within countries. This of course is no excuse for countries not to 
recognize the reality of disparity and discrimination and plan, manage and monitor 
programmes to reduce the disparities.

Effort has been made by countries in varying degree to address equity with quality at varying 
levels of success. In the effort to expand access to basic education and eliminate gender 
disparity, Bangladesh has taken pro-active steps in the form of conditional cash transfer to 
children from poor families, stipends for girls, and free textbooks. The move to “nationalize” 
non-government primary schools and supporting teachers’ salary in non-government 
secondary school are policy measures justified on equity grounds. However, the 
consequences have not necessarily been equitable participation.

The incentive payments in the name of equity has starved out essential quality inputs in 
schools, such as enough capable teachers or even basic infrastructure and learning materials, 
thus undermining the objective of equity. The quality deficiencies have led to the emergence 
of a “shadow education system” with better-off students relying on private tutoring outside 
the school, aggravating inequity. Strategies that simultaneously consider quality-with-
equity in programme planning and management as well as resource mobilization and use 
have to be developed. Poverty remains the major factor in disadvantage and inequity. 
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Population groups that have been marginalized include growing urban slum dwellers, street 
children, migrants and nomads, children with special needs, indigenous populations and 
remote rural groups, and linguistic and cultural minorities. A gender dimension still persists 
despite progress.

Linking education, learning, skills and employability
EFA goal 3 (promoting learning and life skills for youth and adults) did not receive due 
attention in specifying objectives, targets and strategies, in part due to the complexity of this 
area in respect of providers, potential participants and activities. The qualitative deficiencies 
in provisions for basic foundational skills of literacy, numeracy, communication, and 
reasoning (provided through primary and secondary education), and general transferrable 
skills and knowledge in math, science, language, IT and social interaction necessary for 
further training and in work (provided through secondary education and general 
vocational/technical education) have become the principal obstacle to job-related specific 
skills development. The participants in such job-specific skills development through 
training, apprenticeship or on-the job opportunities can do well if they come into these 
programs with the basic competencies. Otherwise, ways have to be found to compensate for 
the prior deficiencies within job-specific training. (UNESCO, GMR 2012).

A comprehensive view of skills development through multiple public and private, formal 
and non-formal channels, with an equivalency framework and application of standards of 
quality, has been lacking. It is also necessary to design skills development with attention to 
the labour market dynamics in the formal and informal economy, the demands and needs of 
employers, and social protection and rights of workers leading to “decent jobs.” (CAMPE, 
Education Watch 2011-12).

Adult Literacy and lifelong learning
It is not surprising that adult literacy remains an elusive goal. EFA Goal 4 (increase literacy 
rate by 50 percent) and target were set in a mechanistic and meaninglessly reductionist way, 
accepting a symbolic literacy definition of bare recognition of alphabet and signing one’s 
name, and this too without a credible verification in many instances. This approach and the 
underlying reductionist concept of literacy, with the imprimatur of UNESCO and the EFA 
community, have led to adoption of literacy programmes and targets in many countries 
which have not evoked great enthusiasm among the intended beneficiaries.

A case in point is the goal of “eradicating illiteracy” by 2014 in Bangladesh. Similar 
examples can be found in other developing countries with major literacy deficits. This 
approach disregards the continuum of literacy skills, its multiple dimensions and contextual 
character, and the need to bring the skills and capability to a self-sustaining level at learners’ 
own pace and time. Consequently what the statistics of the numbers of illiterates and literates 
and the literacy rates and quantitative progress reported globally really mean is any body’s 
guess. Direct measurements of literacy skills, rather than a self-reporting method often used, 

reveal large percentages of illiterates among those who have completed primary education. 
Even in richer countries, application of credible assessment has shown as many as one in five 
to be lacking functional literacy skills in their own contexts. 

Interestingly, the EFA literacy goal ignored the plea of the adult education and lifelong 
learning community, also supported by UNESCO, to place literacy within the programme 
and strategy framework for lifelong learning, recognising literacy skill as a continuum and as 
the foundation of lifelong learning. (UNESCO. COFINTEA VI Outcome, 2009). With at 
least a quarter of the world’s population functionally illiterate and lifelong learning 
opportunity for all needed more than ever in the era of the knowledge economy, adaptability 
of skills and communications technology, lifelong learning with functional literacy skills as 
the base has to be a core element of the basic education agenda. Admittedly, the goal, targets 
and indicators have to be defined in a way that makes sense in relation to an overarching 
human capability agenda. 

Education Governance
The EFA and MDG goals were formulated as critical outcomes to be attained within a time 
frame. The assumption appears to be that once the goals are adopted and commitments to 
achieve them are announced, the wherewithal of reaching the goals in respect of 
organizational structures, decision-making, capacity building and mobilization of financial 
and human resources will happen. Obviously this has not been the case. The question then is 
whether governance and resource related goals and indicators in EFA and MDG agenda 
would have helped. And how such goals should be articulated in the post-2015 agenda? 

Policies and objectives too often falter in implementation, to which the EFA and MDG 
experience amply testify. It is, however, problematic to specify in effect process goals and 
indicators in addition to the ones in terms of outcomes at a global level. The processes related 
to governance and management are by their nature contextual and specific to a country’s 
organizational and public administration structures, culture, history and norms which cannot 
be articulated in general terms as global goals. Moreover, bringing these into the list of global 
goals may undermine the sharpness and focus of a limited number of high priority goals, 
which has been a strength of MDG and EFA. Nonetheless, given the critical role of 
governance in achieving the goals, there is a case for finding a way to indicate governance 
objectives and criteria. These can be stated as principles and broad objectives which then 
could be elaborated with specific objectives and indicators at the country level. 
Development experience across countries in recent decades have brought to the fore widely 
accepted governance criteria in terms of accountability, transparency, participation of 
beneficiaries and stakeholders, decentralization, rights and entitlements of people, and 
democratic norms which can be articulated as goals, targets and indicators in the context of 
country circumstances and priorities. 

In Bangladesh, civil society concerns have been expressed, among others, on two 
governance issues related to effective decentralization and developing a Government-NGO 

Bangladesh Education Journal 15



14   Bangladesh Education Journal

Population groups that have been marginalized include growing urban slum dwellers, street 
children, migrants and nomads, children with special needs, indigenous populations and 
remote rural groups, and linguistic and cultural minorities. A gender dimension still persists 
despite progress.

Linking education, learning, skills and employability
EFA goal 3 (promoting learning and life skills for youth and adults) did not receive due 
attention in specifying objectives, targets and strategies, in part due to the complexity of this 
area in respect of providers, potential participants and activities. The qualitative deficiencies 
in provisions for basic foundational skills of literacy, numeracy, communication, and 
reasoning (provided through primary and secondary education), and general transferrable 
skills and knowledge in math, science, language, IT and social interaction necessary for 
further training and in work (provided through secondary education and general 
vocational/technical education) have become the principal obstacle to job-related specific 
skills development. The participants in such job-specific skills development through 
training, apprenticeship or on-the job opportunities can do well if they come into these 
programs with the basic competencies. Otherwise, ways have to be found to compensate for 
the prior deficiencies within job-specific training. (UNESCO, GMR 2012).

A comprehensive view of skills development through multiple public and private, formal 
and non-formal channels, with an equivalency framework and application of standards of 
quality, has been lacking. It is also necessary to design skills development with attention to 
the labour market dynamics in the formal and informal economy, the demands and needs of 
employers, and social protection and rights of workers leading to “decent jobs.” (CAMPE, 
Education Watch 2011-12).

Adult Literacy and lifelong learning
It is not surprising that adult literacy remains an elusive goal. EFA Goal 4 (increase literacy 
rate by 50 percent) and target were set in a mechanistic and meaninglessly reductionist way, 
accepting a symbolic literacy definition of bare recognition of alphabet and signing one’s 
name, and this too without a credible verification in many instances. This approach and the 
underlying reductionist concept of literacy, with the imprimatur of UNESCO and the EFA 
community, have led to adoption of literacy programmes and targets in many countries 
which have not evoked great enthusiasm among the intended beneficiaries.

A case in point is the goal of “eradicating illiteracy” by 2014 in Bangladesh. Similar 
examples can be found in other developing countries with major literacy deficits. This 
approach disregards the continuum of literacy skills, its multiple dimensions and contextual 
character, and the need to bring the skills and capability to a self-sustaining level at learners’ 
own pace and time. Consequently what the statistics of the numbers of illiterates and literates 
and the literacy rates and quantitative progress reported globally really mean is any body’s 
guess. Direct measurements of literacy skills, rather than a self-reporting method often used, 

reveal large percentages of illiterates among those who have completed primary education. 
Even in richer countries, application of credible assessment has shown as many as one in five 
to be lacking functional literacy skills in their own contexts. 

Interestingly, the EFA literacy goal ignored the plea of the adult education and lifelong 
learning community, also supported by UNESCO, to place literacy within the programme 
and strategy framework for lifelong learning, recognising literacy skill as a continuum and as 
the foundation of lifelong learning. (UNESCO. COFINTEA VI Outcome, 2009). With at 
least a quarter of the world’s population functionally illiterate and lifelong learning 
opportunity for all needed more than ever in the era of the knowledge economy, adaptability 
of skills and communications technology, lifelong learning with functional literacy skills as 
the base has to be a core element of the basic education agenda. Admittedly, the goal, targets 
and indicators have to be defined in a way that makes sense in relation to an overarching 
human capability agenda. 

Education Governance
The EFA and MDG goals were formulated as critical outcomes to be attained within a time 
frame. The assumption appears to be that once the goals are adopted and commitments to 
achieve them are announced, the wherewithal of reaching the goals in respect of 
organizational structures, decision-making, capacity building and mobilization of financial 
and human resources will happen. Obviously this has not been the case. The question then is 
whether governance and resource related goals and indicators in EFA and MDG agenda 
would have helped. And how such goals should be articulated in the post-2015 agenda? 

Policies and objectives too often falter in implementation, to which the EFA and MDG 
experience amply testify. It is, however, problematic to specify in effect process goals and 
indicators in addition to the ones in terms of outcomes at a global level. The processes related 
to governance and management are by their nature contextual and specific to a country’s 
organizational and public administration structures, culture, history and norms which cannot 
be articulated in general terms as global goals. Moreover, bringing these into the list of global 
goals may undermine the sharpness and focus of a limited number of high priority goals, 
which has been a strength of MDG and EFA. Nonetheless, given the critical role of 
governance in achieving the goals, there is a case for finding a way to indicate governance 
objectives and criteria. These can be stated as principles and broad objectives which then 
could be elaborated with specific objectives and indicators at the country level. 
Development experience across countries in recent decades have brought to the fore widely 
accepted governance criteria in terms of accountability, transparency, participation of 
beneficiaries and stakeholders, decentralization, rights and entitlements of people, and 
democratic norms which can be articulated as goals, targets and indicators in the context of 
country circumstances and priorities. 

In Bangladesh, civil society concerns have been expressed, among others, on two 
governance issues related to effective decentralization and developing a Government-NGO 

Bangladesh Education Journal 15



partnership mode that can make use of comparative advantages and strengths of the vibrant 
NGO sector. Both issues are linked with the perception and interpretation given among 
political leadership and bureaucracy about how the role and responsibility of the state for 
delivering public services can be exercised. A unitary and “statist” approach prevails which 
require central government to control and manage the services throughout the country. The 
culture and practice of a strong local government and community role under government 
auspices have not developed. A case in point is the recent decision to ‘nationalise’ registered 
non-government primary schools which make over 100,000 primary teachers central 
government employees, answerable to the centralized education bureaucracy. An alternative 
to this centralizing tendency could be improvement of teacher’s status and remuneration 
linking this with accountability to local government and community.

Similarly, a genuine partnership approach with NGOs, in spite of the record and 
demonstrated capacity of NGOs in pioneering and scaling up innovative approaches has not 
developed, despite the rhetoric to the contrary (see the next section). The common, not 
particularly effective pattern of Governmnet-NGO collaboration is of “contract for services” 
with government selecting the contractor, specifying the job, supervising the work and 
assessing performance. The approach seems to combine the weaknesses of both the public 
sector and the NGOs, (often the weak, unscrupulous and dishonest among NGOs landing the 
contracts.) 

A major “second chance” primary education project proposal illustrates the problem. It is 
being proposed under PEDPIII by creating a new government administrative structure in the 
Bureau of Non-formal Education, despite over two decades of existence of a successful 
model of non-formal primary education of NGOs serving over a million children at a time. 
An alternative that would serve children better would be a partnership with NGOs with 
proven track record. A well-established forum of education NGOs, CAMPE, which has a 
record of research, policy dialogue and capacity building, could facilitate such a partnership 
building. The mindset among policymakers and decision-makers appears to be an obstacle to 
making full use of the social and human capital that exists in the country. 

Resources
Adequate resources are obviously essential for implementing the goals serving equity with 
quality. MDG 8 urged international collaboration and cooperation to help poor countries 
carry out their MDG programmes. Although not stated as a goal, the Dakar Framework for 
Action included a pledge that no country should be left behind in achieving EFA goals due to 
lack of resources. Most of the rich countries have failed to take this as a priority commitment 
and act accordingly.

 EFA and MDG have not specifically suggested national level resource targets and utilization 
criteria. Developing countries generally have shown increased spending on education since 
2000. However, there are signs that economic downturn is affecting adversely education 

budgets of low and middle income countries. It has had an impact on the aid budgets of richer 
countries, many of them reducing education allocations in their aid portfolio (World Bank, 
2010)

In Bangladesh, public education allocations have actually come down as proportion of GDP 
and total budget since the education policy was announced in 2010 from around 13 percent to 
11 percent. Implementing the policy and keeping the momentum for EFA and MDG going 
require, in addition to enhancing resources, financing criteria and principles established and 
applied to support the objectives of quality-with-equity. These could include an Upazila-
wise capitation formula for education allocations, and greater institutional control of 
resources with accountability. Substantial new resources should be directed to teacher 
incentives and raising status of teaching as a profession and other quality improvement 
inputs. The government needs to make a commitment to increase education resources and 
move towards use of public resources based on a coordinated and comprehensive plan for 
equity with quality for each upazila; making budget planning and implementation genuinely 
bottom up. These strategies need to find a place in national post-2015 EFA/MDG agenda in 
the form of appropriate objectives and indicators. They also need to be reflected in generic 
terms in global agenda. 

4. Political Commitment and Education Policy 2010
Vision 2021 was presented as an election pledge by the leading party, Awami League, in the 
coalition of political parties that won the parliamentary election at the end of 2008. The 
political commitment of the government regarding education and enhancement of skills and 
capabilities of people are expressed in Vision 2021. The Outline Perspective Plan 2010-21 
has been prepared by the Planning Commission based on Vision 2021. Subsequently, the 
National Education Policy was adopted in 2010 and the Sixth Five Year Development Plan 
was approved in 2011. A National Skills Development Policy also has been adopted in 2011. 

Vision 2021
It proclaims a vision of where Bangladesh wants to be at year 50 of its nationhood. It is yet to 
be fully elaborated, but the headline items related to education and human resource 
development include: 

- Achievement of universal primary education, extending this stage to grade 8; 
elimination of illiteracy; creating a new generation skilled in and equipped with 
technical and scientific knowledge; better remunerations for teachers; and overall 
improvement of quality and equity in education. It also promised the formulation of 
an education policy fit for the contemporary age. There are other Vision 2021 goals 
pertinent to educational development – building the Digital Bangladesh through 
extensive use and capacity development in digital technology; creating gainful 
employment opportunities for at least 90 million skilled workers; and ensuring equal 
status for women in all spheres of society and the state.
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criteria. Developing countries generally have shown increased spending on education since 
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budgets of low and middle income countries. It has had an impact on the aid budgets of richer 
countries, many of them reducing education allocations in their aid portfolio (World Bank, 
2010)

In Bangladesh, public education allocations have actually come down as proportion of GDP 
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wise capitation formula for education allocations, and greater institutional control of 
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incentives and raising status of teaching as a profession and other quality improvement 
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move towards use of public resources based on a coordinated and comprehensive plan for 
equity with quality for each upazila; making budget planning and implementation genuinely 
bottom up. These strategies need to find a place in national post-2015 EFA/MDG agenda in 
the form of appropriate objectives and indicators. They also need to be reflected in generic 
terms in global agenda. 

4. Political Commitment and Education Policy 2010
Vision 2021 was presented as an election pledge by the leading party, Awami League, in the 
coalition of political parties that won the parliamentary election at the end of 2008. The 
political commitment of the government regarding education and enhancement of skills and 
capabilities of people are expressed in Vision 2021. The Outline Perspective Plan 2010-21 
has been prepared by the Planning Commission based on Vision 2021. Subsequently, the 
National Education Policy was adopted in 2010 and the Sixth Five Year Development Plan 
was approved in 2011. A National Skills Development Policy also has been adopted in 2011. 

Vision 2021
It proclaims a vision of where Bangladesh wants to be at year 50 of its nationhood. It is yet to 
be fully elaborated, but the headline items related to education and human resource 
development include: 

- Achievement of universal primary education, extending this stage to grade 8; 
elimination of illiteracy; creating a new generation skilled in and equipped with 
technical and scientific knowledge; better remunerations for teachers; and overall 
improvement of quality and equity in education. It also promised the formulation of 
an education policy fit for the contemporary age. There are other Vision 2021 goals 
pertinent to educational development – building the Digital Bangladesh through 
extensive use and capacity development in digital technology; creating gainful 
employment opportunities for at least 90 million skilled workers; and ensuring equal 
status for women in all spheres of society and the state.
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- A key item relevant for educational development is the goal in governance and public 
administration, particularly, the idea that local government bodies would be at the 
centre of planning and management of development activities. With this end, local 
government authorities at the district and upazila (sub-district) levels would be 
empowered to become self-reliant and autonomous. This goal also happens to reflect 
a constitutional requirement (under Articles 59 and 60 of the constitution) that 
elected representatives at each level of administration take responsibility for public 
services and development activities. 

As stated in the Perspective Plan document:
The implementation of the Perspective Plan envisages the full commitment of will, skill, and 
resources from all stakeholders to developing the nation into a middle income country by 
2021. The government is required to make long-term thinking a central element of the 
decision making process and service culture. The government cannot achieve the Vision 
alone. It is a collective effort in which the private sector, civil society, and all other 
stakeholders will share responsibility to reshape the nation’s future. The consultative process 
in formulating the Plan must continue throughout the implementation since Vision 2021 is 
not a destination in itself but a journey ( GOB, Planning Commission. Outline Perspective 
Plan of Bangladesh, 2010-21, Making Vision 2021 a Reality, p. 11)

The Education Policy 
The National Education Policy, approved by the National Parliament in 2010, provides a 
framework for fulfilling the role of the educational system in the nation’s human resource 
development. The key relevant features include:

Universal education up to grade 8
One-year of pre-primary education and primary education (of five years at present), 
extended to grade 8 should become universal by 2018. The historically evolved reality of the 
diversity of provisions in primary and secondary education – government, government-
assisted, NGO and private sector schools, and the madrasa – is recognized. It is agreed that 
this diversity may continue, but all institutions will have to follow a common core 
curriculum and adopt minimum common standards regarding learning provisions. 

Multiple delivery modes with common core curriculum and standards
The common core curriculum for all types of secondary level institutions (including 
madrasa) will include Bangla, English, mathematics, science, Bangladesh studies, and IT, 
and will be complemented by additional subjects pertinent for each major stream – general, 
vocational, and madrasa. In addition to the vocational stream in schools, there would be 
various forms of skill training activities according to graded national skill standards 
designed to meet skill needs in domestic and overseas employment markets. Instruction in 
science and IT would be given special attention. 
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Literacy and non-formal education
A literacy programme to eliminate adult illiteracy by 2014 is proposed. Non-formal 
education is seen as a means of providing a second chance to those who drop out of formal 
schools, complementing the “literacy campaign.”

Quality improvement in tertiary education
Tertiary education institutions, both public and private, would be encouraged to take 
responsibility to establish and maintain quality standards within agreed framework. A four-
year degree program should be acceptable higher education qualification for most 
professional level occupations except for those aiming for teaching, research and other jobs 
that call for specialized expertise. A three credit English course should be compulsory for all 
degree students. Various quality enhancing investments in facilities and teacher upgrading 
are proposed. Pedagogic technology such as internet and education television channels 
should be supported. 

Student assessment to discourage rote learning
Assessment of learners’ achievement should be based on public examinations and 
continuous evaluation by teachers, which should aim at assessing cognitive, affective and 
reasoning domains.

Teachers’ status, incentives and training
Teachers’ recruitment, training, professional support and remuneration should be key 
elements of the strategy for improving quality in education. A Teacher Recruitment and 
Development Commission should be established to recruit teachers and support their 
professional development.

Governance and management measures
A consolidated education law should be enacted providing a legal framework for educational 
governance and management in line with the purposes of the new policy. 

It can be seen that the policy recommendations are in the form of normative goals or 
preferences expressed in some cases in general terms. Implementation of the policy will 
require establishment of mechanisms and processes, preparation of phased operational 
plans, a plan for mobilizing adequate resources, and reconciliation of differing views and 
making choices among options on certain issues. 

The Sixth Five-Year Plan
The Sixth Five Year National Development Plan (2011- 15) is expected to be an important 
mechanism for implementing the plan and programme of the government with provision for 
adequate resources, appropriate coordination and necessary monitoring and adjustments of 
plans as needed (GOB Planning Commission 2011)

The implementation of Vision 2021 is expected to happen through two medium term plans, 
the first being the sixth plan. How effectively the challenges identified regarding education 
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and skills development will be met through the Sixth Plan mechanism? It is said in the plan 
document that “ in a market economy like Bangladesh where the bulk of the economy is 
privately owned and managed, the role of planning is essentially indicative in nature.... focus 
of the plans [being] on strategies, policies and institutions to help guide the private sector in 
helping Bangladesh achieve the goals set in Vision 2021” (GOB, Planning Commission 
2011, p.8).

It is recognised that without proper government regulations and public spending in core 
areas, the social and economic results can be “devastating and unsustainable.” A “proper” 
balance between incentives to private sector and instituting regulatory policies for 
safeguarding public interest is seen as “a major guiding principle of the policy and 
institutional framework of the Sixth and the Seventh plans.” But the “indicative” character of 
the plan - rather than being an operational document that is the basis for guiding and 
monitoring annual budgets, fiscal decisions and economic policies of the government - casts 
doubt about the plan’s efficacy in guiding actions to achieve the Vision 2021 Goals (GOB, 
Planning Commission, 2011, p.8). 

The normative goals and preferences stated in the education policy beg two related 
questions: 

a. How can the broad statements of purpose and hints of strategy given in the education 
policy be analyzed, elaborated, possible points of controversy resolved and priorities 
in phasing and sequential steps transformed into an operational plan and programme? 

b. What should be the organizational and institutional mechanism for implementing the 
operational plan and programme with provision for adequate resources, appropriate 
coordination and necessary monitoring and adjustments of plans as needed? This is 
where past education commission policy recommendations faltered.

A plan document is only as good as it becomes a guide for effective action, rather than 
another document. How the revived medium-term development planning process (after 
almost a decade of no-plan interregnum) will be reflected in annual budgets, medium term 
budgetary frameworks, and annual development plans need to be indicated. How will the 
plan guide externally assisted development projects (such as PEDP III) also need to be 
specified. How recurrent budgets of line Ministries reflect the plan priorities, strategies and 
targets also need to be considered.

In an appropriately ambitious medium-term plan, there should be a mixture of incremental 
changes and some bold innovations. The document as it stands is dominated by 
incrementalism with few bold initiatives. Key priorities in the Education Policy and Vision 
2021 call for “out-of-the-box” experimental and developmental approach, rather than only 
incremental reforms. The experiments must be initiated during the sixth plan so that these 
can lay the ground for a qualitative transformation in the education system by 2021.

The political commitment of the government expressed in the documents cited, as well as the 
unfinished tasks related to EFA and MDG and the recent history of progress made and 
challenges encountered can be seen as the backdrop for post-2015 MDG and EFA discourse. 

5. Way Forward

Key areas for post-2015 EFA and MDG agenda
Various constraints and possibilities regarding likely progress and shortfalls up to 2015 have 
been noted above. These also suggest goals, priorities and strategies to complete the 
unfinished EFA tasks and to look beyond 2015. Vision 2021 and the perspective 
development plan of the country for the next decade also provide an indication of the 
possible agenda. However, the discussion on the post 2015 agenda is still to be formally 
begun involving the government and other stakeholders. In the civil society forums 
facilitated by the People’s Forum for MDG (PFM) and Campaign for Popular Education 
(CAMPE), ideas regarding post 2015 EFA and post 2015 education MDG have been put 
forward as described below. 

1. A rights-based approach to educational development up to the age of legal 
prohibition of child labour (age 14 or roughly completion of grade 8) with specific 
standards to be met should receive prime attention. Quality standards for teachers and 
schools attempted to be implemented under PEDP III need to be assessed and 
examined to consider if the standards need to be modified so that these can be 
accepted, applied and implemented for all children nationwide. The aim must be to 
prevent any young learner from being subjected to sub-standard schools and 
teachers. At the same time, mechanisms for assessing standards, accrediting schools 
and teachers who meet standards, and remedial plans and steps that schools and 
teachers must undergo to meet standards should be established. Under national level 
expertise and professional guidance, these mechanisms should be decentralised to 
district and Upazila level. The assessment should be public and transparent and 
involve parents, community and the public. 

2. Early childhood care, education and development, from birth to smooth transition 
into primary education, up to age 8, should be incorporated in post-2015 agenda. This 
is justified by the proven strong influence of ECD on later learning, juvenile 
behaviour and adult life as well as the scientific evidence about the critical 
importance of the early years in human cognitive development. All Children should 
participate in quality preschool education, but this itself does not ensure adequate 
preparedness for entry into schooling, especially of children from deprived 
background. For effective school preparedness and smooth transition from home to 
school, all children from birth to school entry should participate in organised ECD 
programmes in family, community and work places, through services such as 
parenting, nurseries and playgroups and day-care (especially for children of working 
parents). Health, nutrition and psycho-social stimulation, especially in first 1,000 
days of life must be given special attention in a coordinated way. (A Comprehensive 
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Child Development Policy in final draft, prepared with the lead of Ministry of 
Women and Children Affairs, awaiting government approval, will facilitate policy 
support for ECD implementation.)

3. Post-primary compulsory education up to age 14 or up to age of legal prohibition of 
child labour should have specific milestones related to achievement of basic 
competencies and preparation for the world of work by adolescents and youth. 

4. The “shadow education system” of private tutoring outside school to compensate for 
the shortcomings of schools must be addressed because of its role in fostering 
inequality. Quality improvement in teaching-learning need to incorporate within 
school special support for children coming from disadvantaged background and 
falling behind in class. 

5. Decentralization of educational administration should be in place with greater 
authority and responsibility for planning education services and management of 
budgets to Upazila and institution levels. A systematic trial of decentralization with 
enlarged school and Upazila level authority with accountability should be 
undertaken in selected districts before this is widely replicated. Research and 
academic institutions should be involved in the trial. 

6. Present education budget is grossly insufficient for the stated quality with equity 
objectives in education. Public expenditure for education and skills development 
should be increased in stages within a specified time frame up to the internationally 
advocated level - 6% of GDP or at least 20% of total national budget. There is scope to 
be innovative in mobilising education resources, such as education cess or surcharge 
on all taxes, as in India and Pakistan; public, private, community, local government 
partnership; better management and accountability in current financing provisions in 
education; alternative use of substantial transfer payment in education for quality 
enhancing inputs, all of which should be fully exploited. 

7. Ensuring adequate supply of teachers for manageable class size and adequate 
learning time and attracting and retaining the best and the brightest of the young 
graduates into teaching at the primary and secondary level are crucial for quality 
enhancement. The numbers of teachers need to be increased by at least 50 percent to 
achieve acceptable quality standards for teaching-learning in primary education in 
Bangladesh. A National Teaching Service Corps with effective pre-service education 
programmes within the general degree programme and special incentives and 
remuneration should be considered.

8. The literacy goal should be redefined, moving away from reductionist 
“alpahabetisation” to make literacy the first step in a lifelong learning process, 
allowing each learner to achieve self-sustaining literacy and continue to engage in 
learning related to work, citizenship and personal fulfilment. A nationwide network 
of permanent community learning centres should be built up as the institutional base 
of lifelong learning. Some 3,000 NGO-run learning centres exist which can be the 
starting point for the programme. The network of learning centres, spaces, 
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programmes, and IT kiosks should be expanded in partnership with, communities, 
local government, communications media, NGOs and the private sector. 

Suggested post-MDG education goals 
Along with the discourse about post-2015 EFA, a related discussion is going on about post-
MDG global agenda and the education agenda within the larger development agenda. As in 
the current EFA goals and MDG, the latter can include only one or two education-related 
goals which have to serve as the proxy for the global education priorities. From this 
perspective, two education goals have been suggested in the civil society consultation in 
education.

These goals and related indicators are:

Global Education Goal 1 in post-2015 MDG
Compulsory education up to age of work eligibility: All children must begin primary 
education at right age and complete compulsory education up to age 14 or the age of work 
eligibility, whichever is later.

Proposed indicators for Goal 1
1. Participation in organised ECD programmes and preschool, 

2. Adequacy of provisions in ECD, 

3. Age-grade congruence in primary school. Starting with entry in grade 1, 

4. Adequacy of provisions for primary and post-primary education,

5. Successful completion of primary and post-primary education, 

6. Achievement and assessment of defined competencies.

Global Education Goal 2 in post-2015 MDG
Building the learning society. Provisions must be made to enable all youth and adults to 
participate in lifelong learning programs related to work, citizenship and personal 
fulfilment.

Proposed Indicators for Goal 2
1. Assessed functional literacy achievement;

2. Availability of learning centers, spaces, programmes, and learning technology 
networks; 

3. Participation rates of youths and adults in lifelong learning.

The proposed targets and indicators related to these two goals above are shown in Table 2.
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Global Education Goal 2 in post-2015 MDG
Building the learning society. Provisions must be made to enable all youth and adults to 
participate in lifelong learning programs related to work, citizenship and personal 
fulfilment.

Proposed Indicators for Goal 2
1. Assessed functional literacy achievement;

2. Availability of learning centers, spaces, programmes, and learning technology 
networks; 

3. Participation rates of youths and adults in lifelong learning.

The proposed targets and indicators related to these two goals above are shown in Table 2.
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Table2. Proposed Education goals, targets and indicators as part of post-2015 Global 
Development Agenda 

1. All children 
up to age of 
prohibition 
of child 
labour (age 
14) will 
complete 
compulsory 
education of 
acceptable 
quality

1.1 All children from birth 
to  t r ans i t i on  in to  
p r i m a r y  s c h o o l  
participate in organised 
E C D  p r o g r a m m e s  
including preschool;

1.2 Ensuring acceptable 
quality with adequate 
provisions for primary 
a n d  p o s t - p r i m a r y  
education including 
teaching personnel ; 

1.3 Completion of primary 
a n d  p o s t - p r i m a r y  
education by all eligible 
children;

1.4 Major expansion of 
secondary education. 

1a Proportion of children with birth 
registration with urban-rural and 
gender breakdown;

1b Proportion of parents/care givers of 
young children from birth to 8 years 
participating in organised parenting 
skills and knowledge programmes 
with income quintile and urban-rural 
breakdown;

1c Proportion of children 3-5 years 
participating in ECD programmes 
with income quintile and urban-rural 
breakdown. 

1d Proportion of children 5-6 years 
p a r t i c i p a t i n g  i n  p r e s c h o o l  
programmes with income quintile 
and urban-rural breakdown.

1.e Proportion of primary and secondary 
schools meeting essential quality 
standards for physical facilities, 
learning equipment and environment 
and teaching personnel standards.

1f Proportions of students entering and 
completing primary school at 
designated age with gender, urban-
rural breakdown; 1g Gross and net 
enrolment in primary and secondary 
education;

1h Assessed achievement by students of 
competency standards in languages 
(First language and English), 
mathematics, and science at primary 
and secondary levels with gender and 
urban-rural breakdown.

Targets IndicatorsGoals 
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2. All youth

and adults 
will have 
opportunity 
to 
participate 
in lifelong 
learning 
related to 
livelihood, 
work, 
citizenship 
and 
personal 
fulfilment.

2.1 Universal availability 
of learning centres, 
spaces, programmes, 
a n d  l e a r n i n g  
technology networks;

2.2 Eighty percent of youth 
and adults participate in 
lifelong learning;

2.3 Assessed basic literacy 
competency achieved 
by all youth and adults 
and self-sustaining 
functional competency 
achieved by 80 percent 
of youth and adults.

2a Proportions of youth and adults 
making regular use of learning 
centres, spaces, programmes, and 
learning technology networks, with 
gender, income quintile and urban-
urban slum-rural breakdown;

2b Proportion of youth and adults 
participating in literacy and post-
literacy, work and livelihood skills 
training and personal fulfilment in 
community learning centres and 
other education programmes with 
gender, age and urban-urban slum-
rural breakdown. 

2c Assessed competency achievement 
of youth and  adults in literacy at 
basic and functional or self-
sustaining levels.

Targets IndicatorsGoals 

Source: PFM 2013. “Post-2015 Development Agenda-A synthesis of position papers prepared for 
Bangladesh People’s Forum for MDG (PFM).” Draft for Discussion (May 18, 2013). Dhaka: People’s 
Forum for MDG

Additional National Indicators Related to Both Goals
For the purpose of adapting and adjusting the goals and targets to the national circumstance, 
additional indicators may be chosen and applied in a country. In the context of Bangladesh, 
the following may be considered.

1. Selected achievement of competencies, at specified grade or age level for 
participants in compulsory education - assessed results; 

2. Assessment of governance measures –decentralisation, accountability, transparency;

3. Resources – adequacy and use;

4. Disparities in participation, provisions, and outcome;

5. Teachers – numbers and quality attributes. 

As noted above, these are proposals under discussion in civil society forums. We expect that 
these ideas and suggestions will be the subject of dialogue involving government and major 
stakeholders in formulating a national position on post 2015 goals in education in the context 
of new EFA and MDG agenda. 
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Abstract
This paper attempts to examine the features of formal environmental education in 
Bangladesh at the school level with particular reference to the national curriculum. The 
main objective of the study is to to see to what extent the contents of the school textbooks for 
primary and secondary grades reflect contemporary environmental issues.. Attempt has also 
been made to examine the structure and sequence of the textbook contents. . The overall 
finding is that the textbook contents on environment are not well-structured and lack in 
integrity and logical progression. Critical emerging issues such as climate change and 
human adaptation are not given attention in the curriculum. Redesining and revision of the 
curriculum and textbooks with an interdisciplinary and holistic approach are strongly 
recommended. 

Keywords: Environmental education, ethics, climate change, ecosystems and sustainable 
development.

Introduction
Environmental education (EE) refers to organized efforts to teach about how natural 
environment function, and particularly, how human beings can manage their behaviour and 
ecosystems in order to live sustainably. According to UNESCO Tiblisi Declaration (1977), 
the world’s first intergovernmental conference on environmental education, EE is a learning 
process that increases people’s knowledge and awareness about the environment and 
associated challenges, develops the necessary skills and expertise to address the challenges 
and fosters attitudes, motivations and commitments to make informed decisions and take 
responsible action. It means enhancing the capacity of an individual to understand the 
complex environmental problems and equip oneself better for analysis, synthesis, 
evaluation, and ultimately sound decision making at a citizen's level. 
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Modern EE focuses on how ecological realities and human desires to increase their material 
standard of living often clash, leading to phenomena we call “environmental degradation.” 
EE makes people conscious about the environment both scientifically and socially. It helps 
one discover the symptoms and root causes of environmental degradation and aims to create 
consciousness about environmental ethics. Ltd fosters understanding about the ecological 
inter-dependence and of related economic, social and political factors. Enhanced knowledge 
about the environment brings attitudinal and behavioural changes, leading to community 
empowerment and mobilization. Changes in values, attitudes and individual behaviour 
towards the environment can result in a better corporate behaviour. Some ecologically 
damaging activities could stop if people who indulge in such activities were better informed 
about the consequences of their action.

EE is evolving to be the education for life – not just confined to school. It prepares people to 
plan and undertake appropriate measures for addressing most pressing challenges of our 
time. EE has become a new paradigm of development thinking to meet the challenges of a 
rapidly changing world. It is an important education policy concern at the national level due 
to the t global agenda and demand for ‘sustainable development’- a term first used by the 
World Commission on Environment and Development in its seminal report “Our Common 
Future” (WCED, 1987).

Elements of sustainable development includes protection of the environmnet, the 
maintenance of ecosystems and responsible attitudes among members of society including 
the business community. It is expected that EE will foster a behaviour pattern leading to 
responsible utilization of environmental and natural resources. EE seeks to provide facts and 
information, generate awareness, and develop skills to make rational decisions and take 
environmentally sound actions, weiging various sides of an issue, It helps promote 
understanding and cooperation among people to face ecological challenges. It is irrational to 
expect people to act in an appropriate manner without awareness of the problem, and 
understanding of causes and consequences of alternative actions, EE, therefore, is not 
merely the conveyance of knowledge, but a process of learning about responsible political 
action (Miller, 1996).

The goals of EE indicated above are reflected in the U.S. National Environmental Education 
Act, 1990. To realize these, the U.S. Environmental Protection Agency (EPA) proposed some 
specific objectives which may be of wider interest.. These include: (i) an awareness and 
appreciation of our natural as well as socio-culturally influenced human-built environment; 
(ii) knowledge of natural systems and basic ecological concepts; (iii) acquaintance with a 
broad range of current and emerging environmental issues; and (iv) experience and the 
ability to use analytical skills (investigative and critical-thinking) in solving environmental 
problems. The ultimate purpose of EE is to give one as a learner an analytical framework and 
a set of concepts that one can use to judge environmental issues, to guide his/her own life, and 
discharge one’s responsibility to future generations.(Cunningham, 1997). 

The Educational System
The three main educational streams in Bangladesh, in order of importnace by the numbers of 
students each serve are: General Education, Madrasha Education, and Technical – 
Vocational/Professional Education. EE is taught formally at 3 levels under General 
Education : Primary, Secondary, and Colleges and Universities. There are comparable levels 
in the other two main streams of education This paper focuses on EE at school level under the 
general education stream, which is largely supported by the Government, and shares the 
same national curriculum and textbooks approved by the National Curriculum and Textbook 
Board.

Objectives, materials and method of the study
The objectives of this paper are three-fold: (i) to examine the nature of environmental 
education in Bangladesh at school level, (ii) to assess the national curriculum requirements 
for different levels of school education, and finally (iii) to suggest some policy 
recommendations for improving formal environmental education in Bangladesh.

Data and relevant information materials for this paper have been collected from different 
sources: official and semi-official records, published reports, books, journals and 
newspapers, and a waelth of materials available through the Internet. The method followed 
in the study involved the survey of school textbooks on environmental education for each 
grade, as prescribed by the National Curriculum and Textbook Board. Information provided 
in Table 1 and Figure 1 were generated after survey and review of relevant textbooks 
contents, conducted in collaboration with the Principal and Vice-Principal, CDA Public 
School and College, and Chittagong University School and College. Guided by the prior 
knowledge and experience of the researchers, a number of focused interviews were 
conducted with some key informants and resource persons including Principals, Vice-
principals, and teachers in Chittagong Metropolitan City (where the researchers are based). 

 Discussion of Findings
The survey brought out interesting points about the nature of environmental education in 
Bangladesh. In general, the school textbooks on environment in Bangladesh are rich in the 
scope of materials covered and their detailed treatment and explanation. These are well 
written in a manner that can be easily understood by the learners. The aim is to enable young 
learners to get to know about natural environment, be aware of human use of the 
environment and the impact of human action on it, and understand the need to conserve and 
preserve natural non-renewable resources. 

On the whole, however, the effort falls short of the aim. There appears to be a mixing up of 
ends and means. The contents are presented as an end in themselves rather than as a means to 
the multifaceted end of change in knowledge, awareness, values and behaviour from the 
perspective of sustainable development. The information and knowledge aspects of the 
contents have been emphasized within the confines of traditional academic disciplines (such 
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as, physics, chemistry, biology, etc.). These have not been introduced in an interactive 
manner that brings out the dynamic human- -environment relationship. EE has not received 
its proper weight as yet in the National Curriculum. The EE syllabus has not only been brief, 
random, and fragmented but also incomplete. There is a general lack of continuity and 
logical progression. The goal in respect of learning outcomes and the intellectual destination 
for learners are not clear. The curricular content does not permit student learning to be easily 
assessed by the well established criteria of environmental literacy. 

The textbook contents on environment are broadly organized in two distinct categories under 
the labels of ‘General Science’ and ‘Social Science’ which are used at three levels: Primary 
school (grades 1-5), junior high school (grades 6-8) and secondary high school (grades 9-
10). Content analysis of these text books reveals that they represent an array of traditional 
natural science themes such as, air, water, soil etc., with some contemporary environmental 
issues such as pollution and natural disasters thrown in.. Although the physical geographical 
aspects of the environment have been the main focus of the textbooks, environmental 
problems such as natural resources degradation and depletion including topics like 
biodiversity, energy, and urbanization are not well represented. The only major 
environmental problem which is well covered in the text is natural disasters in Bangladesh. 
Emerging environmental issues such as climate change and human adaptations, however, 
did not receive any attention at all, and are missing from the texts (Table 1). 

Table 1. Topics on environment under ‘General Science’ and ‘Social Science’ at school 
level (approved by the National Curriculum & Textbook Board)

4

5

6

7

8

9

10

Air; water; soil; population and 
health

Health; weather & climate; Env. 
pollution; population

Water ;  Ear th’s  crust ,  land 
development;  population; health

Rocks; atmosphere, climate; 
population;  env. pollution; forests

Animal & environment; forests & 
environment

Population; disaster  management 
and Bangladesh (DMB)

Population; disaster  management 
and Bangladesh (DMB)

Env.  po l lu t ion ;  impac t  o f  
population growth

Environmntal  conser-vation;  
population

Natural disasters in  Bangladesh

Environment and society

Regional geography: Europe, 
America

Physical geography; population; 
DMB

Physical geography; population; 
DMB

General Science Topics Social Science TopicsGrade level

Furthermore, the frequency distribution of listed topics under ‘General Science’ category 
indicates that environmental themes in the text books are less significant in terms of weight 
(only 10 percent) in the secondary high school (grades 9-10) compared to primary and junior 
high schools (Fig. 1). Of the 21 Chapters under secondary ‘General Science’, only 2 
Chapters are devoted to environmental topics. Similarly, frequency distribution of 
secondary ‘Social Science’ topics appears even more striking. Although grades 4, 5 and 7 
report only 10-11 percent representation of environmental topics, in the case of grade 6 it is 
less than 1 percent. Out of 14 Chapters in junior high “Social Science”, only one chapter 
namely ‘Natural Disasters o Bangladesh’ in Standard 6, has been devoted to environmental 
studies.

On the other hand, environmental topics including physical geography under secondary 
‘Social Science’ (Standard 9-10) take up 37 percent of the text their representation is 
seriously problematic. The topic listed under secondary ‘Social Science’ in Chapter 8 ( 
printed in 2010), entitled “Disaster Management and Bangladesh” is the identical topic 
which was also listed under secondary ‘General Science’ (printed in 2009). Why is this 
duplication? This may be due to the fact that the authors and editors of the secondary ‘General 
Science’ (5 authors and 4 editors) and secondary ‘Social Science’ (3 authors and 5 editors) 
were not the same people. Whatever may be the reasons, it is apparent that the National 
Curriculum and Textbook Board missed the chance to check out the redundancy in the 
distribution of environmental topics in the textbooks for each grade (Table 1 and Figure. 1). 
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as, physics, chemistry, biology, etc.). These have not been introduced in an interactive 
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There is also a gross organizational problem in the arrangement of topics such as lack of 
sequence and continuity in the contents.by chapters for each grade. The themes are neither 
systematic nor well-integrated and articulated to reach an aspired goal. Further, there are 
themes that are taught at the primary level and also found to be continued till the end of the 
secondary stage. This itself is not necessarily a problem, but there has to be a progression in 
terms of complexity and scope of the content related to maturity and prior knowledge and 
understanding of students.An integrated content area or subject on Environment would help 
overcome this problem. In a multidisciplinary setting, a project approach or an activity-
oriented method of teaching could be applied, which is generally lacking in the present 
school curriculum and pedagogic practices. 

The absence of an integrated approach and and project or activity-based teaching-learning is 
the result of various factors which were highlighted in focused interviews with school 
authorities and teacahers: (i) lack of efficient, experienced and well qualified/trained 
teachers who could take the lead in carrying out an integrated pedagogical approach , (ii) lack 
of basic educational infrastructure such as suitable classroom, lab. facilities and work space, 
(iii) lack of teaching aids/ educational equipments, audio-visual materials, etc, and (iv) 
inadequate provisions for necessary teacher training. These factors are also related to the 
way the curriculum is structured and the textbook contents are organised and presented, 
which did not encourage or promote an activity- and project-based pedagogy.

Modern EE is increasingly becoming interdisciplinary, preparing people for global 
citizenship, and training them to be flexible, yet competent, analysts and decision makers. 
These are not objectives that can be easily fitted into the traditional subject-wise structure of 
the curricular content and textbooks.

A distinction is made between the interdisciplinary approach and the multidisciplinary 
approach for study and problem solving. The former draws upon common themes of 
processes and changes embracing both physical and social systems, and calls for team work 
and close collaboration between teachers, students, and phenomena under study. On the 
other hand, the multidisciplinary approach draws upon a variety of disciplines for 
information, analysis and insight, but does not seek to create a broader and more integrated 
understanding of what and why (Riordan, 1995). The EE curricular approach in Bangladesh 
appears to be an attempt to take a multidisciplinary approach, but the dominance of a 
traditional disciplinary structure and the didactic pedagogic approach that is commonly 
followed prevent even the potential of a multidisciplinary approach being realised 
effectively in the classroom.

It appears that the Curriculum and Textbook Board and the textbook writers and contributors 
remain wedded to a narrow and traditional view of a general/liberal education program 
rather than taking to heart the demands of education for sustainable development. The 
curricular approach and the pedagogy that follows cannot assure EE to be a systematic study 

of our environment and our proper place in it. Environment from a human development 
perspective enbraces both worlds - natural and social. The study of environmnet, therefore, 
has to be defined and viewed in its totality - as the aggregate of all external factors and 
conditions that influence the activities and existence of all living things including human 
beings. Therefore, one should be looking for an integrated view and continuity in EE course 
contents, particularly in the organization of materials, and the pedagogy that would 
effctively achieve the curricular goals.

Need for Climate Change Education
Bangladesh faces a number of interconnected environmental and resource problems. The 
challenge of climate change due to global warming is undoubtedly the single most pressing 
environmental issue of our time (Fig 2). In the past three decades, concern has grown over the 
trend in global warming; the general trend of a persistent warmer world has given rise to this 
concern. However, this important topic has been missing from the school textbooks of 
Bangladesh. There is ample scope in the textbooks for the inclusion of climate change topic 
with human adaptation measures. 
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Bangladesh has frequently been cited as one of the most climate vulnerable countries in the 
world, and that it will be even more so as a consequence of climate change. There are 
predictions that natural extreme events such as floods, tropical cyclones, storm surges and 
droughts will become more frequent and severe in the coming years (Ahmed, 2006; Huq, 
2007; Alam, 2010). The impacts are multi-dimensional; many of the anticipated adverse 
effects of climate change such as higher temperature induced monsoon precipitation, 
increase in cyclone intensity, saline intrusion, and sea level rise and so on will further 
aggravate existing ecological stresses. The affected sectors which have been identified so far 
are: (i) agriculture and fisheries; (ii) forestry and biodiversity; (iii) hydrology and water 
resources; (iv) coastal zones; (v) urban areas; (vi) human health; and (vii) particularly 
vulnerable groups (Rasheed, 2008). The impacts could be severely detrimental to the people 
of Bangladesh. These phenomena will not only threaten the achievements Bangladesh has 
made in increasing income and reducing poverty over the last 35 years, but also will make it 
more difficult to achieve the Millennium Development Goals (MDGs). 

Vulnerability of Bangladesh to climate change is rooted in its ecological and socuo-
economic context: disadvantageous geographic location, high population density, scarce 
natural resources, poor socio-economic conditions, extreme poverty, reliance of many rural 
livelihoods on climate sensitive sectors and inefficient institutional structures. Bangladesh, 
therefore, has to adapt herself to the changing circumstances, and safeguard the well-being 
of its citizens (Rahman & Alam, 2003). The Government of Bangladesh has expressed its 
commitment to deal with the threats of global climate change. In 2005, the Government 
launched its National Adaptation Program for Action (NAPA). In 2008, the Government 
prepared and adopted the Bangladesh Climate Change Strategy and Action Plan (BCCSAP). 
The document indicates the changing needs and the development priorities of the country. 
The six pillars of action of BCCSAP are: (i) Food security, social protection and health; (ii) 
comprehensive disaster management; (iii) infrastructure; (iv) research and knowledge 
management; (v) mitigation and low carbon development; and (vi) capacity building and 
institutional strengthening (GoB, 2009). The Government has made climate change an 
integral part of the Poverty Reduction Strategy Paper (PRSP) and the Sixth Five Year Plan 
(2011-2016), which outline the short-run and longer term strategies, and lay the foundation 
for continuing efforts to achieve MDGs, and build a fair, equitable and just society. 

Conclusion
This article argues the case for an integrated and comprehenisve approach to accomplish the 
aim and promise of enviromnetal education in Bangladesh. There is an urgent need to create 
countrywide awareness about EE with a focus on climate change and human adaptation to 
support and promote necessary change in values, knowledge and behavior of young peole. 
To this end, a number of initiatives deserve special attention: 

(i) Revising and updating the national school curriculum considering environment in its 
totality from the perspective of the principles and goals of sustainabe development;

(ii) Forming editorial panels comprising experts in their respective fields to review and 
redesign EE curricular structure and textbook contents; the experts must be 
resepected for t their professional integrity and commitment to serve;

(iii) Rewriting and reorganizing textbooks with an interdisciplinary but holistic 
approach,  maintaining logical sequence and continuity (e.g., series for grades 1-8; 9-
10 and 11-12), and re-defining attainable competencies;

(iv) Reflecting in the curricular contents major environmental issues from local, national, 
regional and global points of view, emphasizing current and potential threats;

(v) Supporting and encouraging changes in pedagogic approaches and practices and 
assessemnt of learning so that the criteria of a broad-visoned environmental literacy 
at each level of education are fulfilled; and

(vi) Finding and preparing qualified teachers to achieve the EE curricular aims.

Acknowledgement
The authors would like to express their sincere thanks to Dr. Rowshan Ara, Vice-Principal, 
Chittagong University School and College for her valuable suggestions, and Mr. 
Mohammad Nurul Alam, Principal, Chittagong Development Authority (CDA) Public 
School & College, Chittagong for his kind support and constructive comments regarding the 
empirical findings of this paper. Thanks are also due to Mr. M. Morshed Hossain Molla, Post 
Graduate Research (M. Phil.) Student, Department of Geography and Environmental 
Studies, University of Chittagong for his assistance in collecting relevant information for the 
paper.

References

Ahmed, A. U. 2006., Bangladesh Climate Change Impacts and Vulnerability: A Synthesis, Dhaka: 
Climate Change Cell, Department of Environment, ch. 3.

Alam, M. F. 2010. Vulnerability Assessment of Climate Risks: A Case Study of Cyclonic Disaster in the 
Coastal Belt of Patuakhali District, Bangladesh. unpublished M.S. work, University of 
Chittagong.

Cunningham, W.P. and Saigo, B.W., 1997. Environmental Science: A Global Concern, Boston: WCB 
McGraw-Hill, ch. 1 &2.

GoB. 2009. Bangladesh Climate Change Strategy and Action Plan 2009, Dhaka: Ministry of 
Environment and Forest, Government of Bangladesh, ch. 2 & 3.

Huq, Saleemul and Ayers, J. 2007. Climate Change Impacts and Responses in Bangladesh, Note for 
Policy Department, Brussels: European Parliament, ch. 1 and 2.

Miller, G. Tyler Jr. 1996. Living in the Environment Belmont: Wadsworth Publishing Company, ch. 27.

Bangladesh Education Journal 35



34   Bangladesh Education Journal

Bangladesh has frequently been cited as one of the most climate vulnerable countries in the 
world, and that it will be even more so as a consequence of climate change. There are 
predictions that natural extreme events such as floods, tropical cyclones, storm surges and 
droughts will become more frequent and severe in the coming years (Ahmed, 2006; Huq, 
2007; Alam, 2010). The impacts are multi-dimensional; many of the anticipated adverse 
effects of climate change such as higher temperature induced monsoon precipitation, 
increase in cyclone intensity, saline intrusion, and sea level rise and so on will further 
aggravate existing ecological stresses. The affected sectors which have been identified so far 
are: (i) agriculture and fisheries; (ii) forestry and biodiversity; (iii) hydrology and water 
resources; (iv) coastal zones; (v) urban areas; (vi) human health; and (vii) particularly 
vulnerable groups (Rasheed, 2008). The impacts could be severely detrimental to the people 
of Bangladesh. These phenomena will not only threaten the achievements Bangladesh has 
made in increasing income and reducing poverty over the last 35 years, but also will make it 
more difficult to achieve the Millennium Development Goals (MDGs). 

Vulnerability of Bangladesh to climate change is rooted in its ecological and socuo-
economic context: disadvantageous geographic location, high population density, scarce 
natural resources, poor socio-economic conditions, extreme poverty, reliance of many rural 
livelihoods on climate sensitive sectors and inefficient institutional structures. Bangladesh, 
therefore, has to adapt herself to the changing circumstances, and safeguard the well-being 
of its citizens (Rahman & Alam, 2003). The Government of Bangladesh has expressed its 
commitment to deal with the threats of global climate change. In 2005, the Government 
launched its National Adaptation Program for Action (NAPA). In 2008, the Government 
prepared and adopted the Bangladesh Climate Change Strategy and Action Plan (BCCSAP). 
The document indicates the changing needs and the development priorities of the country. 
The six pillars of action of BCCSAP are: (i) Food security, social protection and health; (ii) 
comprehensive disaster management; (iii) infrastructure; (iv) research and knowledge 
management; (v) mitigation and low carbon development; and (vi) capacity building and 
institutional strengthening (GoB, 2009). The Government has made climate change an 
integral part of the Poverty Reduction Strategy Paper (PRSP) and the Sixth Five Year Plan 
(2011-2016), which outline the short-run and longer term strategies, and lay the foundation 
for continuing efforts to achieve MDGs, and build a fair, equitable and just society. 

Conclusion
This article argues the case for an integrated and comprehenisve approach to accomplish the 
aim and promise of enviromnetal education in Bangladesh. There is an urgent need to create 
countrywide awareness about EE with a focus on climate change and human adaptation to 
support and promote necessary change in values, knowledge and behavior of young peole. 
To this end, a number of initiatives deserve special attention: 

(i) Revising and updating the national school curriculum considering environment in its 
totality from the perspective of the principles and goals of sustainabe development;

(ii) Forming editorial panels comprising experts in their respective fields to review and 
redesign EE curricular structure and textbook contents; the experts must be 
resepected for t their professional integrity and commitment to serve;

(iii) Rewriting and reorganizing textbooks with an interdisciplinary but holistic 
approach,  maintaining logical sequence and continuity (e.g., series for grades 1-8; 9-
10 and 11-12), and re-defining attainable competencies;

(iv) Reflecting in the curricular contents major environmental issues from local, national, 
regional and global points of view, emphasizing current and potential threats;

(v) Supporting and encouraging changes in pedagogic approaches and practices and 
assessemnt of learning so that the criteria of a broad-visoned environmental literacy 
at each level of education are fulfilled; and

(vi) Finding and preparing qualified teachers to achieve the EE curricular aims.

Acknowledgement
The authors would like to express their sincere thanks to Dr. Rowshan Ara, Vice-Principal, 
Chittagong University School and College for her valuable suggestions, and Mr. 
Mohammad Nurul Alam, Principal, Chittagong Development Authority (CDA) Public 
School & College, Chittagong for his kind support and constructive comments regarding the 
empirical findings of this paper. Thanks are also due to Mr. M. Morshed Hossain Molla, Post 
Graduate Research (M. Phil.) Student, Department of Geography and Environmental 
Studies, University of Chittagong for his assistance in collecting relevant information for the 
paper.

References

Ahmed, A. U. 2006., Bangladesh Climate Change Impacts and Vulnerability: A Synthesis, Dhaka: 
Climate Change Cell, Department of Environment, ch. 3.

Alam, M. F. 2010. Vulnerability Assessment of Climate Risks: A Case Study of Cyclonic Disaster in the 
Coastal Belt of Patuakhali District, Bangladesh. unpublished M.S. work, University of 
Chittagong.

Cunningham, W.P. and Saigo, B.W., 1997. Environmental Science: A Global Concern, Boston: WCB 
McGraw-Hill, ch. 1 &2.

GoB. 2009. Bangladesh Climate Change Strategy and Action Plan 2009, Dhaka: Ministry of 
Environment and Forest, Government of Bangladesh, ch. 2 & 3.

Huq, Saleemul and Ayers, J. 2007. Climate Change Impacts and Responses in Bangladesh, Note for 
Policy Department, Brussels: European Parliament, ch. 1 and 2.

Miller, G. Tyler Jr. 1996. Living in the Environment Belmont: Wadsworth Publishing Company, ch. 27.

Bangladesh Education Journal 35



Rahman, A. and Alam, M.. 2003. Mainstreaming Adaptation to Climate Change Leased Developed 
Countries (LDCs) Bangladesh Country Case Study, London: International Institute of 
Environment and Development (IIED), Working Paper 2.

Rasheed, K.B. S. 2008., Bangladesh: Resource and Environmental Profile, Dhaka: A.H. Development 
Publishing House, ch.13.

Riordan T.O., Ed.. 1995. Environmental Science for Environmental Management, Singapore: 
Longman Singapore Publishers (Pvt) Ltd., ch.1.

W.E.C.D. 1987. Our Common Future, World Commission on Environment and Development. Oxford: 
Oxford University Press, 1987, ch. 1. Abstract 

The value and advantages of formative assessment have come to the fore in the discourse on 
assessment of learning. The reasoning behind this trend is a wider recognition that 
assessment should not be primarily a means of grading students’ learning, but a means of 
enhancing learning. The benefit of formative assessment is the possibility of feedback, which 
enables students to keep abreast of their strengths and weaknesses, thereby better 
facilitating and enhancing student learning. This study aimed to determine the benefits and 
challenges students and teachers experience in the feedback process. To achieve this aim, 
four research questions were raised. The descriptive survey method was adopted.

Data from a randomly selected sample of 148 students and 23 teachers were collected by 
well-briefed research assistants. Four-point forced-choice Likert-type questionnaires were 
used for data collection. The questionnaires were validated by experts, and the Cronbach 
alpha method of internal consistency reliability yielded .89 and .82 for the students’ and 
teachers’ questionnaires respectively. Data collected were analysed using mean, standard 
deviation and percentages at mean.

Findings are that students perceive “knowing the content to be learned,” “guidance to 
improve performance” and “being encouraged to learn” as benefits of feedback, while 
teachers perceive “planning instructional strategy,” “help sustain student interest” and 
“understanding of students’ learning progress” as benefits of feedback. Students considered 
“being anxious about open scrutiny” and “difficulty interpreting feedback” as challenges, 
while teachers considered “time-consuming” and “maintaining objectivity in scoring” as 
challenges of feedback. The researcher recommends that in view of the benefits of feedback, 
it should be an integral part of formative assessment.

Keywords: Formative assessment, on-line assessment, feedback, learning

 Formative Assessment of Distance Learners:
 Benefits and Challenges of Feedback

*
                             Dr. Kingsley Osamede Omorogiuwa

* Senior Lecturer, Faculty of Education,  University of Benin, Nigeria.
Email : kingsomorogiuwa@yahoo.com

36   Bangladesh Education Journal



Rahman, A. and Alam, M.. 2003. Mainstreaming Adaptation to Climate Change Leased Developed 
Countries (LDCs) Bangladesh Country Case Study, London: International Institute of 
Environment and Development (IIED), Working Paper 2.

Rasheed, K.B. S. 2008., Bangladesh: Resource and Environmental Profile, Dhaka: A.H. Development 
Publishing House, ch.13.

Riordan T.O., Ed.. 1995. Environmental Science for Environmental Management, Singapore: 
Longman Singapore Publishers (Pvt) Ltd., ch.1.

W.E.C.D. 1987. Our Common Future, World Commission on Environment and Development. Oxford: 
Oxford University Press, 1987, ch. 1. Abstract 

The value and advantages of formative assessment have come to the fore in the discourse on 
assessment of learning. The reasoning behind this trend is a wider recognition that 
assessment should not be primarily a means of grading students’ learning, but a means of 
enhancing learning. The benefit of formative assessment is the possibility of feedback, which 
enables students to keep abreast of their strengths and weaknesses, thereby better 
facilitating and enhancing student learning. This study aimed to determine the benefits and 
challenges students and teachers experience in the feedback process. To achieve this aim, 
four research questions were raised. The descriptive survey method was adopted.

Data from a randomly selected sample of 148 students and 23 teachers were collected by 
well-briefed research assistants. Four-point forced-choice Likert-type questionnaires were 
used for data collection. The questionnaires were validated by experts, and the Cronbach 
alpha method of internal consistency reliability yielded .89 and .82 for the students’ and 
teachers’ questionnaires respectively. Data collected were analysed using mean, standard 
deviation and percentages at mean.

Findings are that students perceive “knowing the content to be learned,” “guidance to 
improve performance” and “being encouraged to learn” as benefits of feedback, while 
teachers perceive “planning instructional strategy,” “help sustain student interest” and 
“understanding of students’ learning progress” as benefits of feedback. Students considered 
“being anxious about open scrutiny” and “difficulty interpreting feedback” as challenges, 
while teachers considered “time-consuming” and “maintaining objectivity in scoring” as 
challenges of feedback. The researcher recommends that in view of the benefits of feedback, 
it should be an integral part of formative assessment.

Keywords: Formative assessment, on-line assessment, feedback, learning

 Formative Assessment of Distance Learners:
 Benefits and Challenges of Feedback

*
                             Dr. Kingsley Osamede Omorogiuwa

* Senior Lecturer, Faculty of Education,  University of Benin, Nigeria.
Email : kingsomorogiuwa@yahoo.com

36   Bangladesh Education Journal



38   Bangladesh Education Journal

1. Introduction
Learning institutions are established so that students may learn. However, there is a need to 
determine whether or not students have in fact learned, hence the introduction of assessment 
as an integral part of the school system. Due to the importance attached to learning 
assessment, one might almost think that the purpose of school is to assess learning. This is 
not the case, however, as assessment is only an indispensable tool to determine whether or 
not the school has attained its goal of making students learn, or to what extent this has been 
attained. The phenomenon of assessment has developed over the years and has led to an 
emphasis on formative evaluation as opposed to summative assessment. Advancements in 
communications technology have given further credence to the importance of formative 
assessment. Baroudi (2007) considered that formative assessment consisted of activities 
used by the teacher to determine students’ levels of knowledge and understanding, for the 
purpose of providing the students with feedback and planning future instructions. The 
feedback and future instructions may be concerned with remediation or the provision of 
further learning opportunities.

William (2005) identifies the components of formative assessment as: questioning, 
feedback, sharing criteria with learners, and student peer- and self-assessment. Baroudi 
(2007) includes subsequent instruction, while Burns (2005) emphasises that questions asked 
in formative assessment should be for the purpose of planning future instructions. William 
(2005) says formative assessment should be for uncovering misconceptions, thereby 
enhancing better understanding; Sullivan and Clarke (1991) opine that it should cater for 
students’ mixed abilities. Good formative assessment questions should display these 
features; require more than remembering a fact or reproducing a skill: students can learn by 
answering the questions; teachers learn about students from the responses to the questions; 
and there may be several credible answers (Sullivan & Liburn 2004).

Dweck (2000) concludes that positive feedback is a crucial aspect of formative assessment. 
Care should be taken to limit feedback to the task being performed, and referring to the 
learner’s own traits should be avoided. Teachers should involve their students in developing 
criteria for task assessment and should be involved in comparing responses made by their 
students; this should form the basis of the performance criteria used by teachers to assess the 
work (Clarke 1996). Black, Harrison, Lee, Marshall and William (2003) comment that peer-
assessment is a necessary training ground for effective self-assessment, and King (2002) 
reports that it results in improved performance. Baroudi (2007) says that the formative 
assessment process should not end with feedback, but that such feedback should form the 
basis for further instruction to enhance learning. Black and Harrison (2001) declare that 
formative assessment is a way into more fundamental changes in teaching and learning. The 
changes in questioning have led to more thoughtful dialogues, and changes in feedback on 
homework have moved on from a mere grading activity. As such changes have developed, 
they highlight more clearly the purpose of serving the learning process. 

2. Online Formative Assessment
Traditionally learning has been measured quantitatively, basically through written 
communications, focusing on objectives and contents. According to Brown, Bull and 
Pendlebury (1997) there is now a shift in the paradigm of assessment “from written 
exemptions to coursework”, “from tutor-led assessment to student-led assessment”, “from 
implicit criteria to explicit criteria”, “from competition to collaboration”, “from product 
assessment to process assessment”, “from objectives to outcomes” and “from content to 
competences”. Based on emerging trends in distance education, it is assumed these trends 
are making the scenario change when technology is used in education (Badia 2002). The 
changing paradigm in distance education assessment, as reported by Mateo and Sangra 
(2007), is marked by shifts — from tool to certify, to tool to promote learning, from academic 
disciplines to professional competencies, from uniformity of techniques to diversity of 
techniques and from final assessment to continuous assessment.

Russell (1999) states that there is a need to develop solutions to increase not only the quality 
of online learning, but also its social perception; that the quality of learning should be 
assessed not only in terms of student learning achievements or success but also in terms of 
effectiveness of the teaching action and satisfaction with the assessment process. For this 
reason one of the most pertinent concerns of distance education institutions is to develop a 
formative assessment system. Assessment must help to identify and apply improvements 
through permanent feedback (Mateo & Sangra 2007).

Higher education is being transformed by the intensive introduction of ICT (Sangria & 
Gonzalez-Simmered 2004). In the same way, the emergence of online distance education 
and e-learning has forced a rethink of teaching and learning models. This transformation is 
particularly noticeable when talking about assessment in online environments (Morgan & 
O’Reilly 1999), and needs a new set of procedures and actions to be adapted to the new 
technical and learning content that is emerging. There is a clear trend of engaging online 
distance education students in sufficient assessment experiences. These experiences should 
be based on openness and flexibility in line with the learning activities. There should also be 
alternative ways of assessment, which students should be able to access by choice and in a 
flexible way, taking into account individual student perceptions (Morgan & O’Reilly 1999).

Online formative assessment is anchored in the continuous monitoring and regulation of 
learner participation in the course of a learning programme, with the aim of supporting the 
learning process. Formative assessment has a central role in the evolving learning process 
(Otsuka, Vieira da Rocha & Beder 2007). formative assessment has both informative and 
regulatory characteristics as it forms the teacher’s pedagogic actions and allows him/her to 
regulate his/her own actions, as well as guiding the learner to become aware of his/her 
difficulties and possibly to recognise and correct his/her own errors (Hadji 1997). Online 
courses based on collaborative learning and formative assessment have revealed that the 
formative assessment approach is even more relevant in distance education, as it contributes 
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Russell (1999) states that there is a need to develop solutions to increase not only the quality 
of online learning, but also its social perception; that the quality of learning should be 
assessed not only in terms of student learning achievements or success but also in terms of 
effectiveness of the teaching action and satisfaction with the assessment process. For this 
reason one of the most pertinent concerns of distance education institutions is to develop a 
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through permanent feedback (Mateo & Sangra 2007).
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particularly noticeable when talking about assessment in online environments (Morgan & 
O’Reilly 1999), and needs a new set of procedures and actions to be adapted to the new 
technical and learning content that is emerging. There is a clear trend of engaging online 
distance education students in sufficient assessment experiences. These experiences should 
be based on openness and flexibility in line with the learning activities. There should also be 
alternative ways of assessment, which students should be able to access by choice and in a 
flexible way, taking into account individual student perceptions (Morgan & O’Reilly 1999).

Online formative assessment is anchored in the continuous monitoring and regulation of 
learner participation in the course of a learning programme, with the aim of supporting the 
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courses based on collaborative learning and formative assessment have revealed that the 
formative assessment approach is even more relevant in distance education, as it contributes 
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to change in learner’s behaviour and perceptions, as well as to problem identification and 
effective guidance during the learning process (Macdonald 2003; Thorpe 1998).

This continuous monitoring of the students’ participation in online formative assessment can 
reduce online distance learning problems, such as students feeling isolated, lack of 
motivation and high drop-out rates (Galusha 1997). Perrenoud (1998) and Hadji (1997) 
conclude from their studies that an effective formative process should enhance tasks that 
should stimulate behaviours to be observed; make it possible to observe these behaviours; 
make it possible to communicate the results of analysis; and remediate the difficulties 
analysed. Otsuka (2007) proposes a support model divided into two phases: (i) support the 
planning of learning activities which aim to stimulate the desired behaviours (ii) support the 
monitoring of participation in these activities, where the tasks of observation, 
communication and remediation take place. 

3. Feedback in formative assessment
Assessment should first be designed to support worthwhile learning, leaving concerns about 
reliability for later (Gibbs & Simpson 2005). The attitude of students toward assessment is 
centred on what counts, at least what they think counts, and their energy should be 
channelled in that direction. Students are strategic in their use of time, and carefully avoid or 
pay little attention to content on which they believe they are unlikely to be assessed. 
Students’ study habit is influenced by the perceived demands of the assessment system in 
place (MacFarlane 1992).

Black and William (1998) comprehensively review formative assessment and emphasise the 
extraordinarily large and consistently positive effects that feedback has on learning 
compared with other aspects of teaching. Maclellen (2001) surveyed 130 students and 80 
lecturers at the University of Strathdyle on their perceptions of assessment. Of the four 
questions on feedback, teachers reported that it frequently helps students to understand, 
frequently helps learning and prompts discussion with a tutor. While 70% of the students 
reported that feedback helped them to understand, they disagreed with the teachers that it 
prompted discussion. However there may be a problem with the quality of feedback, in that it 
is not actively helpful to students. Some students threw away the feedback if they disliked the 
grade they receive, while others seemed concerned only with the final result (Watjas 1998).

When marks are associated with feedback, a student is likely to perceive the mark as 
indicating his/her personal ability or worth as a person. A poor grade may damage a student’s 
self-efficacy or sense of ability to achieve. Yorke (2011) extensively describes the positive 
and negative ways in which formative assessment can affect students’ retention and 
emphasizes its role in “academic integration.” However, feedback is more likely to be 
perceived as a comment on what has been learned. In the absence of marks, it has been 
reported that students read feedback much more carefully and use it to guide their learning 
(Black & William 1998).

Feedback has to be quite specific to be helpful. Wootton (2002) writes quite passionately 
about the negative impact of assessment on “at-risk” students, and asks whether the system 
exists “to encourage learning or to measure failure.” Gibson and Simpson (2002) suggest 
that maintaining motivation is the most important and influential issue for new students in 
their first assignment in a course. If a student looking for encouragement only receives 
corrections of errors, this may not support learning in the most effective way. Carless (2002) 
emphasises the need to provide feedback in multiple stages in order to re-orient student effort 
in appropriate ways. Orsmond, Merry and Reiling (2002) write that feedback model answers 
especially are exemplars that help to establish students’ learning approach.

Higgins, Hartley and Skelton (2001) emphasise the need to guide against failures of 
communication in feedback. They give the example of a case where a tutor’s entire feedback 
consisted of “a satisfactory effort”, where a more critical analysis and key issues would have 
helped. The student may be left frustrated, as there are no suggestions of how he/she can 
advance from “satisfactory” to “very satisfactory”.

Dochy, Segers and SIusmans (1999) require assignments to be self-assessed, without marks 
involved, reporting that overt self-assessment has been shown to increase performance and 
increase students’ control of their learning strategies. Cooper (2000) proposes using two-
stage assignments, with feedback at the first stage intended to enable the student to improve 
the quality of work for a second- stage submission, which is then graded. He reports that such 
a system can improve the performance of almost all students, particularly some of the 
weaker students. Taras (2001) reports that providing a grade only after self-assessment and 
tutor feedback has been completed, helps to increase students’ achievements.

4. Problem of the study
The support for formative assessment over summative assessment has brought with it the 
emphasis that assessment should be used as a tool for enhancing learning, the widespread 
acceptance of distance learning as a viable alternative to contact institutions, and the 
development of information technology, have buttressed the place of formative evaluation in 
learning enhancement. Evidence in literature has shown the indispensible role of feedback if 
formative evaluation is to be an effective tool for learning facilitation and enhancement. 
Therefore a need arises to provide empirical evidence of the benefits and challenges faced by 
students and teachers in the teaching and learning scenario. The questions to be answered 
are: how do students and teachers benefit from feedback? What are the challenges they 
experience in the process of feedback? Such questions are intended to increase 
understanding of how feedback works and provide recommendations for more productive 
practice in order to further enhance and facilitate students’ learning.

Research questions
1. What are the perceived benefits of feedback for learning enhancement by students?

2. What are the perceived challenges of feedback to learning enhancement by students?
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helped. The student may be left frustrated, as there are no suggestions of how he/she can 
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development of information technology, have buttressed the place of formative evaluation in 
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Therefore a need arises to provide empirical evidence of the benefits and challenges faced by 
students and teachers in the teaching and learning scenario. The questions to be answered 
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3. What are the perceived benefits of feedback for learning enhancement by teachers?

4. What are the perceived challenges of feedback to learning enhancement by teachers?

5. Method of the study 
The descriptive survey research design was adopted for this study in order to get the 
perception of a large number of people and to make it generalisable to an even larger number. 
The population of this study is 367 students and 46 lecturers in the National Teachers’ 
Institute, Benin City, Nigeria, a distance-learning institution for the training and retraining of 
teachers. A sample of 148 students, accounting for 40% of the student population, and 23 
lecturers, accounting for 50% of the lecturers, was selected using the simple random 
sampling technique. The data collection instrument was based on information obtained from 
group-interviewing five of the students for 45 minutes and two of the lecturers for 60 
minutes. Two questionnaires, the “Students’ Feedback Perception Questionnaire” and the 
“Teachers’ Feedback Perception Questionnaire”, were each constructed as forced- choice 
Likert-type questionnaires with the options Strongly Agree, Agree, Disagree and Strongly 
Disgree. The questionnaires had 18 items each, with three items in the demographic section 
and 15 items in the opinion section. The instruments’ content validity was determined using 
expert judgement by three test construction experts at the University of Benin, Nigeria. The 
three experts certified the instruments’ validity. The instruments’ reliability was determined 
by the Cronbach alpha method of internal consistence reliability. When administering the 
instruments to 20 students and 10 teachers, reliability coefficients of .89 and .82 were 
obtained. Data was collected with the help of research assistants and analysed using mean, 
standard deviation and mean percentage.

Results

Research question I
What are the perceived benefits of feedback for learning enhancement by students?

Table 1: Perceived benefits of feedback for learning enhancement by students 

Rank Items Benefits of feedback for learning 
enhancement

Standard 
Deviation

 Mean
%

 Mean

1

2 

3 

4

5

 6 

7 

2.89

2.09 

2.93

 3.35

3.19

3.46

 3.01 

0.71 

1.03 

0.71 

0.71

0.64 

0.59 

0.65

72.25

52.25

73.25

 83.75

79.75

 86.50

75.25 

8th

10th 

7th  

2nd

3rd

1st

5th 

Interaction with peers

Opportunity to discuss difficult concepts

Opportunity to ask why a question was 
marked wrong 

Guidance to improve performance

Being encouraged to learn 

Knowing what content is to be learned

Knowing assessment criteria 

Table 1 shows that the three greatest benefits of feedback as perceived by students are: 
“knowing the content to be learned”, “guidance to improve performance” and “being 
encouraged to learn”, with percentages at mean of 86.50%, 83.75% and 79.75% 
respectively. Other benefits perceived by the students are: “making learning interesting”, 
“knowing assessment criteria”, “transparency in assessment” and “opportunity to ask why a 
question was marked wrong”, with mean percentages of 78.00%, 75.25%, 74.25% and 
73.25% respectively. The three benefits perceived to be of least value are: “interaction with 
peers”, “knowing how to take constructive criticism” and “opportunity to discuss difficult 
concepts”, with mean percentages of 72.25%, 60.50% and 52.25% respectively. 

Research question 2 
What are the perceived challenges of feedback to learning enhancement by students? 

Table 2: Perceived challenges of feedback to learning enhancement by students 

Table 2 shows that of five perceived challenges of feedback to learning by students, the two 
experienced the most are: “being anxious about open scrutiny” and “difficulty interpreting 
feedback”, with mean percentages of 69.00% and 68.50% respectively. Students also 
perceived feedback as time-consuming (a mean percentage of 61.75%). However, they 
considered “having to explain reasons for answers” and “difficulty of self-assessment” as the 
smallest challenges of feedback, with mean percentages of 50.00% and 43.25% respectively.
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Rank Items Benefits of feedback for learning 
enhancement

Standard 
Deviation

 Mean
%

 Mean

8 

9 

10 

2.42 

2.97 

3.12 

1.38 

0.72 

0.51 

60.50

74.25

 78.00 

9th 

6th 

4th 

Knowing how to take constructive criticism

Transparency of assessment 

Making learning interesting 

Number of students = 148 

Rank Items Benefits of feedback for learning 
enhancement

Standard 
Deviation

 Mean
%

 Mean

1

2

3

4

5

2.74

 2.76

 2.47

1.73

2.00 

0.99 

0.98 

1.26 

1.60 

0.95 

68.50

 69.00

 61.75

 43.25

 50.00 

2nd

1st 

3rd

5th

 4th 

Difficulty in interpreting feedback 

Being anxious about open scrutiny

Time-consuming

Difficulty of self-assessment

Having to explain reasons for answers

Number of students =148 
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Table 1 shows that the three greatest benefits of feedback as perceived by students are: 
“knowing the content to be learned”, “guidance to improve performance” and “being 
encouraged to learn”, with percentages at mean of 86.50%, 83.75% and 79.75% 
respectively. Other benefits perceived by the students are: “making learning interesting”, 
“knowing assessment criteria”, “transparency in assessment” and “opportunity to ask why a 
question was marked wrong”, with mean percentages of 78.00%, 75.25%, 74.25% and 
73.25% respectively. The three benefits perceived to be of least value are: “interaction with 
peers”, “knowing how to take constructive criticism” and “opportunity to discuss difficult 
concepts”, with mean percentages of 72.25%, 60.50% and 52.25% respectively. 

Research question 2 
What are the perceived challenges of feedback to learning enhancement by students? 

Table 2: Perceived challenges of feedback to learning enhancement by students 

Table 2 shows that of five perceived challenges of feedback to learning by students, the two 
experienced the most are: “being anxious about open scrutiny” and “difficulty interpreting 
feedback”, with mean percentages of 69.00% and 68.50% respectively. Students also 
perceived feedback as time-consuming (a mean percentage of 61.75%). However, they 
considered “having to explain reasons for answers” and “difficulty of self-assessment” as the 
smallest challenges of feedback, with mean percentages of 50.00% and 43.25% respectively.
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Research question 3 
What are the perceived benefits of feedback for learning enhancement by teachers? 

Table 3: Perceived benefits of feedback for learning enhancement by teachers 

Table 3 shows that the three benefits of feedback perceived as the greatest by teachers are: 
“planning instructional strategy”, “help sustaining student interest” and “understand 
students’ learning progress”, with mean percentages of 95.75%, 94.50% and 89.25% 
respectively. Other benefits perceived by teachers are: “better communication with 
students” and “making teaching interesting”, with mean percentages of 85.75%, 69.50% 
respectively. The three benefits perceived as least valuable by teachers are: “learn about 
students’ concepts”, “quality assurance in assessment” and “easier to explain assessment 
criteria”, with mean percentages of 59.75%, 57.50% and 53.25% respectively. 

Research question 4 
What are the perceived challenges of feedback to learning enhancement by teachers? 

Table 4: Perceived challenges of feedback to learning enhancement by teachers 

Rank Items Variable Standard 
Deviation

 Mean
%
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2.13
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1.67 
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0.73 

1.61 

0.89 

0.74 

1.60 
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59.75
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85.75

57.50

95.75

94.50

53.25

69.50 

6th

3rd

 4th

7th

1st

2nd

8th

5th  

Learn about students’ concepts

Understand students’ learning progress

Better communication with students

Quality assurance in assessment 

Planning instructional strategy 

Help in sustaining student interest 

Easier to explain assessment criteria 

Make teaching interesting 

Number of teacher = 23

Rank Items Variable Standard 
Deviation

 Mean
%

 Mean

1

2

3

4

5

6

7

3.78

 3.91

 2.00

 2.17

2.22

2.39

2.83  

0.74 

0.73

 1.45 

0.58

1.48 

1.59 

0.94   

94.50

 98.75

 50.00

 54.25

55.50

 59.75

 70.75 

2nd

 1st

 7th

 6th

 5th

  4th

3rd  

Maintaining objectivity in scoring 

Time-consuming 

Poor presentation of concerns by students 

Confrontation from students with low marks

Being less in control 

Generating a large number of questions

 Ensuring good levels of item difficulty 

Number of teacher = 23

Table 4 shows that the two greatest challenges of feedback for learning enhancement as 
perceived by teachers are: “time-consuming” and “maintaining objectivity in scoring”, with 
mean percentages of 98.75% and 94.50% respectively. Teachers also perceived “ensuring 
good levels of item difficulty”, “generating a large number of questions” and “being less in 
control” as significant, with mean percentages of 70.75%, 59.75% and 55.50% respectively. 
“Confrontation from students with low marks” and “poor presentation of concerns by 
students” Were perceived as the least significant challenges of feedback for learning 
enhancement, with mean percentages of 54.25% and 50.00% respectively. 

6. Discussion of findings 
The study showed that the benefits students get from feedback in formative assessment 
include knowing what the content to be learned is. This is in agreement with the findings of 
Black and Harrison (2001) and Black and William (1999), Carless (2002) and Merry and 
Reiling (2002). Students also benefit from receiving guidance to improve their performance. 
This is in agreement with the findings of Macdonald (2003) and Thorpe (1998). Students 
also showed that they benefit from feedback as it encourages them to learn. Gibbs and 
Simpson (2002) and Russell (1999) are in agreement with this. This study shows that 
students find the greatest challenge of feedback in their learning enhancement is the anxiety 
they feel due to open scrutiny of their responses to questions. This is in agreement with the 
findings of Black and Harrison (2001) and Mateo and Sangra (2007). Students also 
perceived difficulty in interpreting feedback as a challenge. This agrees with Gibbs and 
Simpson (2005) and Carless (2002). 

The study further showed the benefits of feedback to teachers as helping to sustain students’ 
interest, planning instructional strategy and understanding students’ learning progress. 
These are in agreement with the findings of Baroudi (2007), who reports that feedback helps 
in preparing for further instruction, and Otsuka (2007), who concludes that it helps teachers 
plan future instruction and modify instructional strategy. Gibbs and Simpson (2002) 
conclude that feedback helps ensure that students are motivated and interested in learning. 
The study concludes that teachers experience challenges in feedback for learning 
enhancement, in that it is time- consuming and demands strict objectivity in scoring. This is 
in agreement with the findings of Hadji (1997) and Mateo and Sangra (2007), who 
concluded that feedback keeps teachers more objective in scoring, knowing that they have to 
justify the marks awarded to the learners, while agreeing that feedback is a tedious and time- 
consuming process. 

7. Conclusions and recommendations 
The study revealed that the students perceive “knowing the content that is to be learned,” 
“guidance to improve performance” and “being encouraged to learn” as the greatest benefits 
of feedback for students’ learning enhancement. The challenges students have with feedback 
enhancing their learning are “open scrutiny” and “difficulty in interpreting feedback.” The 
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good levels of item difficulty”, “generating a large number of questions” and “being less in 
control” as significant, with mean percentages of 70.75%, 59.75% and 55.50% respectively. 
“Confrontation from students with low marks” and “poor presentation of concerns by 
students” Were perceived as the least significant challenges of feedback for learning 
enhancement, with mean percentages of 54.25% and 50.00% respectively. 

6. Discussion of findings 
The study showed that the benefits students get from feedback in formative assessment 
include knowing what the content to be learned is. This is in agreement with the findings of 
Black and Harrison (2001) and Black and William (1999), Carless (2002) and Merry and 
Reiling (2002). Students also benefit from receiving guidance to improve their performance. 
This is in agreement with the findings of Macdonald (2003) and Thorpe (1998). Students 
also showed that they benefit from feedback as it encourages them to learn. Gibbs and 
Simpson (2002) and Russell (1999) are in agreement with this. This study shows that 
students find the greatest challenge of feedback in their learning enhancement is the anxiety 
they feel due to open scrutiny of their responses to questions. This is in agreement with the 
findings of Black and Harrison (2001) and Mateo and Sangra (2007). Students also 
perceived difficulty in interpreting feedback as a challenge. This agrees with Gibbs and 
Simpson (2005) and Carless (2002). 

The study further showed the benefits of feedback to teachers as helping to sustain students’ 
interest, planning instructional strategy and understanding students’ learning progress. 
These are in agreement with the findings of Baroudi (2007), who reports that feedback helps 
in preparing for further instruction, and Otsuka (2007), who concludes that it helps teachers 
plan future instruction and modify instructional strategy. Gibbs and Simpson (2002) 
conclude that feedback helps ensure that students are motivated and interested in learning. 
The study concludes that teachers experience challenges in feedback for learning 
enhancement, in that it is time- consuming and demands strict objectivity in scoring. This is 
in agreement with the findings of Hadji (1997) and Mateo and Sangra (2007), who 
concluded that feedback keeps teachers more objective in scoring, knowing that they have to 
justify the marks awarded to the learners, while agreeing that feedback is a tedious and time- 
consuming process. 

7. Conclusions and recommendations 
The study revealed that the students perceive “knowing the content that is to be learned,” 
“guidance to improve performance” and “being encouraged to learn” as the greatest benefits 
of feedback for students’ learning enhancement. The challenges students have with feedback 
enhancing their learning are “open scrutiny” and “difficulty in interpreting feedback.” The 
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teachers consider “planning of instructional strategy,” “help to sustain students’ interest” and 
“understanding of students’ learning progress” as benefits of feedback in learning 
enhancement. The challenges they perceive in feedback in learning enhancement are “time-
consuming” and “maintaining objectivity in scoring.” 

The researcher recommends that in designing instructional programmes, the place of 
feedback in formative assessment should be visible. There should be strategies to ensure that 
timely and adequate feedback is communicated to students, students should be given 
opportunities to respond to this feedback, and the feedback should be the basis of planning 
future instructions. 
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Abstract 
Depression is a common mental health problem that contributes significantly to the global 
burden of disease. Depression among women during and after pregnancy is found to 
influence developmental outcomes for children. Prevalence of post- and ante-natal 
depression worldwide is estimated to be 13% and 10%-25%. Depression leads to substantial 
impairment of individual’s ability to take care of his/her everyday responsibilities. 
Depressed mothers often give birth to neonates who have low birth weight and other health 
problems which require intensive care for postnatal complications.

Research evidence globally and in Bangladesh shows that as a consequence of maternal 
depression child development is compromised. In both high and low income countries 
maternal mental health problem is found to impact on children’s temperament, behavior, 
cognitive performance, academic achievement, physical growth and general wellbeing. 
Postpartum depression not only influences the infant’s development, but its effect can extend 
into toddlerhood, preschool age and even school age. Studies support the conclusion that 
behavioral and cognitive delays linked to maternal depression have influence on academic 
and social outcomes for toddlers and pre-school children.

In Bangladesh depression is not considered as a major health problem yet. However, 
considering the likely incidence among children, it is imperative to raise awareness and to do 
advocacy with policy makers. Measures should be taken carefully to help depressed mothers 
and to reduce negative child outcomes. Many NGOs and government programs are 
implementing mother and child health programs. In doing so, it is important to identify 
depressed mothers. By involving mental health professionals (psycho-therapists) it is possible 
to provide support to the mothers and thereby promote optimum development of children and 
reduce the possibility of developing behavioral, physical and mental disorders among 
children. Compared to need, a very limited number of psychologists is available in the 
country. Private universities should come forward simultaneously with the public universities 
in developing behavioral science departments from which more graduates and trained mental 
health professionals would be produced to serve women with mental health problems. Data on 
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Abstract 
Depression is a common mental health problem that contributes significantly to the global 
burden of disease. Depression among women during and after pregnancy is found to 
influence developmental outcomes for children. Prevalence of post- and ante-natal 
depression worldwide is estimated to be 13% and 10%-25%. Depression leads to substantial 
impairment of individual’s ability to take care of his/her everyday responsibilities. 
Depressed mothers often give birth to neonates who have low birth weight and other health 
problems which require intensive care for postnatal complications.

Research evidence globally and in Bangladesh shows that as a consequence of maternal 
depression child development is compromised. In both high and low income countries 
maternal mental health problem is found to impact on children’s temperament, behavior, 
cognitive performance, academic achievement, physical growth and general wellbeing. 
Postpartum depression not only influences the infant’s development, but its effect can extend 
into toddlerhood, preschool age and even school age. Studies support the conclusion that 
behavioral and cognitive delays linked to maternal depression have influence on academic 
and social outcomes for toddlers and pre-school children.

In Bangladesh depression is not considered as a major health problem yet. However, 
considering the likely incidence among children, it is imperative to raise awareness and to do 
advocacy with policy makers. Measures should be taken carefully to help depressed mothers 
and to reduce negative child outcomes. Many NGOs and government programs are 
implementing mother and child health programs. In doing so, it is important to identify 
depressed mothers. By involving mental health professionals (psycho-therapists) it is possible 
to provide support to the mothers and thereby promote optimum development of children and 
reduce the possibility of developing behavioral, physical and mental disorders among 
children. Compared to need, a very limited number of psychologists is available in the 
country. Private universities should come forward simultaneously with the public universities 
in developing behavioral science departments from which more graduates and trained mental 
health professionals would be produced to serve women with mental health problems. Data on 
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depressed mothers and their children’s outcome are also scarce. Retrospective research on 
mothers of those children will provide data on the prevalence of depression and their 
consequences among Bangladeshi Children. Also follow up studies on depressed mothers and 
their children will provide more data in this regard. Along with these initiatives, supportive 
interventions for mothers and children need to be designed to reduce risks for them.

Key words: Maternal depression, Maternal health and child development, Mothers’ health 
and children’s early learning. 

Depression is a common mental health problem that contributes significantly to the global 
burden of disease. It affects people all over the world. It is estimated that depression today 
affects approximately 350 million people of the world. A mental health survey conducted in 
17 countries showed that 1 in every 20 people reported an episode of depression in the 
previous year (WHO 2012). Depression among women during and after pregnancy is found 
to influence developmental outcomes for children.

1. What is Depression?
According to the Diagnostic and Statistical Manual of Mental Disorders (IV) published by 
the American Psychiatric Association: 

If a person has depressed mood most of the days during a two week period or has 
markedly diminished interest or pleasure with almost all daily activities, has significant 
weight loss or weight gain without any change in the diet, suffers from insomnia or 
hypersomnia, feels restlessness or fatigue, has a feeling of worthlessness, lacks 
concentration, has recurrent thoughts of death and makes suicidal attempts or plans for 
suicide, he or she is prone to be depressed. If any five of the symptoms persists during the 
same two week period and represents a change in the previous functioning, the person will 
be diagnosed as having depression. (American Psychiatric Association, 1994)

However these symptoms cannot be caused by substance dependence, or due to general 
medical condition or bereavement. Based on the number and the severity of symptoms, a 
depression can be diagnosed as mild, moderate, or severe depression.

2. Prevalence of Depression
Depressive disorder may start at a very young age and it may recur. Depression is more 
common in women than men. The prevalence is almost 50% higher in women than men 
(WHO 2008). Women are more prone to develop depression during the postnatal period 
(Cox et. al., 1993). The prevalence rate of ante-partum depression is about 10-25% among 
women (Anderson, Sundstrom-Poromaa, Wulff, Astrom & Bixo, 2003, 2004; De Tychey et 
al., 2005; Marcus, Flynn, Blow & Barry, 2004; Stowe, Hostetter, & Newport, 2005). On the 
other hand the prevalence of postpartum depression is approximately 13% (O'Hara & Swain, 
1996). Additionally antenatal depression is found to be one of the best predictors of postnatal 
depression (Lee & Chung, 2007; Beck, 2001). 

3. Effect of Maternal Depression
Depression leads to substantial impairment of individual’s ability to take care of his/her 
everyday responsibilities. Individual may commit suicide in severe cases. Antenatal 
depression increases in severity from the first to the second trimester (Hoffman & Hatch, 
2000). Depression during antenatal period negatively affects fetal development and neonatal 
outcome (Anderson, Sundstrom-Poromaa, Wulff, Astrom & Bixo, 2003, 2004; De Tychey et 
al., 2005; Marcus, Flynn, Blow & Barry, 2004; Stowe, Hostetter, & Newport, 2005). Based 
on the severity, antepartum depression is found to be associated with higher rate of placental 
abnormalities (Jablesky, Morgan, Zubrick, Bower & Yellachich, 2005), preeclampsia 
(Kurki, Hiilesmaa, Raitasalo, Mattila & Ylikorkala, 2000) spontaneous abortion (Nakano et 
al., 2004; Sugiura-Ogasawara et al., 2002) and premature delivery (Jesse, Seaver, Wallace, 
2003; Moncuso, Schetter, Rini, Roesch & Hobel, 2004; Orr, James & Blackmore Prince 
2002).

Depressed mothers often give birth to neonates who require intensive care for postnatal 
complications including bronchopulmonary dysplasia and intraventricular hemorrhage 
(Chung, Lau, Yip, Chlu & Lee, 2001). Neonates of depressed mothers are also at a greater 
risk of having low birth weight (<2500 g) and of small gestational age (<10th percentile) 
(Field et al., 2004; Hoffman & Hatch, 2000), which is a leading cause of fetal morbidity and 
mortality (National Center for Health Statistics, 2004). Approximately 20% of low birth 
weight infants experience fetal growth retardation (Bernstein & Gabbe, 1996).

In a study infants of depressed mothers were studied shortly after birth using the Brazelton 
neonatal behavior (N= 36). It was found the neonates received inferior orientation and motor 
scores, and they showed more irritability and less activity, robustness and endurance during 
the assessment (Abrams et al., 1995). Such behavior may persist long which may have an 
effect on mother child interaction. It was mentioned above that ante-partum depression is 
associated with postpartum depression. 

A report by Wachs et. al. ( 2009) on maternal depression, a global threat to children’s health, 
development and behavior and to human rights showed the consequence to children of 
depressed mothers living in the middle and low income countries. Several articles of the 
Convention on the Rights of the Child (CRC) such as Articles 2 and 27 emphasize 
government responsibility to support children’s physical, mental, spiritual, moral and social 
development (CRC, 2002). Various studies showed that maternal depression is associated to 
children perceived to have a difficult temperament (Galler et al, 2004), behavioral problems, 
(Josefsson and Sydsjo, 2007), childhood depression (Galler et. al,. 2000 and Patel, Desouza 
& Rodrigues, 2003), cognitive delay (Patel et al., 2003; Black et al., 2007; Galler et al., 
2006), motor delay (2007), low academic achievement (Salt et al., 1988 and Galler et al., 
2004), under nutrition, stunting, diarrhea (Rahman et al., 2004a, Rahman et al., 2004b and 
Rahman et al., 2007), and problems in breastfeeding (Patel et al., 2002; Flaceto et al., 2004; 
Galler et al., 2006).
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Mothers remaining depressed are unable to take care of their children. A systematic review 
of studies found that for about 30% of women with postnatal depression, the symptoms 
persisted for up to a year after birth (Goodman, 2004). In low income countries considering 
the complexity of life stress, a much higher percentage is likely. A study by Rahman (2007) in 
low income countries showed the persistence rate may be up to 56% in the first year.

Several studies found that when the mothers are depressed it affects parental responsiveness 
contributing to negative consequences for birth weight, nutrition, cognitive development, 
behavior and mother-infant relationship (Patel et al. , 2004; Harpham et al, 2005;Wachs et 
al., 2009; Black et al.,2007, Nasreen et al., 2010, Edbhorg et al., 2011). 

A study conducted in Bangladesh found 33% prevalence rate of ante-partum depressive 
symptoms (Gausia et al., 2009). Another study conducted by Nasreen et al in 2011 found 
18% prevalence of Antepartum depressive symptoms and 29% of ante-partum anxiety 
symptoms in rural Bangladesh. Both the studies found that the depressive symptoms are 
associated with lower educational background, poor relationship with the partners, physical 
violence, forced sex, lower socio economic status, lack of support from husband and his 
family and preference for male child.

From the above discussion it is clear that as a consequence of depression child development 
is compromised. In both high and low income countries maternal mental health problem is 
found to impact on children’s temperament, behavior, cognitive performance and academic 
achievement, physical growth and general wellbeing (Wachs, et al., 2009; WHO, 2008; 
Rutter & Quinton, 1984; Welner & Rice, 1988; Kaplan, et al., 1987). Thus it is very important 
to provide necessary support to mothers suffering from depression.

4. Effect of Maternal Depression on toddlers’ 
and preschoolers’ learning and development

Postpartum depression not only influences infant’s development, but its effect can extend 
into toddlerhood, preschool age and even school age. Depressed mothers are generally less 
attentive and show less responsiveness to their children. They are also found to be poor 
models in controlling and regulating negative moods and emotional environment and 
solving problems arising from these satiations. A longitudinal study by Kochanska, et.al. in 
1987 compared the behaviors of depressed and non-depressed mothers, and the outcomes for 
their children. They found that depressed mothers were less likely to set limits on their 
children and to follow through if they did set limits. Another study by Kuczynski, et al. 
(1990) found that the children of depressed mothers appeared more passively noncompliant, 
with less mature expressions of age-appropriate autonomy. They were also found more 
likely to respond negatively to friendly approaches, more likely to engage in low-level 
physical play and less likely to engage in individual creative play than control children 
(Murry et al, 1999).
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Children of depressed mothers were also found to have poor cognitive functioning in several 
large sample studies because of early experience with insensitive maternal interactions, as in 
maternal postpartum depression (Murry et al, 1996). Other aspects of cognitive 
development, such as cognitive-linguistic functioning were found to be negatively affected 
(NICHD, 1999), and were also deficient on the perceptual and performance scale (Cogill et 
al., 1986).

A longitudinal study on Australian children (4-5 yr old and 6-7 yr old) found maternal 
postnatal depression to be a significant predictor of attention deficit hyperactivity disorder 
(ADHD) (Sciberras, Ukoumunne, & Efron , 2011). These studies support the conclusion that 
behavioral and cognitive delays linked to maternal depression have influence on academic 
and social outcomes for toddlers and pre-school children.

5. Management of depression
Depression can be clinically diagnosed and can be treated with antidepressant and psycho-
social support such as cognitive behavior therapy, interpersonal psychotherapy or problem-
solving treatment. Antidepressants can be a very effective form of treatment for moderate to 
severe depression but are not appropriate for cases of mild or sub-threshold depression. 
Psycho-social support is suggested in these cases. However in Bangladesh a few public 
universities are producing a limited number of mental health professionals (psycho-
therapist). No private university is offering specialized courses like clinical psychology or 
counseling. In comparison to the need of the country the number of professionals is severely 
insufficient. 

6. What can be done?
In Bangladesh depression is not considered as one of the major health problems yet. 
However considering the incidence of problems among children it is imperative to raise 
awareness and to do advocacy with policy makers. Measures should be considered and 
implemented carefully to help depressed mothers and to reduce negative child outcomes. 

In order to receive support from the family before and after the childbirth, it is very important to 
educate the husbands and the other family members. Therefore, parenting programs including 
father involvement programs are very important. At present a few NGOs are implementing 
parenting programs. Interventions for fathers are almost non-existent. Early screening 
programs for children of depressed mothers help to identify the disability and disorders among 
children so that early intervention can be offered to those children for better outcome.

Many NGOs and government programs are implementing mother and child health 
programs. In doing so, it is important to identify depressed mothers. By involving mental 
health professionals (psycho-therapists), it is possible to provide support to the mothers and 
thereby promote optimum development of children and reduce the possibility of developing 
behavioral, physical and mental disorders among children.
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Compared to need, a very limited number of psychologists are available. Private universities 
should come forward simultaneously with the public universities in developing behavioral 
science departments from which more graduates and trained mental health professionals 
would be produced to serve women with mental health problems.

A very small number of hospitals in Bangladesh offer specialized support to children in 
identifying behavioral and intellectual problems, learning disabilities and attention deficit 
hyperactivity disorder, etc. Data on depressed mothers and their children’s outcome are also 
scarce. Retrospective research on mothers of those children will provide data on the 
prevalence of depression and their consequences among Bangladeshi Children. Also follow 
up studies on depressed mothers and their children will provide more data in this regard. 
Along with these initiatives, supportive interventions for mothers and children need to be 
designed to reduce risks for them.

Early identification of children with behavioral and cognitive delay is necessary. ADHD has 
negative influence on children's academic performance. Therefore proper management of 
this problem is necessary involving a combination of medications, behavior therapy, 
lifestyle changes, and counseling. 

Medications are recommended for children who have severe symptoms. Medication can also 
be considered for children with moderate ADHD symptoms who refuse psychotherapeutic 
options or fail to respond to psychotherapeutic input (NIHC, 2008). Children with cognitive 
deficits need to be identified and supportive measures and need-based educational 
approaches have to be adopted for these children. Otherwise they become vulnerable to 
school dropout or failure. Proper management support for these children bringing together 
school and parents is very important. Especially necessary is the counseling of the parents. 
Teachers should be skilled and experienced in handling children with developmental delays. 
These children have to be systematically and carefully observed. Any progress or 
deterioration of the child has to be monitored and responses adjusted accordingly.
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Compared to need, a very limited number of psychologists are available. Private universities 
should come forward simultaneously with the public universities in developing behavioral 
science departments from which more graduates and trained mental health professionals 
would be produced to serve women with mental health problems.

A very small number of hospitals in Bangladesh offer specialized support to children in 
identifying behavioral and intellectual problems, learning disabilities and attention deficit 
hyperactivity disorder, etc. Data on depressed mothers and their children’s outcome are also 
scarce. Retrospective research on mothers of those children will provide data on the 
prevalence of depression and their consequences among Bangladeshi Children. Also follow 
up studies on depressed mothers and their children will provide more data in this regard. 
Along with these initiatives, supportive interventions for mothers and children need to be 
designed to reduce risks for them.

Early identification of children with behavioral and cognitive delay is necessary. ADHD has 
negative influence on children's academic performance. Therefore proper management of 
this problem is necessary involving a combination of medications, behavior therapy, 
lifestyle changes, and counseling. 

Medications are recommended for children who have severe symptoms. Medication can also 
be considered for children with moderate ADHD symptoms who refuse psychotherapeutic 
options or fail to respond to psychotherapeutic input (NIHC, 2008). Children with cognitive 
deficits need to be identified and supportive measures and need-based educational 
approaches have to be adopted for these children. Otherwise they become vulnerable to 
school dropout or failure. Proper management support for these children bringing together 
school and parents is very important. Especially necessary is the counseling of the parents. 
Teachers should be skilled and experienced in handling children with developmental delays. 
These children have to be systematically and carefully observed. Any progress or 
deterioration of the child has to be monitored and responses adjusted accordingly.
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Abstract
The aim of the study was to evaluate the achievement of pre-school children participating in 
the program run by an NGO. The specific objectives of the study were three-fold; first, to 
provide an overview of the pre-school program of SUROVI; secondly, to assess the 
achievement of children in SUROVI Pre-school Education, which took the expected 
competencies of the new National Pre-primary Curriculum introduced in 2011 as the 
benchmark; and finally, to explore the teachers’ views about the achievement of children. 
The study used a qualitative approach and was based on information gathered from a sample 
of 20 students who had completed the pre-primary course, 4 preschool teachers and 4 
SUROVI schools located in Dhaka slums. It was found that all the children in the sample 
(100%) achieved the competencies in pre-mathematics. The score on physical and motor 
development was also high with 85% acquiring expected competencies. The scores for 
social and emotional development (55%), and environmental awareness (62.5%) were also 
relatively good. A disappointment was achievement in language and communication (45%), 
creative and aesthetic competencies (32.5%), science and technology (32.5%), and health 
and security (15%).

Based on data about student achievement, complemented by teachers’ views and school 
visits, conclusions and recommendations were made. 

1. Introduction
The position of the country in the global economy depends on the competencies of its people 
and the foundation for these competences are laid early in the life of a child (Hurlock, 1994). 
Many psychologists have named early childhood the ‘constructive period’ of life. 
Klausmeier (1992) wrote that if children did not get appropriate stimuli, environment and 
guidance at this stage, this would have adverse effects on their development at later stages of 
life. A child’s first eight years is a critical formative stage (Evans et al, 2000). The term Early 
Childhood Education highlights the cognitive dimensions of children’s growth, such as 
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learning through exploration and discovery, and school preparedness activities. Early 
childhood education is now recognized as a key component of basic education.

Bangladesh National Education Policy 2010 (Ministry of Education, 2010) has affirmed the 
importance of pre-primary education and recommended its introduction in the country. The 
policy stated that its purpose is to protect the child rights, and develop fully child's cognitive, 
emotional and social potential. In a developing country like Bangladesh, pre-primary 
education can play an effective role to increase not only the enrollment rate but also the 
quality of primary education (Biswas, 2003). The Government of Bangladesh has included 
provisions for one year pre-primary education for children of 5-6 age to help prepare them 
for primary education, reduce dropout and address retention, attendance and enrolment 
problems in primary education (BNFE, 2009).

Children are more likely to attend pre-school, which in turn is an important determinant for 
better school performance (Aboud, , Hossain , O’Gara, 2008). Investment on young children 
has long term benefits. A World Bank (2000) survey showed that $1 investment in ECE 
provided a return worth $7 in social benefits. Student achievement relates not only to the 
intellectual capability of students, but also indicates the effectiveness of the school 
curriculum, performance of teachers and the administration. Assessment, therefore, plays a 
vital role in determining the effectiveness of an education program.

In Bangladesh, pre-primary education (PPE) is carried out by the government, non-
governmental organizations (NGO) and as private initiatives. NGOs generally provide pre-
primary education for children of the poor and slum dwellers (Bangladesh ECD Network, 
2010).

SUROVI, a non-governmental organization provides pre-primary education for 
disadvantaged children. SUROVI started its journey in education in 1979 with a program for 
children of the poorest families. Children of urban slums did not enroll in school because of 
their poverty, lack of motivation and not enough interest of parents regarding children’s 
education ( Nahar, 2012). SUROVI designed non-formal pre-schools program for poor 
children in different areas in Dhaka city in order to enable underprivileged children to make a 
good start in basic education. The objective of the program was to prepare children for 
primary education so that they would fit into the primary school and perform well there. This 
was to be achieved by promoting physical, psychological, social, linguistic and emotional 
development of the children. It was a one-year curriculum for 5+ children. SUROVI 
attempted to create a joyful environment in the learning centers. The learning centers were 
adjacent to SUROVI’s primary schools.

The present study was undertaken in 2012 to evaluate achievements of SUROVI pre-school 
children, which took as benchmark the designated competencies expected to be acquired by 
children in the national pre-primary curriculum, 2011 (NCTB 2011). It was also considered 
necessary to explore prevailing facilities and provisions in the learning centers of SUROVI 

and potential obstacles to achieving required competencies by children. An in-depth look at 
pre-primary activities of SUROVI was expected to indicate necessary measures for 
improving NGO-supported pre-primary programs in urban slums of Dhaka.

2. Objectives and Methodology
The general objective of the study, as noted above, was to evaluate student’s achievement of 
SUROVI pre-school education program which was based on the terminal competencies of 
national pre-primary curriculum 2011. The specific objectives were three fold: 

 i. To provide an overview of pre-school facilities and provisions of SUROVI;

 ii. To assess achievements of children in SUROVI pre-school education program; and

iii. To know and understand the teachers’ views about the achievement of children.

A mixed methodological approach combining qualitative and quantitative methods was 
used. Sample for the study was collected from SUROVI schools in Dhaka city. Among the 
thirteen schools of SUROVI in Dhaka city, four schools were purposefully selected from 
Adabar, Bouniadadh, Kamrangirchar, and Demra considering proximity and convenience. 
Five children who completed pre-primary class were chosen from each SUROVI school. A 
total of twenty children from four schools were selected randomly keeping gender balance 
for number of boys and girls. Four teachers from respective schools were selected for the 
study. A test was developed on the basis of terminal competencies covering eight learning 
domains of PPE curriculum 2011 for measuring student achievement (NCTB 2011). The test 
was administered by the researcher. A questionnaire was prepared to ascertain teachers’ 
views through interview. Two observation checklists were constructed for gathering 
information about facilities provided in the SUROVI classrooms and their use by teachers. 
The researcher observed class activities at least two times in each center in a nonparticipant 
manner. Quantitative data as well as qualitative data were analyzed in line with research 
objectives and themes that emerged from the data.

Measures and Testing Procedure
A test was developed to assess the skills of children who completed the pre-primary 
education recently. The test consisted of 16 items on the basis of the defined competencies in 
eight learning domains; namely, physical and motor development, language and 
communication, pre-mathematical abilities, social and emotional development, creative and 
aesthetic abilities , environmental awareness, science and technology knowledge, and health 
and security understanding. Each child was given a score -- high, medium or low, for each 
item based on the child’s performance. The final version of the instrument was developed 
after a trial run of a draft version with a small sample. The test was administered through 
individual contact with each child in a quiet place at the school compound obtaining consent 
of class teachers and the children. On average it took 30 minutes to administer the test for 
assessing a child using different verbal and non-verbal measures.

Bangladesh Education Journal 61



60    Bangladesh Education Journal

learning through exploration and discovery, and school preparedness activities. Early 
childhood education is now recognized as a key component of basic education.

Bangladesh National Education Policy 2010 (Ministry of Education, 2010) has affirmed the 
importance of pre-primary education and recommended its introduction in the country. The 
policy stated that its purpose is to protect the child rights, and develop fully child's cognitive, 
emotional and social potential. In a developing country like Bangladesh, pre-primary 
education can play an effective role to increase not only the enrollment rate but also the 
quality of primary education (Biswas, 2003). The Government of Bangladesh has included 
provisions for one year pre-primary education for children of 5-6 age to help prepare them 
for primary education, reduce dropout and address retention, attendance and enrolment 
problems in primary education (BNFE, 2009).

Children are more likely to attend pre-school, which in turn is an important determinant for 
better school performance (Aboud, , Hossain , O’Gara, 2008). Investment on young children 
has long term benefits. A World Bank (2000) survey showed that $1 investment in ECE 
provided a return worth $7 in social benefits. Student achievement relates not only to the 
intellectual capability of students, but also indicates the effectiveness of the school 
curriculum, performance of teachers and the administration. Assessment, therefore, plays a 
vital role in determining the effectiveness of an education program.

In Bangladesh, pre-primary education (PPE) is carried out by the government, non-
governmental organizations (NGO) and as private initiatives. NGOs generally provide pre-
primary education for children of the poor and slum dwellers (Bangladesh ECD Network, 
2010).

SUROVI, a non-governmental organization provides pre-primary education for 
disadvantaged children. SUROVI started its journey in education in 1979 with a program for 
children of the poorest families. Children of urban slums did not enroll in school because of 
their poverty, lack of motivation and not enough interest of parents regarding children’s 
education ( Nahar, 2012). SUROVI designed non-formal pre-schools program for poor 
children in different areas in Dhaka city in order to enable underprivileged children to make a 
good start in basic education. The objective of the program was to prepare children for 
primary education so that they would fit into the primary school and perform well there. This 
was to be achieved by promoting physical, psychological, social, linguistic and emotional 
development of the children. It was a one-year curriculum for 5+ children. SUROVI 
attempted to create a joyful environment in the learning centers. The learning centers were 
adjacent to SUROVI’s primary schools.

The present study was undertaken in 2012 to evaluate achievements of SUROVI pre-school 
children, which took as benchmark the designated competencies expected to be acquired by 
children in the national pre-primary curriculum, 2011 (NCTB 2011). It was also considered 
necessary to explore prevailing facilities and provisions in the learning centers of SUROVI 

and potential obstacles to achieving required competencies by children. An in-depth look at 
pre-primary activities of SUROVI was expected to indicate necessary measures for 
improving NGO-supported pre-primary programs in urban slums of Dhaka.

2. Objectives and Methodology
The general objective of the study, as noted above, was to evaluate student’s achievement of 
SUROVI pre-school education program which was based on the terminal competencies of 
national pre-primary curriculum 2011. The specific objectives were three fold: 

 i. To provide an overview of pre-school facilities and provisions of SUROVI;

 ii. To assess achievements of children in SUROVI pre-school education program; and

iii. To know and understand the teachers’ views about the achievement of children.

A mixed methodological approach combining qualitative and quantitative methods was 
used. Sample for the study was collected from SUROVI schools in Dhaka city. Among the 
thirteen schools of SUROVI in Dhaka city, four schools were purposefully selected from 
Adabar, Bouniadadh, Kamrangirchar, and Demra considering proximity and convenience. 
Five children who completed pre-primary class were chosen from each SUROVI school. A 
total of twenty children from four schools were selected randomly keeping gender balance 
for number of boys and girls. Four teachers from respective schools were selected for the 
study. A test was developed on the basis of terminal competencies covering eight learning 
domains of PPE curriculum 2011 for measuring student achievement (NCTB 2011). The test 
was administered by the researcher. A questionnaire was prepared to ascertain teachers’ 
views through interview. Two observation checklists were constructed for gathering 
information about facilities provided in the SUROVI classrooms and their use by teachers. 
The researcher observed class activities at least two times in each center in a nonparticipant 
manner. Quantitative data as well as qualitative data were analyzed in line with research 
objectives and themes that emerged from the data.

Measures and Testing Procedure
A test was developed to assess the skills of children who completed the pre-primary 
education recently. The test consisted of 16 items on the basis of the defined competencies in 
eight learning domains; namely, physical and motor development, language and 
communication, pre-mathematical abilities, social and emotional development, creative and 
aesthetic abilities , environmental awareness, science and technology knowledge, and health 
and security understanding. Each child was given a score -- high, medium or low, for each 
item based on the child’s performance. The final version of the instrument was developed 
after a trial run of a draft version with a small sample. The test was administered through 
individual contact with each child in a quiet place at the school compound obtaining consent 
of class teachers and the children. On average it took 30 minutes to administer the test for 
assessing a child using different verbal and non-verbal measures.

Bangladesh Education Journal 61



62    Bangladesh Education Journal

Characteristics of the participant
The selected twenty (20) children of SUROVI schools came from the urban slum areas. 
Their parents are mostly illiterate and working as factory laborers, rickshaw pullers, 
hawkers, taxi drivers, small traders etc. The average age of the children was six years and 
they had schooling experience of one year. The selected children at the time of testing had 
completed one-year pre-school and were in class one of SUROVI primary school.

Table 1: The Study Participants and Methodology

3. Findings of the Study

Facilities of SUROVI pre-school program
The pre-school program of SUROVI was generally held at a room located close to where the 
potential learners from the slum neighborhoods lived. SUROVI carried out its programs in 
rented houses, identified with the help of the community.

The learning centers were generally a crowded place and often affected by noise pollution. 
The classrooms in terms of space, ventilation and light could not be considered ideal as 
learning environment for young children. A SUROVI classroom contained one door and two 
windows. The pre-school centers had sanitation facility but often not in satisfactory hygienic 
condition. There was electricity but not enough fans and lights. There were only one fan and 
one light for a room which was not sufficient for the size of the room. It was found that some 
of the children were suffering from cold, skin disease, and prickly heat, etc., but there was no 
attempt to identify and separate the children with health problems. No health-care worker or 
nurse was available to check on the children. SUROVI did not provide safe drinking water in 
the centers. Children were asked to bring drinking water from home.

It was observed that all centers had many different visual materials. The materials were hung 
on the wall from top to bottom. There were weather charts, posters containing rhymes, 
posters with names of members of the center management committee, children’s hand 
imprint and photographs, posters containing names of 7 days of the week and 12 months, and 
charts with flora and fauna. Most of the posters were provided centrally by SUROVI. Some 
of them were made by teachers or trainers during refresher training. Some of the visual 
material displays were not of satisfactory quality or sufficiently attractive – with faded 
colors, and drawings and lettering of poor quality. The floors of the classroom were covered 
with a thin mat made of jute or plastic. It was used for students to sit down on the floor. There 

were four corners in the room named ‘Block and manipulative corner’, ‘Imaginative corner’, 
‘water and sand corner’ and ‘art corner’ for different activities. Play materials were gathered 
in a box or bowl and kept at the back of the room.

A blackboard was placed in front of the classroom and hung at a low height at the visual level 
of children as they sat on the floor. Pre-reading and writing materials such as story books, 
note books, pencil, chalk, duster, and pointer were kept on the table, shelf or bench in one 
corner of the room. There was a display board for displaying the drawings made by students.

The classroom was crowded with the number of children (1:30) in each, but there was not 
enough space to put necessary furniture in the room. It was observed that one table or shelf, a 
medium size steel box, a chair or a bench was in the room (size of the room was 120 sft. on 
average). All of the pre-primary centers conducted physical activities in the classroom; none 
had open playground. Some materials, for example; blackboard, display board, and chalk 
and duster were available in all pre-school centers of SUROVI. But equipment like fan, light, 
and furniture were inadequate in most of the centers. SUROVI used learning materials 
developed by a project supported with technical assistance of Plan Bangladesh (SUROVI 
2005).

None of the centers in Dhaka city had any garden, a walled premise or an entrance gate. They 
were not attractive and clean places that one might associate with a learning venue for young 
children

Children’s Achievement of Competencies
A selected sample of 20 children was administered the specially constructed test based on the 
prescribed competencies for preschoolers in the national pre-primary curriculum. The 
results of the test are described below.

Physical and Motor Development
Children were asked to sort out objects in pictures demonstrated to them. Three objects such 
as banana, red chili and tamarind were shown. Each child was asked to grasp physically the 
sweet fruit from the given pictures. It was found that 70% of the children were able to give the 
correct answer, 15% were partially capable since they picked the right answer when they 
were given a second chance. The remaining 15% were unable to complete the task. In a 
second test item, students were asked to build a shape with given blocks. In this case all 
students (100%) were successful, constructing a shape according to instruction.
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Figure 1: Scores on physical and motor abilities

Language and Communication
Two items under this category consisted of writing Bangla alphabet when the character was 
called out and they were to identify a picture on the right side of the learner when asked to do 
so. Among the twenty children, 45% (n 9) wrote the alphabet character correctly and 35% (n 
7) made some mistakes in writing the character. The remaining 20% (n 4) were not able to 
write the character. Forty percent (n8) children identified the picture on their right side 
correctly, while 60% (n 12) did not succeed.

Figure 2: Scores on language and communication

Competency in Pre-mathematics
Students were asked to compare between two things in terms of quantity and size. It was 
found that all in the sample ( n 20) identified the differences successfully.

Social and Emotional Development
Children were asked about the names of their friends and to say something (make a 
descriptive statement) about their parents. Forty percent (n 8) responded effectively to the 
first question, 45% (n9) were confused in their responses and 15% (n3) did not answer.

Spontaneous participation of children was expected on the question about their parents. 
Seventy percent (n14) offered meaningful statements, 20% (n 4) provided partially 
meaningful statements, and 10% (n 2) did not give any coherent information about their 
parents.

Figure 3: Scores on social and emotional development

Creative and Aesthetic Abilities 
Students were supplied with some paper and color pencil and asked to draw a picture of the 
national flag. Fifteen percent (n3) drew the flag correctly; 50% (n10) made some mistakes; 
and 35% (n7) did not draw anything. Another item was about ‘reciting a rhyme’. Fifty 
percent (n10) were able to recite a rhyme spontaneously, 30% (n6) responded with 
hesitation, made some mistakes and took a longer time; while 20% (n 4) did not respond.

Figure 4: Scores on creative and aesthetic abilities
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Figure 4.2: Reciting a rhyme
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Competency in Health and Security

Children were required to answer questions about activities associated with right hand 
(health and hygiene related issues and common activities) and meaning of raised right hand 
for traffic signals. Thirty-five percent (n7) succeeded in answering the first question. 
Another 35% showed their right hands but could not indicate health and hygiene related and 
other activities associated with the right hand. Thirty percent (n6) did not give an answer. On 
the traffic signal question, it was found that 95% (n19) did not have a clear idea about traffic 
signals. This was somewhat surprising since the children lived in the metropolis. The five 
percent who had some idea about traffic signals could not answer the question about the 
significance of the signals.

Figure 7: Scores on health and security knowledge

Teacher’s Views Regarding Classroom Practice and Children Achievement
The teachers, four of whom were interviewed, had a wide range of academic qualifications - 
from grade 8 to masters’ degree. None had previous training in pre-school or primary 
education teaching when they joined the SUROVI program. They received some training 
after joining SUROVI. All belonged to the local community. All teachers were very happy to 
teach the children.

The teachers appeared to enjoy their work, were happy to be with their students and spend 
time in the classroom. They had a positive view about the children; they thought the students 
had potential which had to be nurtured and nourished. The classes had at least 24 students 
and their class attendance was high and regular. Teachers recognized the importance of 
motivating and encouraging children. They did so by praising student performance and 
participation in classroom activities.

Teachers made sure that the class collectively applauded individual or group performance 
regularly. Showing appreciation of others’ accomplishment and effort was inculcated as a 
norm. Bangla expressions ‘khub bhalo’, ‘khub shundor hoeche’, ‘chomotker’, ‘dhonnobad’ 

Competency about Environment
Children were asked to match pictures that demonstrated their awareness about relationships 
between physical objects and identifying a category out of assorted objects.

In matching, 45% (n9) matched three pictures, the maximum expected; 40% (n8) matched 
one or two pictures; and 15% (n3) did not match any. In identifying an indicated object (a 
fruit) from a picture, 80 % (n16) were successful; 15 % (n3) did not succeed; and 5% (n1) 
succeeded with additional time and instruction.

Figure 5: Scores on environmental awareness

Competency in Science and Technology
Children were required to respond verbally about the difference between animals and plants (i.e., 
a tree). Only 10% could offer a meaningful answer, 20% appeared to understand the difference 
but could not offer a coherent statement. Fourteen students or 70% did not seem to comprehend 
the question and did not provide an answer. The second item in this category was to match a 
vehicle with its direction of movement/destination from pictures. Among the respondents, 55 % 
(n11) were successful, 30% made some mistakes, and 15% (n3) failed to respond. 

Figure 6: Scores on science and technology competence
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Figure 5: Scores on environmental awareness
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Figure 6: Scores on science and technology competence
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etc and English expressions ‘very good,’ ‘ good,’ ‘thank you’, ‘very nice’ were frequently and 
regularly used in the class. Conversation with teachers showed that different types of teaching-
learning activities and strategies were employed in the classroom. These included - story-
telling, acting, reciting, singing, role play, matching pairs, and games. These were organized 
through group work, pair work or as individual activity. Different types of posters, pictures, 
cards, were used by children and teachers in all classrooms. But the teachers felt strongly about 
the absence of outdoor facilities for children’s activities. The teachers were aware that the 
children came from urban slums with poor living accommodation; and that parents of the 
children were often illiterate. The teachers felt that the school and the teachers had to make an 
effort to compensate for lacks at home environment of children, but this was an uphill task.

The researcher was informed by teachers that children practiced physical activities and sang 
national anthem as part of daily routine for about 15 to 20 minutes every day. National days 
and events such as independence day, literacy day, national language martyr’s day, and 
victory day were celebrated every year in each center with children’s participation.

Different social and environmental issues as well as personal habits and behavior concerns 
were addressed by planning and involving children in activities like gardening, , washing 
hand before eating, washing hand after toilet, and keeping the classroom clean and orderly. 
Teeth and nails of children were checked in every center at least once a week. . Teachers 
expressed a commitment to the principle and practices of joyful learning and made an effort 
to abide by this commitment, despite the limitations in the school such as physical facilities, 
equipment and deficiencies in children’s home environment.

4. Discussion of Findings
It emerged from the findings that all the children (100%) gained competencies in the area of 
pre-mathematics; most of the children (85%) achieved the competency relating to physical 
and motor ability and 42.5% acquired competencies in language and communication. 
Besides 55%, 32.5%, 62.5%, 32.5% and 15% children respectively acquired competencies 
in social and emotional, creative and aesthetic, environment, science and technology, and 
health and security domains. Relatively poor performance in language and communication 
was a concern and perhaps indicative of the poor home and family background and 
environment that did not provide opportunities for children’s language development. About 
half or more students performing poorly in social and emotional, creative and aesthetic, 
science and technology, and health and security domains was also a concern. This outcome 
can be seen as a combination of home and family factors and the quality of learning design 
and experience offered in pre-schools. How effective the measuring tool consisting of two 
items under each domain and pitched at a simple and basic level for measuring outcomes was 
may also be debatable. It could be argued that the simple and basic content of the test items 
would have resulted in relatively higher scores. Therefore, the scores recorded were 
indicative of unacceptably low performance in most of the domains.

Teachers’ responses suggested that pre-mathematics topics related to simple addition, 
subtraction, counting and quantitative comparison (less-more, smaller-larger etc.) were 
practiced in the classroom regularly. Teaching aids were used. Moreover, children were very 
interested in these simple reasoning exercises. It was observed that there were many teaching 
aids relating to mathematics used in the classroom.

Teachers reported, which was confirmed by classroom observation, that different types of 
activities related to physical and motor development, communication and language, and 
socio-emotional development had been practiced in the classroom through pair work, group 
work or whole class involvement. Teachers engaged children in activities by telling stories in 
their own words, reciting poems, singing, imitating animal (dog, bird, tiger, cat, etc.) sound, 
identifying first sound or letter of own name, and making words to enrich children’s 
language and communication skills. Various social and cultural activities like dance, 
singing, poem recitation, storytelling, acting, and drawing were practiced in all the centers. It 
was found that a collection of different types of materials related to different learning 
contents was available in the classroom. However, it appeared that these were not sufficient 
in quantity, deficient in quality and frayed and unattractive to children.

Review of learning materials including guides for teachers suggested that several of the 
domains, such as, social and emotional, creative and aesthetic, health and hygiene and 
science and technology were not given sufficient attention and treated inadequately in 
respect of time allowed and learning activities suggested. The researcher thought that 
identifying competencies concerning these domains were inadequately emphasized in the 
SUROVI curriculum. Even in language and communication area, which received greater 
attention in the curriculum, the implementation of the curricular and learning activities was 
inadequate in the classroom.

Although the teachers did not specifically express grievances about remuneration and 
working conditions, in the researcher’s view, the relatively low remuneration, absence of 
pre-service training and generally inadequate professional support and supervision resulted 
in insufficient motivation, and inadequate performance by teachers leading to poor learning 
outcomes of children. 

5. Conclusions
As noted, besides inadequate facilities and teaching-learning materials, crowded conditions, 
and less than ideal environment inside the classroom, outdoor facilities like playing field, 
garden, and veranda were not available in the schools. These circumstances severely 
constrained the teaching-learning process and the performance of students and teachers. In 
general, the centers looked shabby, unclean and generally unattractive with dirt and waste 
materials piling up in front of the premises. They matched the surrounding neighborhood of 
ramshackle dwellings, and potholed and mostly unpaved narrow streets. The centers failed to 
stand out as a place of joyful learning for children in a generally bleak environment.

Bangladesh Education Journal 69



68    Bangladesh Education Journal

etc and English expressions ‘very good,’ ‘ good,’ ‘thank you’, ‘very nice’ were frequently and 
regularly used in the class. Conversation with teachers showed that different types of teaching-
learning activities and strategies were employed in the classroom. These included - story-
telling, acting, reciting, singing, role play, matching pairs, and games. These were organized 
through group work, pair work or as individual activity. Different types of posters, pictures, 
cards, were used by children and teachers in all classrooms. But the teachers felt strongly about 
the absence of outdoor facilities for children’s activities. The teachers were aware that the 
children came from urban slums with poor living accommodation; and that parents of the 
children were often illiterate. The teachers felt that the school and the teachers had to make an 
effort to compensate for lacks at home environment of children, but this was an uphill task.

The researcher was informed by teachers that children practiced physical activities and sang 
national anthem as part of daily routine for about 15 to 20 minutes every day. National days 
and events such as independence day, literacy day, national language martyr’s day, and 
victory day were celebrated every year in each center with children’s participation.

Different social and environmental issues as well as personal habits and behavior concerns 
were addressed by planning and involving children in activities like gardening, , washing 
hand before eating, washing hand after toilet, and keeping the classroom clean and orderly. 
Teeth and nails of children were checked in every center at least once a week. . Teachers 
expressed a commitment to the principle and practices of joyful learning and made an effort 
to abide by this commitment, despite the limitations in the school such as physical facilities, 
equipment and deficiencies in children’s home environment.

4. Discussion of Findings
It emerged from the findings that all the children (100%) gained competencies in the area of 
pre-mathematics; most of the children (85%) achieved the competency relating to physical 
and motor ability and 42.5% acquired competencies in language and communication. 
Besides 55%, 32.5%, 62.5%, 32.5% and 15% children respectively acquired competencies 
in social and emotional, creative and aesthetic, environment, science and technology, and 
health and security domains. Relatively poor performance in language and communication 
was a concern and perhaps indicative of the poor home and family background and 
environment that did not provide opportunities for children’s language development. About 
half or more students performing poorly in social and emotional, creative and aesthetic, 
science and technology, and health and security domains was also a concern. This outcome 
can be seen as a combination of home and family factors and the quality of learning design 
and experience offered in pre-schools. How effective the measuring tool consisting of two 
items under each domain and pitched at a simple and basic level for measuring outcomes was 
may also be debatable. It could be argued that the simple and basic content of the test items 
would have resulted in relatively higher scores. Therefore, the scores recorded were 
indicative of unacceptably low performance in most of the domains.

Teachers’ responses suggested that pre-mathematics topics related to simple addition, 
subtraction, counting and quantitative comparison (less-more, smaller-larger etc.) were 
practiced in the classroom regularly. Teaching aids were used. Moreover, children were very 
interested in these simple reasoning exercises. It was observed that there were many teaching 
aids relating to mathematics used in the classroom.

Teachers reported, which was confirmed by classroom observation, that different types of 
activities related to physical and motor development, communication and language, and 
socio-emotional development had been practiced in the classroom through pair work, group 
work or whole class involvement. Teachers engaged children in activities by telling stories in 
their own words, reciting poems, singing, imitating animal (dog, bird, tiger, cat, etc.) sound, 
identifying first sound or letter of own name, and making words to enrich children’s 
language and communication skills. Various social and cultural activities like dance, 
singing, poem recitation, storytelling, acting, and drawing were practiced in all the centers. It 
was found that a collection of different types of materials related to different learning 
contents was available in the classroom. However, it appeared that these were not sufficient 
in quantity, deficient in quality and frayed and unattractive to children.

Review of learning materials including guides for teachers suggested that several of the 
domains, such as, social and emotional, creative and aesthetic, health and hygiene and 
science and technology were not given sufficient attention and treated inadequately in 
respect of time allowed and learning activities suggested. The researcher thought that 
identifying competencies concerning these domains were inadequately emphasized in the 
SUROVI curriculum. Even in language and communication area, which received greater 
attention in the curriculum, the implementation of the curricular and learning activities was 
inadequate in the classroom.

Although the teachers did not specifically express grievances about remuneration and 
working conditions, in the researcher’s view, the relatively low remuneration, absence of 
pre-service training and generally inadequate professional support and supervision resulted 
in insufficient motivation, and inadequate performance by teachers leading to poor learning 
outcomes of children. 

5. Conclusions
As noted, besides inadequate facilities and teaching-learning materials, crowded conditions, 
and less than ideal environment inside the classroom, outdoor facilities like playing field, 
garden, and veranda were not available in the schools. These circumstances severely 
constrained the teaching-learning process and the performance of students and teachers. In 
general, the centers looked shabby, unclean and generally unattractive with dirt and waste 
materials piling up in front of the premises. They matched the surrounding neighborhood of 
ramshackle dwellings, and potholed and mostly unpaved narrow streets. The centers failed to 
stand out as a place of joyful learning for children in a generally bleak environment.

Bangladesh Education Journal 69



70    Bangladesh Education Journal

The children came from poor slum dwellings which often lacked running water, electricity, 
and sanitation facilities. The parents were often illiterate or with very limited formal 
education and were not capable of guiding and helping students, though they wanted to do 
the best for their children. Children suffered from various seasonal diseases including 
respiratory infections, diarrhoea and skin conditions which affected children’s school 
attendance and participation in learning. The schools did not provide any health care or 
referral service. The schools on the whole were not in a position to compensate for some of 
these deficiencies in the child’s home environment. The school’s main effort was 
concentrated on activities related to cognitive development, though even in this respect 
outcomes in language and communication area was not satisfactory. 

6. Recommendations
In the light of the findings and discussion, a number of recommendations are made. It is clear 
that organizations like SUROVI and other NGOs, in carrying out their mission of serving 
disadvantaged children, face a basic dilemma. Given the large numbers of children in need 
and the limited capacity of NGOs to raise resources, they have to strike a balance between 
reaching out to the maximum numbers of children and ensuring essential quality standards in 
the programs. If a threshold of quality standards are not established and enforced, the efforts 
made and resources spent may be futile. Is something better than nothing? The answer is not 
an unqualified yes. The purposes of the services offered may not be served at all if a 
minimum acceptable quality standard is not established and maintained. For example, if 
after a year of participation in the pre-school program, the majority of children cannot 
demonstrate specified competencies in language and communication and social and 
emotional abilities, to what extent is it justified to devote resources and efforts to the 
program? Keeping these considerations in view, the following recommendations are made.

m Acceptable standards should be established for physical facilities, learning materials, 
necessary furniture and equipment and learning environment within the classroom as 
well as outside, including playground, garden, veranda, and sanitation and water 
provisions. These standards should be applied to new pre-school facilities. A time-
bound plan should be formulated and implemented to improve the existing centers 
and reach the minimum established standards for facilities and premises.

m The neighborhood, municipal and city government and parents should be involved in 
making pre-school a clean, hygienic and attractive place in the community, a place of 
joyful learning for young children, in which the community takes pride and take 
initiative to look after these places. 

m The curriculum, learning content and activities should be reviewed and evaluated 
with professional help in order to establish the balance between cognitive 
development objectives (including language and math) and other objectives. The 
logical link and allocation of learning time and effort between curricular objectives 
and learning activities should be reviewed periodically.

m A difficult issue is the extent the school can compensate for the impoverished 
conditions from which the children come. This is a concern that should be the priority 
of program designers and decision-makers. Major steps in this respect would include 
a closer communication and contact with parents (such as an orientation for parents 
and periodic meetings with them); an arrangement of health checkup of students and 
referral arrangement for specific conditions; and negotiation with municipal 
authorities for outdoor play ground, protection, cleanliness and upkeep of the center 
premises.

m Professional support, supervision, and remuneration of teachers should be reviewed 
and improved. While it may not be possible to make pre-service professional training 
a requirement, there should be a program of in-service professional upgrading, 
including , paid leave and support for participation in short courses and workshops. 

m The implications for costs and resources for establishing and maintaining minimum 
quality standards must be considered in designing programs for pre-school education 
of children form impoverished background. Program costs and per child investment 
need to be critically examined in planning and implementing programs. The 
provision of minimum costs and expenditure at the cost of quality and results should 
be discouraged.
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